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How faculty at Christian universities encourage teacher candidates to draw on a 

Christian worldview ultimately influences the ways teacher candidates become effective 

agents of change in K-12 schools.  This study examined the assumption that K-12 

Christian teachers cannot remain religiously neutral since one’s worldview shapes all 

aspects of life, particularly one’s pedagogy.  For this reason, it was crucial to understand 

how professors at Christian colleges integrate a Christian worldview in teacher education 

courses in order to address social issues.  This researcher operated under the assumption 

that the Christian worldview underscores the way Christian educators teaching in 

elementary, secondary, and postsecondary schools engage their profession.  To better 

understand how the beliefs and teaching practices of professors at evangelical, Christian 

universities affect course design and student perspectives, the researcher employed a 

qualitative, multiple-subject narrative case study.  Six case studies were analyzed and 

then cross analyzed for themes and subthemes. Three theoretical lens served as the 

foundation for analysis: Christian worldview, faith and learning integration, and teachers 

as agents of change. Data were collected from university profiles, course designs, and



 

 

participant interviews.  Across all six case studies, universities and professors evidenced 

an understanding and appreciation for a Christian worldview perspective.  Participants 

expressed a desire to intentionally integrate faith in the classroom; although, some 

struggled to articulate how to do so.  Participants also discussed preparing teacher 

candidates to become agents of change as part of Christian responsibility.  
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CHAPTER ONE 

Introduction 

 

How faculty at Christian universities encourages teacher candidates to draw on a 

Christian worldview ultimately influences the ways teacher candidates become effective 

agents of change in K-12 schools.  It is essential to the tenants of Christian education that 

faculty members understand the influence faith has on K-12 teacher candidates and their 

future classrooms.  This study examined the assumption that K-12 Christian teachers 

cannot remain religiously neutral since one’s worldview shapes all aspects of life, 

particularly one’s pedagogy.  For this reason, it is crucial to understand how professors at 

Christian colleges integrate a Christian worldview in teacher education courses in order 

to address social issues.  Specifically, the researcher was interested in how professors 

encourage and equip teacher candidates to engage a Christian worldview when 

addressing topics such as racism, classism, religion, gender identity, sexuality, and 

disabilities as these issues pertain to K-12 classrooms.  This study operated under the 

assumption that the Christian worldview underscores the way Christian educators 

teaching in elementary, secondary, and postsecondary schools engage their profession.  

Under this assumption, the researcher inquired how professors at Christian universities 

structure their courses to encourage teacher candidates to integrate a Christian worldview 

when addressing K-12 social issues.   

Christian colleges acknowledge the importance of integrating a Christian 

worldview by structuring their mission statements, student life activities, teaching 

practices, and overall community ethos to reflect a dedication to faith and learning.  
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Universities selected for this study profess to integrate a Christian worldview into these 

facets of university life and learning.  The researcher narrowed her selection to Christian 

universities offering at least one course in which K-12 social issues are studied in a 

teacher education program.  Specifically, the researcher sought courses addressing topics 

such as race, class, religion, gender, and disabilities.  There are three primary points of 

inquiry for this study: First, this study asks, how do professors define what it means to 

engage a Christian or biblical worldview in courses addressing K-12 social issues?  

Second, how do professors design their course(s) to integrate their beliefs about the role 

of K-12 social issues and a Christian worldview?  Third, in what ways do professors 

consider teacher candidates better equipped to become agents of change by engaging a 

biblical worldview to address K-12 social issues?  This chapter includes the (1) 

introduction, (2) overview of the issues, (3) statement of the problem, (4) purpose for the 

study, (5) overview of the theoretical frameworks, (6) overview of the methodology, (7) 

overview of the participants, (8) definition of terms, (9) limitations of the study, (10) 

summary, and (11) background of the study. 

 

Overview of the Issues 

There are several factors that influence pedagogy and praxis.  Content knowledge, 

curriculum familiarity, and teaching methodologies, for instance, certainly impact the 

various ways educators approach their profession.  Yet, what is often neglected from 

pedagogical conversations is the role of educators’ faith in the classroom.  Educators 

concede teachers’ unique belief systems influence classroom ethos (Fang, 1996; Kagan, 

1992; Nespor, 1987; Palmer, 2007; Richardson, 1996).  However, because of the 

controversial nature of faith in public schools and the federal mandate to separate church 
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and state, little has been said about how faith influences teacher pedagogy and praxis.  

According to Nord (1995),  

The underlying worldview of modern education divorces humankind from its 

dependence on God; it replaces religious answers to many of the ultimate 

questions of human existence with secular answers; and most striking, public 

education conveys its secular understanding of reality essentially as a matter of 

faith.  (p. 160)  

 

There are people who maintain religion should remain private and should have nothing to 

say about disciplines such as philosophy, psychology, or biology.  They assert faith has 

no place in the public square and that we should remain religiously neutral of issues 

involving economics, politics, science, and education (Dawkins, 2008; Harris, 2005; 

Hitchens, 2009).  They assume faith does not or should not apply to these spheres and 

that these disciplines should be left to the secular world.  Christian educators, however, 

cannot disengage a biblical worldview simply because the public classroom setting is 

secular nor can they abandon their belief that faith provides answers for students’ 

complex questions about life.   

 

The Christian Worldview and Teaching 

A worldview is a way of thought, a paradigm that cannot be separated from one’s 

personhood.  It is the lens through which a person sees life, and it is the conscious of 

judgment for decisions made.  The term worldview is derived from the German word 

Weltanschauung meaning wide world perception (Naugle, 2002; Wilson, 2003).  

Philosopher Immanuel Kant is first person known to use the term “worldview” in 

reference to his own theoretical lens for making sense of the world (Naugle, 2002, p. 56).  

In modern thought, the term worldview has come to mean a network of presuppositions 
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not verifiable by natural science in regards to reality, knowing, and conduct in which 

every element of human experience is related and interpreted (Bahnsen, 2007).   

 The Christian worldview teaches that our morality is grounded in the moral 

absolutes found in scripture.  This worldview holds that because humans are created in 

God’s image, they have God’s law built into their consciousness.  The Apostle Paul, for 

example, wrote that we are born with the work of the law written in our hearts and 

consciousness (Romans 2:15).  Scripture provides an ethical foundation for 

understanding God’s order.  Although it is not plausible to apply the Bible to every moral 

predicament, Christianity teaches that the Bible provides a framework and a guide for 

discerning right and wrong in all situations.  The highest aspiration for Christians is to be 

conformed to God’s character and will.   

It is crucial for Christian educators to understand their worldview, as it ultimately 

determines how and what they teach.  Christian educators have a biblical responsibility to 

discover how the Christian worldview pertains to the teaching profession.  In this study, 

the researcher looked specifically at how professors teaching at Christian universities 

reconcile a biblical worldview and social issues pertinent to K-12 classrooms.  David 

Naugle (2002) identified the biblical worldview as the foundation of Christian education, 

further establishing the instructive mission for Christian schools and educators.  He 

maintains, “A Christian worldview can and should be translated into a philosophy that 

has practical effects and relatively predictable principled applications” (Naugle, 2002, p. 

2).  It is crucial for Christian educators to give particular attention to how worldviews, 

particularly a biblical worldview, are applied to teaching.  Doug Wilson (2003) asserts 

that teaching with a Christian worldview involves operating under the principles of a 
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Christian worldview as well as engaging students in the operating process.  Several 

educational stakeholders have identified how a teacher’s worldview informs his or her 

students’ worldview (Darling-Hammond, 2000; Fullan, 1993; Yero, 2010).  Fyock (2008) 

and Wood (2008) affirmed that educators influence students’ worldviews.  Yet according 

to Work Research Foundation (2008), Christian schools and colleges continue to graduate 

students who are unable to articulate—much less apply—a Christian worldview.  Given 

that our worldviews have significant influence, it is, therefore, essential for educators to 

understand what it means to operate under this worldview and how to engage it.   

 Although Christian universities and educators tend agree on the importance of 

integrating a Christian worldview, there is a lack of cohesion on how to define and 

implement this worldview in courses.  What shapes a Christian worldview, what it 

includes, and what it excludes is widely interpreted and often varies depending on the 

denomination defining it.  A Barna Group (2004) study found that while the majority of 

evangelical Christians claim to hold a Christian worldview, they disagreed with any one 

particular biblical interpretation.  Additionally, Barna Group (2004) reported that only a 

small number of Christians claimed to engage a biblical worldview in their decision 

making process.  Certainly, an inability to define what a Christian worldview entails and 

an absence of Christians professing to engage this worldview is problematic for Christian 

educators.  The Barna Group (2009a) acknowledged this problem and emphasized in 

their study that one cannot give another what he or she does not possess.  This study 

asked professors at Christian colleges to articulate what it means to hold a Christian, or 

biblical, worldview and how this worldview influences how they approach teaching K-12 

social issues courses.  It was essential that participants identify and ascertain the 
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worldview that motivates their teaching.  As Stokley (2002) notes, neither spiritual 

leaders nor teachers can lead students to places of thinking if they have not been there 

themselves.  In this study, it was important that participants explain what it means for 

them to teach from a Christian worldview, as their definition may differ from the one 

professed by the university. 

 

Christian Colleges and Teacher Education Programs 

 Mission statements and core values help students, faculty, and staff make sense of 

a university’s purpose, and the majority of Christian colleges hold mission statements 

that distinctively set them apart from nonreligious institutions by placing great emphasis 

on teaching from a biblical, evangelical perspective (Diamond, 2002).  Yet, what is often 

problematic for these Christian universities is determining how best to prepare students to 

engage a biblical worldview in public spheres, such as in public school classrooms.  The 

researcher was interested in how professors prepare teacher candidates to engage a 

Christian worldview when faced with complex, controversial situations involving race, 

class, religion, gender, sexuality, and disabilities.  Palmer (2007) wrote, “Teaching is the 

intentional act of creating conditions that help students learn” (p. 6).  He purports that 

good teaching requires that we understand the inner sources of both the intent and the act.  

Likewise, teaching Christianly requires “understanding the inner sources of the intent and 

the act of teaching” (Palmer, 2007, p. 6).  In other words, there is a twofold process that 

must take place in order to ready teacher candidates to engage a Christian worldview in 

their classrooms.  First, professors must not only help students identify the core values 

associated with a Christian worldview but also understand the intent of these values.  

Second, professors should articulate the act of teaching from a Christian worldview; they 
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should guide students to consider what it means as a Christian educator to teach and 

affect change in public schools. 

 

Christian Educators and Social Issues 

K-12 schools want classroom teachers who uphold common values such as 

justice, mercy, equity, and other commonly held ideals.  The Bible teaches, 

unwaveringly, Christians have a responsibility to practice justice, mercy, and equity with 

each other; to their neighbors; to the poor, broken, orphaned, widowed—to the least of 

these.  Scriptures read that we are to use our gifts and resources to build up the body of 

Christ (Ephesians 4:11-12), edify the body of Christ (1 Corinthians 14:3-5), and love the 

stranger among us (Leviticus 19:34).  Just as the church body is called to engage biblical 

teachings in both private and public spheres, so too is the Christian educator called to be 

an extension of the church body and serve in private and public spheres. 

The Bible places a great deal of responsibility into the hands of Christian teachers, 

and warns that they will be judged more strictly (James 3:1).  The Greek word used for 

teacher in this context is didaskalos, which is the same word used 48 times in scripture to 

reference Jesus; additionally, it is the same Greek word used outside the Bible for 

unbelievers such as Socrates, Homer, and Plato.  In other words, the word teacher used in 

James is meant to refer to all those who teach.  Christian author Michael Markowski 

(2008) asserts that the original language of Matthew 28:21 to go “make disciples of all 

nations” makes clear that Jesus’s command was directed more at teachers than evangelist 

or preachers.  That Jesus commands Christians to leave their communities and go to the 

nations leaves little room to doubt where scripture stands on the issue of sharing biblical 

teachings in public or foreign lands. 
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The researcher proposes Christian educators have a spiritual obligation to both 

private and public spheres.  To clarify the use of the terms, when speaking of private 

spheres it is in reference to Christian communities, homes, churches, schools, and other 

circles of like-minded believers; when speaking of public spheres, it is in reference to 

spaces that may be influenced by Christians but are not necessarily dominated by 

Christian faith or where neutrality and secularism are favored over any religious 

influence.  Christianity communicates that teachers have a responsibility to use their gifts 

not only in private, like-minded spheres but also in public, communal spaces.  There is a 

lack of literature and research addressing how Christian educators are to draw on their 

faith as a means of addressing social issues and injustices in public school classrooms.  

Specifically, this study considered how professors at Christian colleges, who are teaching 

social issues courses, encourage their teacher candidate students to think Christianly 

about K-12 inequities such as race, class, gender, religion, and disabilities.  Furthermore, 

this study inquired about professors’ perceptions as to whether or not their students are 

equipped to become agents of change with a Christian worldview. 

 

Christian Teachers as Agents of Change 

The term agent of change is relatively new to pedagogical circles, but its 

principles are long-standing.  Essentially, teachers as agents of change are educators who 

look to the future with a vision of what could and should be.  In a sense, they are 

discontented with policies and practices that are unjust, oppressive, and restrictive, and 

they recognize that as classrooms teachers, they stand in a place of influence.  This place 

of influence is often referenced as human agency.  Sociology professor Ronald Inden 

(2000) defined human agency as the realized capacity to act upon their world, to be an 
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active participant and influencer, as opposed to an observer or bystander.  Inden 

emphasized that agents of change are both social producers and social products.  In this 

understanding of agency, “people do not act only as agents [of change], they also have 

the capacity to act as instruments of other agents and to be recipients of the acts of 

others” (Inden, 2000, p. 23).  Educators who are agents of change apply concepts of 

human agency to enact social change for the collective benefit of all students, particularly 

for those students in disadvantaged situations; these educators also recognize the 

systematic, persuasive forces influencing their own praxis.  The conception of agency in 

this study recognized that teachers as agents of change are action-oriented, critical 

thinkers, and influencers of positive change in classrooms.   

For teacher candidates to study social issues, such as race, class, religion, gender, 

and disabilities as these issues relate to K-12 schools, is to study human agency.  Often 

these conversations take place within the context of multicultural and diversity courses.  

For the last several decades, educators have considered multicultural education an 

esteemed method for preparing teacher candidates to teach in diverse classrooms (Banks, 

1993, 2001; Cochran-Smith, 2006; Grant & Sleeter, 1986).  Proponents of multicultural 

education for teachers and students hold that experience with multiculturalism and 

diversity in schools promotes healthier race, class, religion, gender, and disability 

relations, and it is this belief that underscores the implementation of multicultural 

education in teacher education courses.  Banks (2004) asserted that the goal of 

multicultural education is to “improve race relations and to help all students acquire the 

knowledge, attitudes, and skills needed to participate in cross-cultural interactions” (p. 
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vii) with the intentions of encouraging “personal, social, and civic action that will help 

make our nation more democratic and just” (viii). 

Most conspicuously omitted from multicultural or social issues conversations is 

how a teacher’s faith affects his or her teaching praxis in public classrooms.  More 

specifically, pedagogical conversations fail to acknowledge how Christian educators 

incorporate their faith in the classroom as agents of change.  Multicultural and diversity 

conversations typically include discussions relating to race, class, gender, religion, 

language, abilities, sexual orientation, and so forth; however, curricula espousing these 

ideals often narrow the conversation to how teachers’ understanding of race, class, and 

gender influence classrooms and disregard faith, particularly the teacher’s faith (Simon, 

Banks, & Bromirski, 2003).  Certainly, there is literature supporting teacher identity, 

which is constructed from personal and professional experiences (Palmer, 2007).  Even 

still, Christianity’s place in pedagogy is frequently ignored, and for many Christian 

educators, their faith is the core of their teaching identity and beliefs about human 

agency.  Rather than silencing the role religion plays in teaching praxis, it is 

advantageous for educators to consider how this core component of teacher identity 

influences teachers to become agents of change.  In order to understand how teacher 

candidates are prepared to engage a Christian worldview as agents of change, it is 

imperative to first examine the methods faculty use to dialogue with teacher candidates 

about K-12 social issues.   

 

Statement of the Problem 

 Despite the high value Christian colleges place on the integration of faith and 

learning, there is scant literature on how the integration of the two impacts college 
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graduates in public spheres.  There is even less written about how Christian colleges are 

preparing teacher candidates to engage a biblical worldview in public classrooms.  

Likewise, much has been written regarding multicultural and diversity education.  

Educational stakeholders have contributed to the conversation about how teachers can 

and should address social issues in the classroom.  Yet, there is a void in the literature 

pertaining to how Christian educators can rely on their worldview to address these same 

issues.  Embedded within the foundations of multicultural and social issues education is 

the notion that all voices and perspectives must be included in the classroom.  Nieto 

(1996) believes the intent of this approach to education is to create a multicultural person, 

one who engages a multicultural worldview.  Developing this sort of perspective may 

prove problematic for Christian educators, as some approaches conflict with their 

religious convictions.  Faculty at Christian universities should consider how teacher 

candidates might reconcile conflicts in a way that is faithful to their responsibility to be 

agents of change as well as their Christian worldview. 

 

Purpose of the Study 

 The purpose of this study was to examine three levels of inquiry: first, the 

researcher asked participants to define Christian worldview and to explain what they 

believed integrating faith and learning meant to them.  Second, the researcher inquired as 

to how professors design their social issues courses to incorporate a Christian worldview; 

third, the researcher was interested in how professors encourage teacher candidates to 

apply a Christian worldview to K-12 social issues.  Understanding where Christian 

educators may find conflict with some of the underlying assumptions of social justice and 

multicultural education will assist universities, K-12 public schools, and the stakeholders 
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associated with these institutions.  Additionally, prospective students intending to earn a 

teaching degree from a Christian college may find the conclusions of this study 

advantageous in their narrowing process.   

The title of this study is Teaching for Transformation: Engaging a Christian 

Worldview in Teacher Education Courses to Address K-12 Social Issues.  The 

overarching question asks: What are professors’ perceptions about teaching social issues 

with a Christian worldview in teacher education courses? 

The study includes three sub questions: 

1. How do professors interpret what it means to engage a Christian or biblical 

worldview in courses addressing K-12 social issues?  

2. How do professors design their course(s) to reflect their beliefs about the role 

of K-12 social issues and a Christian worldview?  

3. At the end of the course, in what ways do professors consider teacher 

candidates better equipped to become agents of change by engaging a biblical 

worldview to address K-12 social issues? 

 

Theoretical Framework 

 There are three theoretical frameworks guiding this study.  First, it was imperative 

to the study that participants define the concept of a Christian worldview.  The researcher 

asked participants to explain what it means to think, learn, and live with a Christian 

worldview.  Moreover, a review of Christian worldview literature was used to frame the 

study.  Second, to better understand how professors at Christian universities design their 

social issues courses to integrate a Christian worldview, the researcher relied on a faith 

and learning lens.  Primarily, the works of Arthur Holmes (1987) inform the researcher’s 
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study.  Holmes (1987) argues that the integration of one’s Christian faith and learning can 

be approached in four overlapping ways: (a) attitudinally, (b) ethically, (c) 

foundationally, and (f) as a worldview.  All of these characteristics are central to 

discussions about Christian faith’s influence on teaching pedagogy and practice.  Third, 

the notion that teachers should affect positive, constructive change in their classrooms is 

guided by the framework of teacher as agent of change.  Michael Fullan (1993) 

correlates a teacher’s ability to enact positive change with his or her moral purpose.  He 

believes that teaching is at its core a moral profession, and, therefore, teachers cannot 

divorce their classroom influence from their morality; they are one in the same.  About 

this he states,  

moral purpose—or making a difference—concerns bringing about improvements.  

It is, in other words, a change theme.  In addition to the need to make moral 

purpose more explicit, educators need the tools to engage in change productively.  

Moral purpose keeps teachers close to the needs of children and youth; change 

agentry causes them to develop better strategies for accomplishing their moral 

goals.  (Fullan, 1993, p. 2) 

 

This study engaged the theory of teacher as an agent of change to interpret how effective 

professors believe their teacher candidates will be at engaging their morality, or Christian 

worldview, on classroom social issues. 

 

Methodology 

This study assumed a qualitative design.  With qualitative research, the design is 

always a reflection of how the researcher views the world.  This worldview, or paradigm, 

is comprised of a particular philosophical, theoretical, spiritual, and paradigmatic 

framework (Bogdan & Biklen, 2003).  The researcher relied on a case study narrative 

inquiry methodological approach for the study’s design.  Case study research is a form of 
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interpretive research (Merriam, 1998; Stake, 1995).  Narrative inquiry is a 

methodological approach concerned with the lived experiences, perceptions, and 

interpretations of the study’s participants.  The study was informed by Plokinghonrne’s 

(1995) definition of narrative inquiry, which “uses paradigm thinking to create 

descriptions of themes that hold across stories or taxonomies of types of stories, and 

narrative analysis” (p. 31).  The researcher was interested in the why and how Christian 

professors’ worldview influences their approach to addressing K-12 social issues.  The 

researcher selected one participant from six evangelical, Christian colleges.  Each 

participant and college constituted one case study; in sum, the study included six case 

studies.  Each case study was coded, categorized, and analyzed.  After that process, all six 

case studies were cross analyzed for themes and subthemes.  A narrative multiple case 

study methodology was used to articulate the connections between professors’ faith and 

their conceptions of faith in application to K-12 social issues in this study. 

 

Participants 

Purposeful sampling was done at two levels: site and participant.  According to 

Creswell (2007), “in a good qualitative study, one or more levels of purposeful sampling 

might need to be present” (p. 126).  Approximately 10 universities and professors were 

identified as possible participants.  The researcher then contacted potential participants 

via email and phone in order procure consent for this research and ask participants to 

complete a preliminary survey.  Afterward, the researcher selected six participants for 

this narrative case study.  Selection for the study was contingent upon five characteristics:  

1. The university is a member or an affiliate of the Council for Christian 

Colleges and Universities (CCCU).   
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2. The university mission statement and core beliefs purport to uphold traditional 

Christian values while placing significant emphasis on faith and learning.   

3. The university is regionally accredited and has an accredited teacher education 

program.   

4. Teacher education curriculum includes at least one course in which K-12 

social issues are examined.   

5. As participants, professors teaching social issues courses completed a survey 

about the course they teach, provide a course syllabus, and participated in a 

semi-structured 90 minute interview. 

 

Definition of Terms 

Biblical and Christian Worldview: these terms are used interchangeably in this 

study, as there seems to be no significant delineation between the two in the literature 

review.  Still, it should be noted that the term Christian worldview is more commonly 

used amongst scholars, and in this study, than the term biblical worldview.  Briefly stated, 

a biblical or Christian worldview depends on the Bible as its most informative source for 

making sense of life and the world.  According to Christian Apologetics Research 

Ministries (2011), this worldview claims these tenets: God exists; He is the standard by 

which we measure everything; everything that exists is God’s creation; His word is 

infallible and inerrant; humanity is born into sin and in need of a savior; Salvation is 

based on the redemptive work of Jesus Christ (CARM.org). 

Evangelical: The researcher employs Marsden (1991) for her definition.  

Accordingly, there are five major components to evangelical tradition: 1) the reformation 

doctrine of the final authority of the Bible, 2) the real historical character of God’s saving 
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work recorded in scripture, 3) salvation to eternal life is based solely on the redemptive 

work of Christ, 4) an emphasis on evangelism and missions (i.e., a desire to share the 

message of salvation), and 5) an emphasis on living a spiritually transformative life.   

The Church: Occasionally, the phrase The Church appears in the literature review 

and participant responses.  This phrase is typically used to encompass all followers of 

Christ, and is used within the context of Christian responsibility from Catholics and 

Protestants who profess salvation in Jesus.   

Christian University: For selection purposes, the researcher chose evangelical, 

Protestant Christian universities holding membership or affiliate status with the Council 

of Christian Colleges and Universities (CCCU).  When scholars and participants use the 

term, however, it may be in reference to these colleges, other evangelical universities, or 

any college with an allegiance or affiliation to Protestant or Catholic colleges.   

Faith and Learning: An extensive review of literature pertaining to Christian 

higher education evidences that Christian educators are asking how Christian 

perspectives inform academic scholarship and classroom teaching.  Christianity in 

relation to learning must not be understood as a bonus or add on but as worldview that 

challenges other competing worldviews such as secularism or naturalism, for example.  

Christianity is a biblically based knowledge structure that serves as the touchstone upon 

which life, learning, and truth are established.  

Agent of Change: The term agent of change can assume several meanings 

depending on its context.  At its core, the term is used in reference to anyone in a position 

of influence who uses that place of influence to enact positive change in the lives’ of 

others (Inden, 2000).  In education, the term is typically used in reference to an educator 



 

17 

moving positive change in the lives of students.  Fullan (1993) maintains teaching is a 

moral profession and educators feel morally obligated to be positive change agents on 

their students’ behalf.  The researcher extends the works of Inden (2000) and Fullan 

(1993) to encompass Christian education and teachers.  In this study, the term agent of 

change embraces the notion that Christian educators assume the role of change agents 

because they are biblically mandated to do so.  

 

Limitations of the Study 

 This study purposefully samples six evangelical, Christian university faculty 

members to better understand how they approach teaching social issues with a Christian 

worldview to teacher candidates.  Due to the narrow criterion for inclusion in this study, 

research may not be generalizable to non-evangelical institutions.  Additionally, the 

findings of this study are not intended to represent all evangelical, Christian institutions.  

The researcher’s proximity to colleges selected also narrow selection criterion and 

generalizability. 

 

Summary 

The majority of Christian colleges hold mission statements that emphasize both 

Christian values and a dedication to academic excellence (Diamond, 2002).  Based on 

their mission statements these colleges should, therefore, be concerned with what it looks 

like to teach with a biblically informed Christian praxis.  Christian colleges with leading 

teacher education programs were considered for this study, and the researcher considered 

how Christian colleges prepare teacher candidates to engage a Christian worldview in the 

public classroom.  Additionally, the researcher sought to understand how professors at 
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Christian colleges perceived their teacher candidates as ready to become agents of change 

with a biblical worldview in K-12 classrooms.  This was a qualitative, narrative case 

study.  Three forms of data were subjected to three methods of analysis used by the 

researcher: content analysis to examine university profiles, syllabi, course descriptions, 

and survey responses; narrative analysis to consider interview responses of faculty 

members who are teaching social issues courses to teacher education candidates; and a 

cross case analysis to evaluate emergent themes and patterns between cases.  Three 

theoretical frameworks guided this study: Christian worldview, faith and learning, and 

the teacher as an agent of change in the classroom. 

 

Background to the Study: A Personal Connection 

 As is often the case with dissertations, this dissertation was inspired from personal 

experience and a profound interest in the study’s topic.  The study transpired when I was 

teaching a course titled Social Issues in Education to a class of nearly 20 students, most 

of whom were education majors.  It was my second time to teach the course at a private, 

evangelical university in Texas.  The course’s official catalog description states, “The 

course will explore social and cultural issues that influence education.”  This description 

certainly left room for a broad interpretation regarding which issues would be selected 

and how they would be addressed.  As the instructor, I was given a fair amount of 

academic freedom as to which issues were selected and how they were interpreted. 

The first semester I taught the course I relied heavily on the resources and 

thoughts of instructors who had come before me.  There was no shortage of respectable, 

reliable information made available.  I included topics surrounding race, class, poverty, 

and gender.  I covered these selected topics thoroughly, engaged students in lively, 
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dynamic discussions, applied the social issues to realistic classroom scenarios, and 

received positive feedback from students.  Overall, there was every reason to be pleased 

with the way the course had transpired.  Yet, I could not shake the feeling that something 

integral was missing from the way the course was structured and taught and I used much 

of winter break considering what might be modified for the upcoming spring semester.   

In my second semester to teach the course, I selected a more holistic textbook and 

expanded the syllabus to include topics such as religion, disabilities, and even sexuality.  

Even with these changes, however, it was not until the second day of class that a 

student’s unexpected vulnerability helped me recognize what the course was lacking.  An 

outside assignment was given with the purpose of helping students get to know 

themselves and one another better.  After studying micro, meso, and macro socialization, 

I challenged students to reflect on some of their values, attitudes, and actions that they 

believed—for better or worse—they had been socialized to accept as true.  Then, they 

were to gather three items that best reflected their core believes and values at the micro, 

meso, and macro level, place the items in a decorated bag or box, and present the items to 

the class with a brief explanation.  After approximately 10 students had presented, a 

theme was evident.  Male and female students at this university proudly displayed token 

Christian items such as Bibles, crosses, and photos from church camps.  There was the 

occasional fraternity or sorority item and some sports paraphernalia, but by and large, it 

was apparent their Christian faith had shaped their micro, meso, and macro identities.   

Jane, a pseudonym for the 11th student who presented, broke the mold.  The items 

she chose were curious, and that was evident even before she explained their 

significance.  The first item she pulled out of her psychedelically decorated bag was a 



 

20 

feather; this, she said, represented her sexual orientation: bisexual.  The feather 

represented her ability to “float back and forth” between male and female relationships.  

The next item was a DVD on Pagan religion, which she credited as shaping her faith 

system.  The third and final item pulled out of her bag was a rock.  The class held a 

collective breath.  The room was tense.  No one stirred or took their eyes off Jane.  The 

rock, she informed us, represented her solidarity with polyamory.  Did we know what 

“polyamory” meant?  She inquired.  The class remained silent, but we politely and 

collectively shook our heads “no.”  “Does it mean you believe in multiple Gods?” I 

offered.  A flash of excitement ran across her previously stoic face.  “Close!  It means I 

believe in multiple lovers.”  She then proceeded to explain her polyamorous beliefs and 

how sexual relationships are meant to take place outside the context of marriage and with 

multiple, simultaneously consenting partners.  The rock signified the necessity of a 

“strong belief in self” in order to maintain multiple relationships.   

 The class looked to me, as the instructor and voice of authority, for a reaction— 

words that would appease the awkwardness in the room.  Except, I was just as surprised 

by Jane’s outlier presentation as they were, and I lacked an adequate response.  It was 

evident to the class that her presentation was genuine; it was not a prank or a joke but 

rather an honest reflection of her values.  With all the sincerity I could muster, I thanked 

Jane for her vulnerability.  The nine or so remaining students stumbled through their 

presentations and delivered them to a dumbfounded audience.  After class that day, when 

there was a moment to process the gravity of what had taken place, I realized that Jane’s 

bag, much like other students’ bags, represented her worldview.  The contents in her bag 

comprised the lens through which Jane saw life, and, ultimately, her bag was the lens 
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through which she would examine the K-12 social issues covered in the social issues 

course.  It occurred to me that day precisely what was missing from the course: an 

intentional, undeniable integration of the Christian worldview.   

The university at which the course was taught maintains a strong commitment to 

using a Christian perspective to shape classroom instruction and integrate faith and 

academic learning.  Teaching from a Christian worldview is part of the university’s 

charge to faculty, and faculty members are encouraged to investigate how Christian 

principals might interact with their disciplines.  Of course, knowing the university’s 

mission and knowing how to implement it into a course is not one in the same.  After 

Jane’s presentation, it was evident the course would need some minor restructuring of 

content and desired outcomes in order to reflect an integrated Christian worldview.   

A specifically Christian worldview draws from Old Testament and New 

Testament narratives and together these narratives contain references to the origin, fall, 

and redemption of human life.  Beyond this, I was uncertain what a Christian worldview 

entailed, and, as the instructor, I was tentative about how to integrate this worldview into 

the course or how to encourage my students to engage it.  My attempts were tenuous, at 

best.  I included liberal, secular voices and balanced them with conservative, Christian 

perspectives when covering issues such as racism, classism, religion, gender identity, and 

disabilities.  This approach provided enough space between the contrasts to generate 

meaningful conversation about how Christians and non-Christians might approach these 

issues in K-12 classrooms.  Even in doing so, I recognized this method was slightly 

disingenuous.  The dichotomy between secular and sacred spheres was not a holistic 

approach to contrasting the world against the Christian worldview.  While teaching the 
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course I often wondered—sometimes aloud to colleagues—how might other instructors 

interpret what is meant by a Christian worldview?  How might they approach structuring 

their course through this lens?  How do professors at other Christian universities 

encourage their teacher candidates to engage K-12 social issues with a Christian 

worldview?  These questions would ultimately become the catalyst for this dissertation. 
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CHAPTER TWO 

Review of the Literature 

 

America’s history is steeped in religious tradition, specifically a Christian 

tradition.  This is true for American schools and universities as well.  “Much of American 

history is religious history.  Religious people’s ideas, events and movements, from the 

colonial period to the present, have been at the heart of the American story” (Haynes, 

2000, p. 32).  Because the fabric of American culture is deeply rooted in biblical 

tradition, it is both impossible and imprudent for educators to ignore our country’s past; 

after all, it is our past that explains our present and enlightens our future.  This is why 

Christianity’s influence on K-12 schools and higher education cannot simply be 

dismissed or neglected.  On this Haynes (2000) writes, “The omission of facts about 

religious life of humankind as insignificant or unimportant and the failure to understand 

even the basic symbols, practices, and concepts of the various religions makes much of 

history, literature, art and contemporary life unintelligible” (p. 31).  Since the court cases 

of the 20
th

 century, public schools typically have come to ignore the issue of religion, not 

including any policies and curriculum concerning religion.  Textbooks followed suit, 

omitting significant information and references about religion, creating a “null 

curriculum” which is defined as “those topics not included in the official curriculum . . . 

the ideological and subliminal message presented within the overt curriculum” (Pinar, 

1995, p. 27).  Still, Christianity has been and remains a crucial facet of American 

education.   
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The exclusion of religion can imply hostility.  When schools ignore religion, 

many religious conservatives take the silence as hostility.  According to Haynes (2000), 

this perceived hostility is precisely what has driven the growth of vouchers, the home-

school movement, and private schools.  Undoubtedly, America’s relationship with faith 

has been contentious.  Religion in the public square can be hostile and bitter, and at times 

it is fought in the public school arena.  “If public education is to move from this 

battleground to common ground, religious liberty and religion must be taken seriously” 

(Haynes, 2000, p. 29).  Perceived hostility or the blatant neglect of Christianity’s 

influence in education can make it difficult for Christian educators to teach without a 

sense of overstepping professional and legal boundaries.  Because religion is an 

important part of the human condition, it is essential educators feel they have freedom to 

incorporate their humanity in their pedagogy.  According to Haynes (2000),  

the survival of public education might be at stake.  The exodus from public 

schools will continue to grow, fueled in large measure by dissatisfaction with the 

way in which many schools address religious convictions and rights.  By acting 

now, school leaders might reverse the distrust and alienation that many Americans 

feel toward their schools.  (p. 33) 

 

Schools can be a catalyst for tolerance but not if students, teachers, and parents perceive 

religious hostility embedded in our education system.   

In this study, the researcher looked specifically at how the inclusion of a Christian 

worldview can benefit students, teachers, and schools.  The researcher examined how 

selected Christian professors are including this worldview to prepare teacher candidates.  

Because of its significant influence on education, in Chapter Two, the researcher looked 

particularly at the history of American education, both K-12 and higher education, and its 

relationship with Christianity.  In Section I, the researcher provides a review of the 
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history of K-12 schools and looks at where schools are currently in regards to Christianity 

and education.  In Section II, the researcher reviews the history of Christianity’s 

influence on higher education and highlights what contemporary scholars say about the 

role of Christian higher education in a postmodern society.   In Section III, the researcher 

examines the integration of a Christian worldview and learning, particularly in higher 

education; and attempts to define worldview, integration, and purpose using leading 

educators’ perspectives on the topics.  In Section IV, the researcher reviews educators’ 

beliefs about how integrating Christianity better equips Christian teachers to address 

educational issues, particularly in public schools. 

 

Section I: K-12 Schools and Christianity 

 

16th Century European Influence on Christian Education 

This study focused on the experiences of professors at select Protestant, 

Evangelical universities.  The Protestant Reformation narrative often begins with Martin 

Luther, but a comprehensive account of America’s relationship with Christian education 

begins with John Calvin, in 16th century Western European Society, at the birth of the 

Reformation and resistance movements.  Calvin’s role in the Protestant Reformation 

influenced how universities and K-12 schools were established in America.  In the early 

16th century, Europe experienced some profound changes. Politically, Europeans 

experienced a growing resistance to absolute rulers, this included kings and religious 

totalitarians.  Intellectually, Europeans experienced an educational revival, a renaissance 

of art, literature, and the humanities.  Technologically, Johannes Gutenberg’s printing 

press revolutionized the dissemination of learning.  As a result of intellectual and 
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technological advancements, Western Europeans experienced resistance to the totalitarian 

rule.  Sixteenth century Europeans began to question the corruption of government and 

kingship established churches, the interpretation of scriptures, and the availability of 

theology to the common people.  The changes Europeans experienced during the 16th 

century paved the way for reformers of the Protestant Reformation and ultimately a 

reformation of modern education (Noll, 2011).   

In the 16th century, Geneva was in dire condition.  It was a refuge city for 

criminals and prostitutes, immigrants, sailors, and broken people.  The city was also 

plagued with open sewage and a broken political system.  In 1536, John Calvin went to 

Geneva preaching the gospel to everyone and teaching that all can know God by faith 

(Noll, 2011).  He preached the Bible as the center for righteous living.  Calvin used the 

Bible to encourage men to work, citing that work is worship unto the Lord.  He 

encouraged women to value themselves and to see their bodies as holy temples. Noll, 

2011) writes that Calvin used scripture to encourage values such as tithing, spending time 

with family, and sobriety.  Calvin challenged the issues of usury, loans, and the economy 

of Geneva.  For example, according to Calvin, 4% was a righteous standard of interest on 

loans (Noll, 1994).  In Geneva prior to the Reformation, interest rates were set at 5% per 

three months (Gilbreath, 1986).  Calvin’s percentage allowed people to borrow at an 

affordable rate and without being extorted (Noll, 1994).  A 4% interest rate also allowed 

lenders to make some profit off the transaction.  This system for exchange and loan rates 

lasted nearly 400 years in Geneva (Gilbreath, 1986). 

John Calvin was not only concerned with the city’s economic well-being but also 

with the well-being of the poor and marginalized (Noll, 1994).  He welcomed them into 
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the reformed church; he helped working, able bodied men find work; and he provided job 

training and education.  In regards to education, Calvin believed the Bible was the 

centerpiece for living and learning.  For the first time in Geneva, men, women, and 

children alike were being educated using the Bible as a tool for teaching reading and 

writing.  Churches in the area opened schools to facilitate free public schools.  He taught 

the people of Geneva that God has a plan for how to do government, economics, 

education, and family.  As a result, the city of Geneva was transformed.  Fifty years after 

John Calvin arrived in Geneva, the city was no longer a harbor for sin and debauchery 

but for conversion and righteous living.  Eventually, the city became known as the Pearl 

of Europe, and people came from all over Europe to study and replicate the city’s 

prosperity (Noll, 1994).  What Geneva’s transformation represented then and now is the 

integration of a biblical perspective to address systemic issues. 

The Protestant Reformation was an influential force of change for Western 

education, first in Europe and many years later in America (Reed & Prevost, 1998).  

Martin Luther, a foremost leader of the Reformation in Germany, believed education 

should be universally available to all children—not just those from aristocratic families.  

Luther also advocated for individuals to study scripture for themselves in their own 

language, as opposed to having church leaders interpret scripture from Latin (Reed & 

Prevost, 1998).  He promoted schools, libraries, and parental involvement in their 

children’s education.  Similarly, other reformers such as Ulrich Zwingli, John Calvin, and 

John Knox organized schools, developed faith-based curriculum, and emphasized the 

teacher’s responsibility to shape children academically and religiously.  As the Protestant 

Reformation gained educational ground, the Catholic Church reexamined and improved 
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Catholic schools.  Ignatius of Loyola, for example, published a leader’s manual for 

teachers in hopes of establishing clearer guidelines for fostering spiritual growth in 

students.  Ignatius established the Jesuits, or Society of Jesus, as a missionary and 

educational extension of the Catholic Church (Reed & Prevost, 1998).  The 

advancements of the Protestant Reformation impacted not only European churches but 

also Western education.   

One of the most influential educational leaders of the 16th and 17th centuries was 

Jon Amos Comenius (Louthan & Strek, 1998).  Contemporary educators often refer to 

him as the Father of Modern Education.  Comenius was a Moravian bishop and teacher 

who spent much of his life as a refugee because of the persecution he received from the 

Roman Catholic Church in his home country of Moravia (Louthan & Strek, 1998).  

Comenius established schools available to commoners in Poland, Sweden, and Hungary.  

He wrote extensively about what constitutes Christian education and developed 

substantial curricular materials.  Like reformers such as Luther and Calvin, Comenius 

believed all children are entitled to a universal education whereby they learn to read, 

write, and think in light of a biblical perspective.  According to Louthan and Strek 

(1998), Comenius brought hope to Christian education; Comenius worked toward a sort 

of “utopia of hope that takes seriously God in his promises and precisely for this reason 

hesitates to abandon the world in its status quo” (p. 5).  What also distinguished 

Comenius from other educators of his time was his emphasis on a Christian education as 

a means of addressing social ills.  His goal in making education available to the masses 

was not the acquisition of information but rather the transformation of a child’s character; 

education, he believed, should yield moral and ethical growth, thereby meeting the most 
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fundamental aspect of spiritual development.  Comenius and other prominent European 

educators influenced the foundation of American education. 

 

A History of American Education and Christianity  

 America is no stranger to noble experiments, but perhaps no experiment has been 

as successful or controversial as America’s public, universal education system (Cremin, 

1972).  Public education in America was established by the 16th and 17th century by 

Europeans who had grown increasingly weary of religious oppression against Protestant 

followers.  These immigrants, most of whom were Puritans or Separatists, began seeking 

refuge in early colonial America.  William Bradford and the Pilgrims upon the 

Mayflower landed in Plymouth, Massachusetts in 1620.  Aside from Jamestown, 

Virginia, which was established more for economic profit, the Plymouth colony was New 

England’s first settlement founded for religious freedoms.  Children’s education 

consisted mostly of learning to read and write from the Bible.  Teaching was left 

primarily to the parents, and it was not uncommon for children as young as eight to then 

live with an apprentice family who would teach children a trade skill (Cremin, 1972).   

Not long after the first Massachusetts settlement, the Commonwealth began 

passing laws to ensure the Christian instruction of children.  The 1642 Massachusetts 

School of Law was the first legislative act for public education.  The law broke with 

English tradition by allowing selectmen, rather than clergymen, oversee the education of 

children (Cremin, 1972).  This act further established independence from any governing 

church by permitting common men and parents to teach and interpret scripture.  Five 

years later, in 1647, Massachusetts passed the Old Deluder Satan Law, which required 

towns to provide a common school for children.  The Old Deluder Satan Law was 
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established with two principal intentions.  First, Massachusetts’s colonists wanted to 

ensure that children were well educated in scripture so to avoid any snares and schemes 

of Satan.  The first lines of the law read,  

It being one chief project of that old deluder, Satan, to keep men from the 

knowledge of the scriptures, as in former times by keeping them in an unknown 

tongue, so in these latter times by persuading from the use of tongues, that so that 

at least the true sense and meaning of the original might be clouded and corrupted 

with false glosses of saint-seeming deceivers; and to the end that learning may not 

be buried in the grave of our forefathers, in church and commonwealth, the Lord 

assisting our endeavors.  (Old Deluder Satan Act, 1647, para. 3) 

 

 Second, the law established the first mandatory public schools paid for by both 

parents and the township.  The law states that towns with more than 50 households  

“appoint one within their town to teach all such children as shall resort to him to write 

and read, whose wages shall be paid either by the parents or masters of such children, or 

by the inhabitants” (The Old Deluder Satan Act, 1647, para. 4).  Still, formal schools 

were rare in the early Massachusetts colonies perhaps due in large to a lack of finances.  

The first true school was not founded until 40 years after the foundation of the Plymouth 

colony.  “The General Court first authorized colony-wide funding for formal public 

schooling in 1673, but only one town, Plymouth, made use of these funds at that time.  

By 1683, though, five additional towns had received this funding” (New World 

Encyclopedia, 2007, para. 3).  Although it was a far cry from America’s current public 

school system, it was a progressive step for 17th century Western society.   

 By the early 18th century, Colonial America was a thriving world full of families, 

towns, cities, commerce, farming, explorations, churches, and public schools, but for 

colonial children, few of their primary reading materials reflected their actual 

community.  Instead, children’s textbooks consisted of word lists, catechisms, prayers, 
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and stories of sinners and saints from the Bible (Cremin, 1972).  The most widely used 

textbook was the Calvinist New England Primer.  The text was essentially a source of 

doctrinal truth purposed to teach children about God, the fallen world, and man’s 

relationship to the two.  Children were taught to read, memorize, and recite passages 

from the New England Primer (Cremin, 1972).   

Free, public schools were established in most large towns during 17th century 

America.  Boston Latin School, for example, opened in 1635 and remains the oldest 

operating public school.  The school was founded in great measure by Reverend John 

Cotton, who “who sought to create in the New World a school like the Free Grammar 

School of Boston, England, in which Latin and Greek were taught” (Cremin, 1972, p. 

180).  Less than 30 years after the school opened it hired Ezekiel Cheever as headmaster; 

he was the author of what is likely the earliest American written school book, Accidence: 

A Short Introduction to the Latin Tongue (Trent, Erskine, Sherman, & Van Doren, 2000).  

Like Boston Latin, the curriculum of common school centered on a Christian education 

rooted in the humanities, its founders sharing with the ancient Greeks the belief that the 

only good things are the goods of the soul.  Even with the establishment of common 

schools, academic and spiritual education in 17th century America was considered 

primarily the responsibility of children’s parents. 

 

18th Century Education  

Early 18th century America embodied the age of enlightenment, and a notable 

shift from Europe’s religious influence was evident in common schools.  Essays by 

leaders such as Benjamin Franklin, Thomas Jefferson, and Benjamin Rush demonstrate 

“the significance of education to those who set forth the social and political principles 
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that guide America” (Milson, Bohan, Glanzer, & Null, 2010, xvi).  For these men, 

education was beneficial for individuals only in so much that it was beneficial to all of 

society.  According to Milson et al. (2010), America’s founding forefathers “believed that 

an educated populace was critical to the success of their experiment with republican 

government, and they realized that a robust school system was critical to the survival of 

the government” (xvi).  For the first time in the New World’s founding, political leaders 

sought support for educational development from those within America rather than 

Europe.  Thomas Jefferson, Benjamin Franklin, Benjamin Rush, and other influential 

educators of the time such as Noah Webster held firmly the notion that a well-educated 

populace was vital to the success of a well-established democracy.  For this reason, 

curricula focused notably on patriotism, the humanities, and moral development (Milson 

et al., 2010).   

In addition to a rise of patriotism, the early and mid-1700s experienced a rise of 

spiritual revivals known as the Great Awakening, which also had considerable influence 

on American education (Reed & Prevost, 1998).  The movement summoned sinners and 

drifters to repentance, confession, and holy living.  It spread first throughout England, 

spearheaded by spiritual leaders such as John Wesley.  Soon after, spiritual revivals 

gained momentum up and down America’s east coast led by lauded preachers such as 

Jonathan Edwards.  Edwards promoted the establishment of Sunday schools and 

denominational colleges such as Princeton, Dartmouth, and Brown, which were intended 

to prepare young men for ministry (Reed & Prevost, 1998).  Robert Raikes, a newspaper 

publisher and social activist in England, founded Sunday schools for children of factory 

workers whose only day off was Sunday.  Francis Asbury, a Methodist preacher in 
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Virginia, first modeled Sunday school after Raikes.  The schools ran all day and included 

biblical readings, catechism, and worship.  In 1803, the Sunday School Union was 

founded in England and in 1817 the American Sunday School Union formed (Eavey, 

1964).  Both organizations developed curriculum and training materials for school 

children.  By the mid-1800s, America experienced the Second Great Awakening.  

According to Eavey (1964), many churches and parents had come accustom to spiritual 

conversions rather than spiritual instruction, which led to a neglect of biblical education.  

Mid-19th century preacher Horace Bushnell challenged parents to take more of an 

interest in their children’s spiritual formation and championed the belief that “a child is to 

grow up Christian and never know himself to be otherwise” (Bushnell, 1861, p. 10).  

Accordingly, Bushnell believed parents should provide children with a biblical education 

at the earliest ages; then, children would not need a radical conversion experience as 

adults. 

 

19th Century Education 

 By the mid to late 19th century, religious education in public schools became a 

minimal priority.  Instead, leaders focused their efforts on providing free, public 

education to previously marginalized groups such as poor rural children, woman, and 

African Americans.  Horace Mann, an educational reformist and Massachusetts politician 

is considered the “Father of the Common School Movement” (Milson et al., 2010, p. 

133).  He advocated that a universal public education was the most effective way to 

educate rural children who had previously been ostracized from public school options.  

He maintained that standardized educational practices should be evident throughout the 

state’s school system.  For instance, schools should allow children time for nature and 
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play learning, use standard textbooks, establish a library, and hire qualified, college 

educated teachers.  Mann’s Common Schools focused on teaching the “three Rs” of 

learning: reading, writing, and arithmetic, but there was little focus on religious 

education.  Common Schools were designed to be nonsectarian; however, not without 

religious controversy.  Most notably, Roman Catholic immigrants and Native Americans 

objected to the use of the King James Bible for moral and biblical teaching (Cremin, 

1982).  Nonetheless, common schools taught children overtly Protestant values such as 

hard work, self-denial, and holy living.  Horace Bushnell (1961), for instance, considered 

common schools a major avenue of indoctrinating immigrants into America’s Protestant 

and democratic culture.  He believed common schools should be unwaveringly Christian 

“in recognition of God and Christ and providence and the Bible” (Milson et al., 2010, p. 

207).  The Catholic response to common schools was to establish a separate, private, and 

church supported school option. 

 

19th Century Changes in Education for Women and Minorities 

Until the early 19th century, providing women with an education was not 

common or valued beyond the primary grades (Milson et al., 2010).  The woman’s 

education movement was made possible by suffrages such as Emma Willard, Mary Lyon, 

and Catherine Beecher.  They were instrumental in establishing schools called female 

seminaries.  These schools provided social and intellectual opportunities not previously 

accessible to women.  The primary purpose for women’s seminaries was to prepare 

students for domestic roles, and vocational opportunities for women were limited to 

teaching young children in primary grades.  The curriculum in female seminaries 
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centered principally on the intellectual, religious, and social standards for woman (Milson 

et al., 2010). 

Schools for African Americans were also established in the mid-1800s and 

became law in 1896 with Plessy v. Ferguson (Milson et al., 2010).  Booker T. 

Washington and W. E. B. Dubois fought tirelessly for the educational advancement of 

African Americans; although, they differed greatly on what purpose African American 

schools should serve.  Washington founded the Tuskegee Normal and Industrial Institute 

and focused on equipping students with a vocational trade such as farming, irrigating, and 

carpentry.  Washington believed African American would be better served by providing 

them with vocational skills.  He explained in his autobiography, Up from Slavery, the 

importance of an industrial education that avoided book learning simply for the sake of 

becoming scholarly.  DuBois, on the other hand, opposed Washington’s philosophy.  

DuBois, a Harvard educated African American, felt limiting educational opportunities to 

manual labor industries meant denying African Americans an opportunity for scholarly 

advancements at universities.  He opposed much of mainstream Christian thought and 

instead identified with ideologies such as Pan-Africanism and communism (Milson et al., 

2010). 

 

Changes in the American Landscape 

 America experienced three significant changes in the late 19th century, all of 

which impacted public education and moved focus from Christian education (Milson et 

al., 2010).  First, there was a shift in education away from locally influenced curriculum 

and toward a nationally influenced curriculum.  The National Education Association 

(2013) was established in 1857 and purposed to champion the concerns of teachers and 
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students in public schools.  In 1892, the NEA in joint effort with the Committee of Ten, 

established standards required of high school graduates who intended to continue their 

education at the college level.  They collaborated on standards for high school curriculum 

that impacted nine academic disciplines: 1) Latin, 2) Greek, 3) English, 4) Modern 

Languages, 5) Mathematics, 6) Sciences, 7) Natural History, 8) Civil Government and 

Economics, and 9) Geography (Milson et al., 2010).  Charles Eliot, president of Harvard 

and chairman of the Committee of Ten in 1892, advocated a greater degree of the 

standardization of public schools to better serve a democratic society.   

The second influential change in education was Americans increased interest in 

science and psychology.  Educators such as G. Stanley Hall, William James, John 

Dewey, and E. L. Thorndike were prominent psychologist who sought to understand the 

human mind, how it learns, and how it evolves over time (Milson et al., 2010).  Their 

theories challenged traditional paradigms and provoked a reevaluation of pedagogical 

approaches.  James, who is commonly referred to as the Father of American Psychology 

and the Father of Pragmatism, focused primarily on the observable elements of humanity 

and behavior.  Truth, James asserted, was relative and unique to the truth seeker, thus 

individualizing each learners’ educational journey (as cited in Milson et al., 2010).  

Dewey’s philosophies all challenge century old pedagogical approaches.  Dewey’s book, 

The Child and the Curriculum and School and Society, inspired the Progressive 

movement, which focused on child development and child centered curriculum (Milson 

et al., 2010).  Influential educators of the late 19th century shifted educational approaches 

away from communal, religious teachings and focused instead on individual, 

psychological philosophies.   
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A third affront to traditional approaches in education was the influx of 

immigrants, which changed the cultural and religious landscape of America in the late 

19th century.  The American fabric became increasingly pluralistic as immigration 

increased from countries that had not previously populated the United States.  The 

children of immigrants, most spoke little English and were not accustomed to Protestant 

traditions, presented new challenges for public school teachers.  Waves of immigration 

affected church and state balance.  Immigrant Catholics increasing in numbers disrupted 

the peace between the Protestant and Catholic communities.  The conflict between 

Catholics and Protestants became violent during the Philadelphia Bible riots of 1844 

(Maddox, 1987, Ravitch, 1999).  Protestant educators included the King James Version 

of the Bible and required Catholic students to read portions of scripture forbidden by 

cannon law (Maddox, 1987).  Additionally, Catholic parents believed school prayers 

were blatantly Protestant (Ravitch, 1999).  Hostility was also felt amongst Jews, 

Mormons, Unitarian, and other immigrant faiths new to America.  Progressives sought to 

redefine education in order to explain and meet the diverse needs of students; Essentialist, 

on the other hand, sought to promote some of the philosophies of progressivism while 

still maintaining traditional educational rigor (Cremin, 1988).  Neither group promoted 

religious teachings nor tolerance in schools and as a result private Christian and Catholic 

schools experienced exponential growth over the next century. 

 

The Response of Protestant Churches 

As the 19th century drew to a close and public school shifted attention away from 

religious education, there were different movements that added to the growth of 

Protestant educational ministry.  Within public education religious instruction was 
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minimal, which prompted church leaders to consider how they might provide biblical, 

theological, and moral instruction to students (Cremin, 1988).  The First and Second 

Great Awakenings encouraged the development of Bible colleges for young adults, and 

by the late 19th century, churches expanded curriculum and schools for children.  

Additionally, the Protestant church experienced a growth of American missionaries who 

traveled abroad to foreign countries in order to spread both Western Christianity and 

education.  Mainline Protestant denominations such as the Federal Council of Churches 

of Christ in America, the National Council of Churches, and Moody Bible Institute 

trained missionaries and supplanted their values in foreign lands, particularly in China 

(Cremin, 1988).  American missionaries overseas had a significant impact on both 

Christianity and Western education.  As Cremin (1988) notes,  

Wherever the missionaries went, as in China, American education in general, and 

American schooling in particular, exerted a transforming effect . . . it proffered 

Western values, Western learning, Western science, and Western technology to 

peoples immersed in traditional cultures as well as unconsciously asserted the 

worth of modern, Western ways.  (p. 110) 

 

The foreign missionary movement from 1880s to the 1920s also impacted 

American education.  Mission enthusiasts emphasized the vitality of preserving 

Christianity statewide, too.  Henry Van Dyke, Princeton theological professor at the turn 

of the 19th century said, “Missions are an absolute necessity, not only for the conversion 

of the heathen, but also, and much more, for the preservation of the Church” (as cited in 

Cremin, 1988, p. 110).  The Protestant agenda was spearheaded by leaders such as Josiah 

Strong, president of the Evangelical Alliance and was a direct response to the antithetical 

ideals of the Progressive era.  Their goal was to Christianize first America and then the 

world.  Strong wrote in one of his reports to the Evangelical Alliance, “To save American 
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civilization and thoroughly season it with the salt of Christianity is to give Christian 

civilization to the world” (as cited in Cremin, 1988, p. 112).  For Strong, American 

education, insofar as it integrated the social, intellectual, and moral aspirations of the 

American people, was no different than a Protestant, Christian worldview.  The result of 

this evangelical movement spanning from the late 1880s until the 1920s was an 

internationalizing of Western education and Christianity, which coincided with 

America’s burgeoning economic and political influence during this period.  The crusade, 

though, did not survive the 1930s.  Corresponding with America’s Great Depression 

when morale and funding were low, this decade marked the decline of American 

Protestantism.  Modern theologian Robert T. Handy referred to this period in America’s 

churches as a spiritual depression, a time when church membership, attendance, tithe, 

and support declined rapidly (Cremin, 1988).  As Cremin (1988) noted Protestant 

hegemony over American culture and education suddenly suffered a massive decline in 

power, morale, and influence. 

 

20th Century Education 

Early and mid-20th century public schools no longer took seriously integrating 

Christian teachings in classrooms.  In postwar America, Spears and Loomis (2009) claim 

schools became ambivalent about Christian and moral education.  They write that the 

expansion of the state resulted in more government regulation over schools.  This resulted 

in “a clear transition, one where a theistic sources of knowledge that had once informed 

curriculum and character development within a local community shifted to secular-

sourced knowledge informing curriculum and character development” (Spears & Loomis, 

2009, p. 187).  Some contemporary Christian educators believe Christians in 19th and 
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20th century America abdicated a faith centered curriculum because they fell victim to 

the progressive myth of neutrality in the classroom.  Doug Wilson (2003), for example, 

believes the progressive education movement convinced Christian parents that many 

areas of life could be studied apart from any reference to the authority of scripture.  

Accordingly, American society moved toward a pluralistic social reality and schools 

became more secular.  Wilson (2003) contends that Christians involved with public 

school at the time wanted Christian fruit “but attempted to grow it on secular trees”       

(p. 47).  Certain 19th century visionary Christian leaders such as R. L. Dabney (1989) 

expressed concern over the increasing separation of biblical teachings and public school 

curriculum.  About this Dabney (1989) writes, “We have seen that schools’ secularization 

is logically inevitable.  Christians must prepare themselves, then, for the following 

results: All prayers, catechisms, and Bibles will ultimately be driven out of schools” (p. 

26).   

The secularization of American public schools in the 20th century, however, 

encouraged Christian churches (both Protestant and Catholic) and parents to provide 

educational opportunities that afforded children a distinctively Christian education.  In 

1903, the Religious Education Association was formed, and its first convention was held 

in Chicago (Eavey, 1964).  Under the leadership of William Rainey Harper and George 

Albert Cole, the organization promoted academic education in churches and advocated 

for religious education schools.  By the early 20th century, churches began offering 

children’s programs such as summer camps and Vacation Bible Schools (VBS).  

According to Eavey (1964), by 1922 there were approximately 5,000 VBS programs and 

by 1949 there were over 60,000 nationwide.  Children’s ministers and youth pastors 
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became part of many churches’ fulltime staff and soon curriculum publishers began 

circulating resources to support religious education.  In the 1940s and 1950s, evangelical 

outreach groups such as Campus Crusade for Christ and Young Life were established to 

minister to college and high school students (Eavey, 1964).   

During the first 150 years of America’s founding, government did not interfere 

much with public school conflicts, but in the 20th century the Supreme Court began 

passing laws to protect the religious minority (Fraser, 1999).  Many Christian parents 

became increasingly frustrated by public schools’ embrace of secular or pluralistic 

approach to curriculum and were outraged by the adoption of teachings antithetical to the 

Bible such as evolution, i.e., when the 1925 Scopes Monkey Trial challenged traditional 

biblical teachings of creation.  From the 1940s until present day, a barrage of court 

rulings established what public schools can and cannot do regarding faith.  Collum v. 

Board of Education (1948) denied the right for religious classes to be taught during 

regular school hours (as cited in Fraser, 1999).  It was deemed unconstitutional; however, 

Zorach v. Clauson (1952) made leaving the school property to take religious classes legal 

(as cited in Fraser, 1999).  Government could make accommodations for religion.  Engel 

v. Vitale (1962) ruled that a short nondenominational prayer recited in New York Public 

Schools was unconstitutional under the establishment clause (as cited in Fraser, 1999).  

Similarly, Abington Township v. Schempp (1963) declared state required devotional Bible 

readings in public schools unconstitutional.  Epperson v. Arkansas (1968) challenged the 

ban on teaching evolution (as cited in Fraser, 1999).  In 1971, the Lemon v. Kurtzman 

case challenged what constituted prayer in school, and the courts ruled in favor of the 

Lemon Test, which ruled that in order to be constitutional under the Establishment Clause 
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of the First Amendment any practice sponsored within state run schools (or other public, 

state sponsored activities) must adhere to the following three criteria: 1) Have a secular 

purpose; 2) Must neither advance nor inhibit religion; and 3) Must not result in an 

excessive entanglement between government and religion (Blackman, 2010).  The 

problem with the Lemon Test, however, is that it favors a secular or neutral education, 

but Christian educators maintain students do not think or learn secularly.   

 

Modern K-12 Education 

Public schools have become arguably less Christian and more secular, and as a 

response, private Christian schools and homeschooling options have grown exponentially 

in this century.  The National Center for Educational Statistics (2010) shows the number 

of students enrolled in private Christian K-12 schools continues to rise.  There are 

currently about 40 million students in public schools, seven million in private schools, 

and two million being homeschooled (NCES, 2010).  These numbers reflect an increase 

of about 10-15% of students in private and homeschooling from 2000 to 2010.  Teachers 

also face dilemmas regarding faith and curriculum.  Curriculum issues pertaining to 

church and state produce controversial problems among public school educators.  Faith 

has been and continues to be an integral part of many Americans’ lives.  Sears and Carper 

(1998) affirm that because religion is such a personal choice and many times is tied to 

ethnic background, it becomes difficult to address, respect, and teach. 

 

Are We Still a Christian Nation? 

Shortly after President Barack Obama’s first term election, he stated in a keynote 

address that America is “no longer a Christian nation – at least not just” (Kuligowski, 
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2009, para. 1).  He continued, “. . . we are also a Jewish nation, a Muslim nation, a 

Buddhist nation, a Hindu nation, and a nation of nonbelievers” (para. 2).  President 

Obama is the first American leader to ever make such a public claim, and the backlash 

against his statement was contentious.  It is likely that the President intended for his 

statement to fair much better with the public.  To say that the United States is not just a 

Christian nation implies that it is a nation comprised not only of Christians but also Jews, 

Muslims, Buddhists, Hindus, and Atheists as well.  This, for the most part is true, but 

what is not accurate about President Obama’s assertion is that it fails to recognize that 

America is still primarily a Christian nation, as reflected on public surveys by groups 

such as the Pew Forum (2010) and the Barna Group (2009b).  In the same speech, 

President Obama (2006) referenced that 90% of Americans reported a belief in a 

monolithic God.  This number reflects that the whole of the nation still believes in one 

sovereign God, but the number of Americans who call themselves Christian, while still 

the majority, is on the decline.   

Jon Meacham (2009) wrote an article for Newsweek titled “The End of Christian 

America” in which he examined America’s 10 percentage point drop in the last decade of 

those self-identified as Christians.  He states, “While we remain a nation decisively 

shaped by religious faith, our politics and our culture are, in the main, less influenced by 

movements and arguments of an explicitly Christian character than they were even five 

years ago.” (Meacham, 2009, para. 5).  The Pew Forum (2010) echoes Meacham’s 

sentiments: 

The Landscape Survey confirms that the United States is on the verge of 

becoming a minority Protestant country; the number of Americans who report that 

they are members of Protestant denominations now stands at barely 51%.  

Moreover, the Protestant population is characterized by significant internal 
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diversity and fragmentation, encompassing hundreds of different denominations 

loosely grouped around three fairly distinct religious traditions - evangelical 

Protestant churches (26.3% of the overall adult population), mainline Protestant 

churches (18.1%) and historically black Protestant churches (6.9%).  (para. 4) 

 

For much of America’s history, the assumption was that if you were born in America, 

you would affiliate with the Christian faith.  A nationwide survey by The Barna Group 

(2009b), however, indicates that people’s views have changed.  The study discovered that 

half of all adults now maintain “Christianity is just one of many options that Americans 

choose from and that a huge majority of adults pick and choose what they believe rather 

than adopt a church or denomination’s slate of beliefs” (para. 2). 

Prominent Christian educators are also taking note of the decline of a Christian 

America.  In his article, Meacham (2009) quotes Albert Mohler, president of Southern 

Theological Seminary as saying,  

The most basic contours of American culture have been radically altered.  The so-

called Judeo-Christian consensus of the last millennium has given way to a post-

modern, post-Christian, post-Western cultural crisis, which threatens the very 

heart of our culture.  Clearly, there is a new narrative, a post-Christian narrative, 

that is animating large portions of this society. (para. 2) 

 

To answer the question: Is America still a Christian nation?  All statistics point toward 

yes—but just barely.  There is no question that the landscape is shifting away from 

Protestant Christianity, but for the 78% of Americans who still identify as Christian and 

the 90% who have faith in a monolithic God, the question must be asked: “What is God’s 

role in the public square?  Or, more specifically to this study: What is God’s role in 

education? 
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Christianity and Education: Can They Coexist? 

 Education is at its core religious in nature because, like religion, education also 

obliges a certain level of indoctrination.  Learning is not bias free; education is not void 

of some philosophical indoctrination.  The idea that we can create a secularized, neutral 

education system is a misleading notion.  Even Peter Berger (1999), an expert in 

secularization theory writes, “The assumption that we live in a secularized world is false” 

(p. 2).  About the indoctrination in schools, children’s author Doris Lessing (1962) 

writes,  

Ideally, what should be said to every child, repeatedly, throughout his or her 

school life is something like this: “You are in the process of being indoctrinated.”  

We have not yet evolved a system of education that is not a system of 

indoctrination.  (p. 27) 

 

Spears and Loomis (2009) take a slightly different stance on defining the difference 

between education and indoctrination.  They suggest that education seeks truth as the 

ultimate end; education is not coercive and is liberation.  Indoctrination, on the other 

hand, seeks control of “beliefs, attitudes, dispositions, and ultimately, the actions of 

human beings” (Spears & Loomis, 2009, p. 206).  Whether or not education is 

indoctrination, there certainly is no question about whether standards, values, and morals 

will be imposed in education; the question at hand is what or whose standards, values, 

and morals will be imposed.  For example, when a teacher sets classroom expectations 

such as “be honest; do not cheat; treat others with respect,” implementing these rules 

requires an established authority.  But on whose authority and by what moral code are 

these based?  One of the simplest and most common arguments against including a 

Christian perspective in public spheres, such as public classrooms, is that a Christian 
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perspective lacks neutrality.  But as Kenneth Magnuson (2012) notes, all perspectives 

lack neutrality.   

Marx, Nietzsche, Frued [for instance], contended that there is no neutral 

perspective from which Christianity is able to make truth claims.  But then, it can 

be said that there is no neutral position from which anyone is able to speak, 

including critics of a Christian perspective.  If a neutral perspective were 

demanded in order for anyone to speak publicly, significant public discourse 

would cease.  (Magnuson, 2012, p. 54) 

 

The dilemma for Christians, particularly educators in public spheres, is gaining a 

platform from which they can speak without forsaking a distinctly Christian perspective.  

To disregard a Christian perspective is, to many, a biblical and theological compromise, 

and it communicates to others that this perspective is either unpersuasive or irrelevant.    

Christian educators hold that all truths converge toward God, and when teachers 

cannot point to God as the basis for classroom standards, values, and morals then their 

teaching is fragmented.  With an inability to acknowledge God as the basis of truth, 

teachers are forced to construct a truncated figure; this figure is haphazardly conceived of 

centuries of study in history, ethics, philosophy, and literature—all of which is divorced 

from affirming the existence of a sovereign God (Dabney, 1989).  Arguably, every 

culture is the externalization of some religious or anti-religious establishment, and 

because public schools reflect the ethos of a culture, schools thereby perpetuate a 

particular belief system.  Christian educators see education as inherently religious, as a 

process that involves the whole person in context to the whole of humanity and the 

Creator.  This particular belief system maintains that man’s end is related to the glory of 

God and whether or not man lives under the blessing of God is determined by his 

relationship with God.  Therefore, for Christians, education is a process of obedience and 

learning to bring glory to God in all aspects of life.  Dabney (1989) emphasizes that the 
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purpose of education for Christians is to facilitate the maturation of true manhood and 

womanhood in the image of God.  The Christian faith claims that in God all learning 

finds coherence.   

From the very establishment of American education, educators incorporated faith-

based curriculum in public schools.  Horace Mann, the father of American public 

education, said this about the relationship of government schools and God:  

Again I would say that, whenever a human soul is born into the world, God stands 

over it, and pronounces the same sublime fiat, “Let there be light;” and may the 

time soon come when all human government in carrying this benediction and 

baptism into fulfillment.  (Mann & Pécant, 1923/2012, p. 140) 

 

As discussed earlier, with immigration, progressivism, and a new focus on science and 

psychology, the American fabric changed; it shifted away from its Christian roots 

(Dabney, 1989).  More than ever before in American history, the changes occurring in 

late 20th century America created a tension between faith and education.  This tension 

has resulted in an ever increasing secularization, or at the very least pluralization, of 

public schools.   

Christian educators, however, are not the only stakeholders with an invested 

interest in integrating faith and learning, or, at the very least, bringing God into the 

pedagogical conversation.  Research shows faith matters to the vast majority of 

Americans, and yet, religion’s influence is largely ignored in public education.  Faith 

affects the way we view the world, find meaning, find purpose in life, and make moral 

and political judgments (Nord, 2010).  It is not surprising, then, that religious voices are 

often at the heart of controversial conversations in the public square involving race, class, 

gender, disabilities, and sexuality; however, what is surprising, given religion’s 

prominence in the American consciousness, is the lack of conversation occurring in K-12 

http://www.amazon.com/s/ref=ntt_athr_dp_sr_2?ie=UTF8&field-author=Felix+P%C3%A9cant&search-alias=books&text=Felix+P%C3%A9cant&sort=relevancerank
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and higher education about the role of faith and these social issues.  Warren Nord (2010) 

notes curriculum lacks religious studies or any courses that help students make sense of 

the world through a religious lens.  He asserts that American education “proceeds on the 

assumption that God is either dead or irrelevant” (Nord, 2010, p. 14).  Nord stresses there 

are several reasons for private and public schools to take faith seriously.  First, the 

teaching and discussing of religion helps students “think critically about the forces of 

good and evil in ways that secular education cannot” (Nord, 2010, p. 15).  Second, he 

suggests there are moral and civic implications for taking religion seriously.  Religion 

addresses important moral controversies, and likewise, education should confront the big 

questions in life.  Religion, he contends, “helps shape morality and contextualizes 

justice” (Nord, 2010, p. 16).  Third, Nord proposes that religion underscores religious 

freedom.  The U.S. Supreme Court’s interpretation of the Establishment Clause obligates 

schools and universities to take religion seriously.  “Using religion to address social 

issues must be done from a place of neutrality, he argues, but it must be done for the sake 

of fairness and equality” (Nord, 2010, p. 16).  In his book, Does God Make a 

Difference?: Taking Religion Seriously in our Schools and Universities, Nord (2010) 

argues schools should incorporate the study of all major world religions, giving emphasis 

to the religions most relevant to students, because religion influences the way students 

study and prepare for life.   

Nord’s (2010) argument for the inclusion of religion and faith in education further 

validates the assertion that one’s worldview influences the way he or she approaches 

education as well as the rest of life.  A worldview provides a systematic interpretation of 

the world.  It informs reality and helps make sense of the world.  It is more than simply a 
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collection of beliefs haphazardly strung together; rather, a worldview provides coherence, 

structure, and validity to viewpoints but also helps identify viewpoints inconsistent to our 

worldview.  Worldviews orient our lives and give us identity and purpose.  There is a 

distinct difference between the inclusion of faith or religion in education to inform 

worldviews and indoctrination.  Including faith in education, Nord (2010) stresses, 

“requires that students acquire a critical distance on what they are learning and some 

ability to compare contending ways of understanding a subject,” indoctrination on the 

other hand, “is more a matter of drill and habit than critical thinking” (p. 101).  

Indoctrination limits critical thinking and suppresses students’ ability to cultivate a 

holistic, authentic worldview.  Education, instead, fosters critical thinking and shapes 

value systems that authenticate truth and debunk falsehoods. 

Public schools are virtually devoid of any worldview other than secularism.  

Science classrooms, for instance, teach students that the origin of life begins with the big 

bang theory and that their place in life is due in large to evolution.  Adam and Eve, Noah, 

Abraham, and other Old Testament inhabitants are reduced to characters in a fable about 

creation.  According to Nord (2010), psychology and sociology courses lean on 

modernity rather than religion for teachings on morality, citizenship, and social 

responsibility.  Nord (2010) makes clear that public schools impose a secular worldview 

on students because secularism is the lens through which education takes place.  

Secularism is integrated with intentions of neutralizing schools of faith-based dogmas, 

but as noted earlier, there is no such thing as a neutral school or curriculum—there is 

always an agenda; there is always an indoctrination.  Less than a decade ago, Rowan 

Williams (2003), the archbishop of Canterbury recently said this about neutrality in an 
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address to heads of Anglican Secondary Schools: “If you think you are being neutral 

about the moral and spiritual ethos of a school, you are in fact generating an ethos of 

individualism, functionalism, and ultimately fragmentation” (para. 11).  Williams (2003) 

echoes other Christian educators in a chorus declaring neutrality, or secularism, is not 

only the death of Christian thinking, community, and morality, but it is the conception of 

egoism, depravity, and disillusionment.  In other words, the ethos of a school cannot be 

void of some sort of philosophical bias, and the bias implemented matters greatly. 

 

Making Space for Christianity in Public Education 

Integrating faith into K-12 curricula is challenging because remaining religiously 

neutral is problematic for educators.  Few educators receive any sort of training or study 

in regards to religion and teaching, and as a result, pedagogical problems arise when the 

topic of religion is brought into the curriculum (Hunt & Carper, 1997).  According to 

Hunt and Carper (1997), Metzger (2002), Nord and Haynes (1998), and Fraser (1999), 

teacher preparation is lacking in the necessary course work and basic knowledge teachers 

need to address religion within the curriculum thoroughly.  These authors also refer to the 

difficulty in deciding the appropriate placement of religion within the curriculum.  “If 

teacher education does not address religion in the classroom, it will be treated in an inept 

manner instead of the professionalism it deserves.  Should religion be a separate elective 

class, or should it be integrated into core curriculum” (Hunt & Carper, 1998, p. 10-11)?  

More importantly, how will educators be equipped to teach about religion and avoid 

indoctrinating their students?  According to Nash (1999), educators should have  

at least a one semester course that helps teachers, students and parents to become 

religiously literate; moreover, I am recommending that we think seriously about 
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incorporating a brief unit on religion into all our professional courses, just as we 

try to do with the topic of multiculturalism.  (p. 16) 

 

What is evident from the bulk of literature published in the last decade is that faith 

matters to students and educators.  Both learning and teaching are approximated from our 

religious lens; therefore, faith and learning cannot be separated because learning and 

teaching are not secular in nature. 

 

Section II: Higher Education and Christianity 

 

A Historical Overview 

The history of higher education in America is not unlike the story of K-12 

schools.  A common narrative for American higher education tells a story of colleges and 

universities that were first purposed for religious and character training but have sense 

drifted far from the schools’ beginning creeds.  A historical perspective of the secular 

influences on the Christian higher education movement is important to the context of 

institutional image and identity.  The founding of Harvard College in 1636 not only set 

the stage as the first college established in our country but was an evangelical Christian 

college by charter (Pace, 1972).  John Harvard, for whom the college was named, was 

himself a minister.  Nearly all colonial established colleges were founded on Protestant 

Christian foundations, although few included Christian in their university names.  These 

colleges integrated religious instruction with personal development.  Harvard, Yale, 

Princeton, Columbia, and William and Mary, for example, were all founded before 1750 

with the intent of training ministers (Pace, 1972).  For much of higher education’s 

history, even students studying science, business, or law received teachings in the 

classics, theology, and philosophy as their primary source of instruction.  America’s first 
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colleges and universities believed this sort of education would best prepare students for 

professions as well as life.  Societal attitudes toward religion often influence the ethos of 

colleges.  By the end of the 18th century, a general decline in morals and religion spread 

throughout the country.  Pace (1972) writes that Christians on college campuses became 

so unpopular that they met in secret and kept their minutes in code.  Bible burnings and 

student outbursts of profanity disrupted worship services (Pace, 1972).  These were 

difficult times and the Christian higher education movement witnessed a quiet role and 

lower profile in society.  The 19th century brought a spiritual awakening to America.  

College students initiated new societies devoted to prayer and fellowship, though secretly 

at first due to fear of past experiences (Pace, 1972).  It was in this century that the 

Christian higher education movement began to thrive with the founding of Bible colleges 

and institutes as well as traditional liberal arts colleges.  The evangelical great 

awakenings were the impetus for the creation of many new Christian colleges.  By 1860, 

for instance, 80% of the 180 denominational colleges of the Western frontier were 

founded and maintained by the more evangelistic denominations (Pace, 1972).  By the 

end of 19th century, the college campus awakenings were fading away again and a new 

period was beginning.  Emerging state universities and secularized private colleges 

developed neutral policies toward evangelism (Pace, 1972).  An academic revolution 

occurred late in the 19th century.  Faculty and administration at elite universities shifted 

pedagogical purpose.  Education, they believed, should be more objective and scientific, 

that universities should teach in pursuit of truth rather than spiritual edification (Jencks & 

Riesman, 1968; Pace, 1972).   
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Christian Universities Redefine Themselves 

In the early 20th century, as a response to modernity’s influence on society, many 

colleges and universities severed their religious ties and demanded more academic 

freedom from religious dogmas.  The early 20th century also experienced a rise of 

fundamentalist groups.  Fundamentalism emerged as a reaction against the Social Gospel 

movement within the Protestant church, which fundamentalist felt was too progressive 

and liberal (Hopkins, 1940).  Wolfe (2000) writes that fundamentalist were, “Convinced 

that the United States was living through a period that threatened the disintegration of 

Christian civilization, fundamentalists believed that a return to strict principles was 

America’s only salvation” (p. 67).  Published as The Fundamentals, a 12-volume 

paperback series issued from 1910 to 1915, those principles insisted on the literal truth of 

the Bible, outlined the ways in which Jesus would return to earth, and attacked competing 

religions, including Mormonism and Catholicism (Wolfe, 2000).  The theological chasm 

between fundamentalist, who were considered more conservative, and the more 

mainstreamed Protestants, who were considered more liberal, was greater than ever 

before in American history.  Tension between the two groups played itself out under 

public scrutiny.  For example, fundamentalist groups vehemently protested during the 

1925 Scopes monkey trial, and refused to accept more moderate protestant appeals to 

allow creationism to be taught alongside evolution (Wolfe, 2000).   

At the time of the debates between protestant groups, Christian universities found 

themselves in the center arguing over which side the schools would take (Wolfe, 2000).  

Many Christian universities were forced to define themselves theologically, and even 
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politically, for the first time in their history.  Wheaton College was one of these 

universities.  Wolfe (2000) relays how the university set out to define itself: 

When its second president, Charles Blanchard, died, in 1925, the college adopted 

as its creed a set of principles that Blanchard had helped to draft for the World’s 

Christian Fundamentals Association.  From then to now Wheaton has been an 

institution committed to a strict interpretation of Christian principles.  Yet at the 

same time Wheaton is an interdenominational school and sufficiently open to the 

world to be characterized as evangelical.  Its most famous graduate, Billy 

Graham, played a crucial role in moving American fundamentalism away from its 

self-imposed rejection of the larger world in which it existed.  (p. 68) 

 

Soon after the Scopes’ trial, some conservative Christians began to distinguish 

themselves from fundamentalism and considered themselves evangelical instead (Wolfe, 

2000).  Beginning in the 1930s some conservative Protestants began to distance 

themselves from the extreme anti-modernism of more-vocal fundamentalists, and adopted 

the term neo-evangelical to describe themselves.  Since then, according to Wolfe (2000), 

it has been possible to describe evangelicals as Christians who are conservative in their 

theology and usually, although not necessarily, conservative in their politics.  Marsden 

(1994) claims that despite their resolve not to lean too much toward fundamentalism, 

even moderate university administrators wrestled with the question: “Where was the 

place for Christianity in modern America?” (p. 332). 

By the mid-20th century, historians concede, postmodern thought infiltrated 

higher education and secularized publicly funded colleges and universities, which forced 

Christian colleges and universities to define themselves as notably more sacred ever 

since.  The most challenging issue for universities during the mid-century was how to 

maintain some countervailing Christian influence at state universities (Marsden, 1994).  

Both private and public universities were growing during the 1930s, but state universities 

were growing at a faster pace and threatened to displace private education.  For this 
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reason, Christian universities were forced to grapple with their purpose.  Marsden (1994) 

writes that this period of theological soul searching was particularly prominent at what he 

considers low-church universities.  The University of Chicago was one such school.  

Marsden (1994) writes it became evident during the wave of Protestant soul searching 

that “Chicago never really stood for anything in the sense that Cornell stood for 

democracy and John Hopkins stood for research” (p. 238).  Like many high and low 

church universities during the first part of the 20th century, Marsden (1994) believes the 

University of Chicago relied too heavily on a tie that could not bind: religion and 

democracy.  On this, Marsden (1994) quotes John Dewey, who taught at the University 

of Chicago in the early part of the century as stating his belief in  

a society in which the distinction between the spiritual and the secular has ceased, 

and as in Greek theory, as in the Christian theory of the Kingdom of God, the 

church and the state, the divine and the human organization of society are one.   

(p. 250) 

 

The problem with the University of Chicago and other Christian heritage universities was 

that their soul searching led them to believe Christian service rather than theology or 

church practice was the test of faith. 

Throughout the history of American higher education, survival has been the 

primary concern of the Christian higher education movement, especially given the trend 

in the United States toward nonsectarian, state-supported, inexpensive higher education 

(Astin & Lee, 1972), but the mid-20th century brought profound changes to both private 

and public campuses.  The civil rights movement of the 1960s ushered diversity into the 

halls of academia, and higher education further modified pedagogy and purpose to 

accommodate various genders, races, and religions.  As a result, so the account goes, 

academia has become “a haven largely free from religious perspectives” (Marsden, 1994, 
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p. 430).  Today’s public university tends to value academic freedom and campus 

tolerance more than religious education or moral formation. 

 

Faculty in Higher Education 

That universities have shifted from their original intent is not surprising 

considering the religious beliefs of university professors.  One recent study discovered 

that professors, on the whole, are less religious than other Americans.  Nearly 80% of 

Americans believe in God (Nord, 2010), compared to 70% of faculty members who 

reported to believe in God or a higher power, and 23.4% self-reported as atheist or 

agnostic (Gross & Simmons, 2007).  The same study also finds that, although faculty 

members are not against religion in their private lives, 75% of professors are opposed to 

faith in public universities (Gross & Simmons, 2007).  America’s professors are not as 

unreligious as sociologist previously assumed, according to the study; yet, data 

unequivocally shows American professors are less religious than the general population, 

specifically at four year, doctoral granting public institutions.  Universities and colleges 

are overwhelmingly secular, but research shows that professors are not.  Gross and 

Simmons (2007) find that about 20% of professors identify as evangelical or born again 

Christians.  Evangelical faculty members tend to think and vote more conservatively in 

comparison to their colleagues.  For this reason, Gross and Simmons (2007) suggest 

academia  

should expect continued conflict in the years to come between the forces of 

religious conservatism and the institution of the American university, with some 

such conflict taking place within the university itself as conservative professors, 

emboldened by their religious views, mount a campaign for institutional change.  

(p. 9) 
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There is evident tension between people who believe public universities welcome all 

faiths and those who believe universities are hostile to faith, specifically Christianity.  In 

fact, over 20% of Americans surveyed perceive hostility to faith at public universities 

(Smallwood, 2006).  Although the minority, 20% is large enough to indicate a mobilized, 

vocal number of Americans are dissatisfied with public universities’ approach to faith 

and learning. 

 

What is the Modern Christian University? 

American education and Christianity have deep roots in European culture, but 

Joel Carpenter (2006) notes that in the past several decades, there has been a seismic shift 

away from European culture for the contextualization of Christianity and Christian 

education.  He discusses the decline of Christianity in Europe and the rise of its influence 

in other countries.  Carpenter (2006) writes that there has been a demographic shift in 

world Christianity.  In 1900, approximately 80% of the world’s Christians lived in 

Europe and North America; currently, however, 60% of the world’s Christians reside in 

countries like Africa, Asia, and Latin America.  What this means for educators, according 

to Carpenter (2006), is that “Christian scholars must reorient their course accordingly.  If 

we journey much deeper into this new century with our eyes on the North Atlantic shores, 

we may hinder Christian scholarship” (p. 66).  Carpenter (2006) notes that Christian 

scholars and educators have long been concerned with academic theology, and there has 

been too much focus on European thinkers and post-enlightenment intellectual issues.  

He encourages American Christian universities to take note of what Christian universities 

are focusing on in countries like Africa, Asia, and South America.  In these countries, 

where Christianity is growing, there is more concentration on how faith addresses social 
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issues.  This new emphasis of Christian studies, Carpenter (2006) suggests, “will push 

theologians to address faith to the most pressing issues in its new heartlands: poverty and 

social injustice, political violence, corruption, and the meltdown of law and order, and 

Christianity’s witness amid religious plurality” (p. 70).  He asserts that Christianity will 

then be the answer to the spiritual hunger and searching in global mass culture. 

In Christianity and the Soul of the University, David Lyle Jeffrey (2006) 

questions what is and is not a Christian university.  He begins his chapter titled “Faith, 

Fortitude, and the Future of Christian Intellectual Community” with George Bernard 

Shaw’s snarky remark about the antithetical nature of faith-based learning: “A Catholic 

university is a contradiction in terms” (p. 85).  Jeffrey (2006) explains that Shaw was 

challenging the idea that two such different purposes can exist and be taken seriously as 

one entity.  However, Jeffrey (2006) reminds readers that Western universities—both in 

Europe and America—have Catholicism to thank as their foundation.  He writes, 

The historic facts are that even the secular university, both as Shaw knew it and as 

we have inherited it, has a Catholic foundation.  A secondary tributary for us in 

America is an educational tradition most surely to be aligned with evangelical or 

Reformed Protestants.  There would have been no Oxford or Cambridge without 

the first stream, and no Harvard or Princeton without the second stream.  (Jeffrey, 

2006, p. 85) 

 

Shaw’s quip insinuates a university cannot be both a place of higher learning and 

submitted to a higher spiritual authority, and that is precisely the challenge Jeffrey (2006) 

confronts.  Jeffrey admits that Christian scholars have not done well to refute secularist 

claims that higher education cannot be both a university and intentionally Christian, and 

he encourages faith-based scholars to discuss the subject in public spheres rather than 

retreating to private ones.  Currently, Christian scholars and educators maintain influence 
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outside of private, Christian circles; however, there remains an inability to articulate what 

Christian learning and thinking mean.   

 It is essential for Christian universities to define themselves as such.  Daniel 

Williams (2006), professor of religion at Baylor University and former professor at 

Loyola University Chicago, maintains that “a specifically Christian institution—whether 

Protestant or Roman Catholic—cannot succeed unless it unapologetically sets forth 

certain points of tangible belief as the philosophical cornerstone of the school’s identity” 

(p. 176).  Jeffrey (2006) suggests all Christian educators have a responsibility to defend 

their guild and that a proper defense of Christian education in higher education begins by 

briefly defining “What is a university?” and then defining “What is a Christian?” (p. 89).  

Defining what is meant by university is not typically at the center of debate in academia; 

although, universities are certainly adapting to an ever-changing technological world, 

which makes defining a university more problematic than even just a decade ago.  As a 

point of orientation, Jeffrey (2006) offers six tenets of a university: First, universities 

value independence from public micromanagement.  Second, these learning institutions 

are judiciously impartial.  Universities remain neutral enough for students and faculty to 

find truth apart from the enticement of any particular group.  Jeffrey’s (2006) third 

principle of what comprises a university is bookishness, a scholarly pursuit that values 

learning over tangible production of money or products.  Similarly, the fourth principle of 

a university is a commitment to the advancement of knowledge, and the fifth is a 

commitment to pass on what is learned to forthcoming generations.  Jeffrey’s (2006) 

sixth cornerstone for what comprises a university is the centering on culture.  About this 

he states,  
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Since the Middle Ages when culture was fundamentally religious to the twentieth 

century when it has been fundamentally secular, the university has, by both design 

and effect, been at the centering of culture—articulating, shaping, and debating 

options and prerogatives.  (Jeffrey, 2006, pp. 88-89) 

 

Cultural centering, in other words, provides students the intellectual freedom to pursue 

academic work that reflects the culture.  It also provides space for learners to ask what 

their moral and social responsibility is to culture. 

 Defining what is meant by Christian university is slightly more challenging, as 

there are arguably more dissenting voices on this topic.  Jeffrey (2006) contends it is 

necessary to first define what is meant by the term Christian before putting the word in 

juxtaposition with university.  Poignantly, he notes that there is a difference between 

using Christian as a noun or as an adjective.  To use the word as a noun means to call 

someone a Christian; it becomes their identity.  It implies that this person is  

under obedience to Christ.  To be under obedience to Christ is to have heard the 

Great Commandment (Matt. 22:34-40), the Great Commission (Matt. 28:18-20), 

the Sermon on the Mount (Matt: 5-7) […] and to take these teachings seriously 

enough that a certain clarity about first-order obligations is more or less reflexive.  

(Jeffrey, 2006, p. 89) 

 

To say someone is a Christian means, or should mean according to Jeffrey (2006), that 

this person believes the claims of Christ above all other claims.  When the term Christian 

is used as an adjective, it modifies the word it precedes, and the connotations of doing so 

distract from the weight and importance of both words.  As an example, Jeffrey (2006) 

suggests to label someone Canadian-American invokes the idea of dual citizenship and 

competes for which citizenship is most valued.  Likewise, to label a school a Christian-

university or someone a Christian-educator implies a dual citizenship; Christian is used, 

in these cases, as an adjective modifying the word it precedes.  Unfortunately, this is 
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often how Christian universities are viewed: modifications to the real or most important 

aspect.   

Jeffrey (2006) maintains scholars’ responsibility to identify themselves as 

Christians foremost when he writes, “If there is to be real meaning in the conjunction 

‘Christian university,’ there must remain such authority in the first term—cultural, 

intellectual, and moral authority that is not altogether modified out of relevance by the 

second” (p. 90).  In this perspective, Christians in academia should find worthy their 

identity as followers of Jesus, and this identity demands careful attention to scholarly 

pursuits such as research and teaching.  To approach the academy otherwise would be to 

incite what Larry Lyon and Michael Beaty (1999) consider the two spheres approach, 

whereby, essentially, scholars dichotomize their personal and professional endeavors.  As 

Jeffrey (2006) and Lyon and Beaty (1999) caution, however, the two spheres approach is 

disingenuous and disobedient to the word Christian.  To function as a Christian university 

emphasis must be placed more on the identity of Christian but with a distinct effort to 

integrate Christian and university.  Otherwise, as David Solomon (1995) warns, 

evangelical colleges will inevitably succumb to the second word.  Christian would then 

be rendered an ineffective adjective. 

 

Opposing Perspectives 

 Critics, such as Alan Wolfe (2000), director of the Boisi Center for Religion and 

American Public Life at Boston College, have also voiced disbelief in Christian higher 

education.  Wolfe (2000) finds there to be no moral distinction between graduates of 

secular universities and those of Christian universities, except only insomuch that 

Christians do not reason as well between reality and gibberish.  Wolfe (2000) finds 
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contradiction in living a life of the mind, which necessitates a democratic approach to 

learning and Christian education; he believes Christian universities are too narrow to 

accomplish what a secular university can.  He also points out the inconsistency between 

Christianity, which is supposed to make no judgments, and the Christian academy that 

makes judgments daily in terms of “hiring new faculty, developing a syllabus, grading 

undergraduates, conducting experiments . . .” (Wolfe, 2000, p. 69).  On this point, 

however, Wolfe mistakenly confuses discernment in university matters with Jesus’s 

teaching against judgment or condemnation against our neighbors.  Wolfe (2000) points 

to the lack of great universities in America established by other faiths; on this he writes, 

“If there are only one or two great universities that are distinctively Jewish, that is 

because Jews have been so successful throughout American academic and intellectual 

life” (p. 67).  In other words, he believes academic of other faiths have better assimilated 

into a holistic academic community, whereas evangelical Christians continue to create a 

chasm between secular and sacred learning and thereby rendering Christian colleges an 

intellectual disaster.  Wolfe (2000) admits, however, that prominent evangelical schools 

such as Wheaton, Calvin, and Pepperdine do have high academic standards and renowned 

faculty.  In fact, these colleges often have higher SAT scores and rejection rates amongst 

applicants than schools such as the University of Chicago, Oberlin College, and the 

University of Virginia. 

 

Should Christian Educators Abandon Public K-12 Schools and Universities? 

Whether Christian educators should abandon the public square and exist 

exclusively within their own private spheres remains a contentious question, and the 

answer varies from stakeholder to stakeholder.  Opinions amongst educators also vary 
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depending on whether the discussion centers on public versus private K-12 schools or 

public versus private universities.  According to Baer and Carper (1998), public schools 

today are saturated with religion, but of a secular and humanistic variety (p. 34).  The 

authors write, “Our analysis of public education holds that far too much spirituality and 

religion already exist in government schools and that secular humanism is an intolerant 

sort of religion that brooks no competitors” (Baer & Carper, 1998, p. 35).  They also 

believe religion cannot be treated fairly because every curriculum has some sort of 

“foundational beliefs about human nature” (Baer & Carper, 1998, p. 35).  Baer and 

Carper (1998) offer two solutions.  Their first suggestion is radical and undermines public 

education; they suggest all government schools cease to operate.  Teaching about other 

religions cannot be done with sincere neutrality, they contend, and so they propose 

schools should not be teaching about religion at all.  As a more practical alternative, the 

authors suggest universal school choice with adequately funded vouchers.  This option, 

they assert, would be a fair and effective way to approach faith and public schools.   

Doug Wilson (2003), a leader and advocate of K-12 Classical Christian Schools, 

ascribes to the belief that secularization leads to a decline in religious belief.  Like many 

evangelical Christians, Wilson (2003) deems all things good and worthy and true are 

extensions of God’s biblical truth, and he postulates much of his argument on the biblical 

instruction that Jesus is “the way the truth and the life; no man comes to the Father” 

(John 14:6) or to truth, by any other means but Jesus.  Wilson (2003) extends this biblical 

principle to government schools.  That American public schools have fallen into a state of 

disarray is a result of public school’s refusal to accept scripture as authentic, relevant, and 

authoritative (Wilson, 2003).  Wilson believes that public schools are breeding grounds 
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for rampant illiteracy, underachievement, endemic drug use, promiscuity, and perhaps 

worse of all, moral relativism.  In a country where public schools teach students that 

“morality is whatever you, the student, want it to be” (Wilson, 2003, p. 18), it becomes 

the moral responsibility of Christian parents to lead their children on a mass exodus out 

of the Egyptian land of public schools and safely into the promise land of classical 

Christian schooling.  Only here will children find refuge from the licentiousness of the 

world and solace in God’s truth.  Wilson (2003) supports Baer and Carper’s (1998) 

suggestion that K-12 government public schools should cease to exist and education 

should become privatized.  Baer and Carper (1998) support a voucher system, which 

would still require some form of government input but allow parents more freedom in 

selecting schools; Wilson (2003), on the other hand, does not support a voucher system. 

In regards to higher education, George Marsden (1996, 1998, 2006) suggests 

secular research universities are determined to keep conservative Christian outside the 

gates of public academia.  In The Soul of the American University, Marsden (1996) 

details the gradual shift from colleges and universities dominated by Protestant church 

influence to college and universities that had become neutral or even hostile to 

expressions of religious faith.  In Fundamentalism and American Culture, Marsden 

(2006) describes fundamentalism, a term coined in the early 1920s, as a large American 

Protestant movement “shaped by the longstanding . . . urgent need for positive 

evangelism, missions, and spirituality” (pp. 119, 252).  However, Marsden (2006) 

ultimately presents fundamentalism as a militant, anti-modernist conservative force and 

ultimately a hindrance to Christians in academia.   
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In The Outrageous Idea of Christian Scholarship, Marsden (1998) forcefully 

suggests academia should create space for Christian scholars when he writes,  

The proposal is that mainstream American higher education should be more open 

to explicit discussion of the relationship of religious faith to learning.  Scholars 

who have religious faith should be reflecting on the intellectual implications of 

that faith bringing those reflections into the mainstream of intellectual life.  (p. 3) 

 

He also presents a convincing argument for why mainstream higher education needs to be 

more open to Christian scholarship.  While other defining elements of a scholar’s 

identity, such as race or gender, are routinely taken into consideration and welcomed as 

providing new perspectives, Marsden maintains, the perspective of the believing 

Christian is dismissed as irrelevant or, worse, antithetical to the scholarly enterprise.  

Marsden (1998) proposes Christian scholars should assert themselves more in private, 

evangelical circles, and in doing so, Christian scholarship will—eventually—be received 

in public, secular academic circles.  Even so, Marsden (1998) gives his readers little 

reason to believe Christian scholarship will ever have a serious place in academia when 

he writes,  

Am I not saying in effect that they will have to compromise their faith?  As 

Christians are likely to put it, are we not serving two masters. . . .  Should 

Christian scholars expect or desire to be fully accepted in mainstream academia, 

where their basic commitments will often be regarded as foolishness?  Does 

playing by the rules of the dominant academic community inevitably compromise 

one’s faith?  (p. 11) 

 

Ultimately, Marsden (1998) argues for Christian tolerance in academic communities in 

the same way that other subcultures—“Marxist, feminist, gay, postmodern, African-

American”—have been welcomed (p. 6).  And about faculty at Christian schools, 

Marsden (1996) believes only Christian faculty members should hold positions.  It would 

be wrong, he states, to insist Christian schools make room for Buddhists and Hindus, just 
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as it would be inappropriate to tell Yeshiva University, a Jewish college, that they must 

hire Muslim faculty members.  Each religious school should have freedom to operate 

within its own religious tradition. 

In response to Christian educators practicing exclusively in faith-based spheres, 

Wolfe (2000) disagrees with educators such as Wilson (2003) and Marsden (1996, 1998).  

First, Wolfe (2000) questions the premise of Christian scholars in a postmodern society.  

He writes, “Evangelicals are trying to create a life of the mind at a time when secular 

America is questioning whether a life of the mind is worth having” (p. 72).  In an 

increasingly technological, pragmatic society, Wolfe (2000) challenges whether notions 

of Christian intellectual pursuits are really worth pursuing.  Secondly, Wolfe (2000) 

disputes Wilson’s (2003) and Marsden’s (1996, 1998) claims that Christian educators 

would prefer to teach in faith-based academies; accordingly, “If the price of academic 

respectability is the modern research university and what Marsden calls its establishment 

of nonbelief, most evangelical scholars would rather not pay it” (p. 73).  That so many 

evangelical scholars have taken Marsden’s (2000) cautions to heart is the reason their 

scholarship, “rather than storming the gates of elite academia” (para. 6), has remained 

categorically within its own subculture of conferences, journals, and universities (Wolfe, 

2000).  Wolfe admonishes these scholars for relying too heavily on one another far too 

often.  He also encourages contemporary Christian educators to find a place within public 

learning institutions much like Mark Noll, Alvin Plantinga, William Alston, and Nicholas 

Wolterstorff have in the generation before them (Wolfe, 2000).   

Marsden (2000) rebuts Wolfe’s (2000) charge to future Christian scholars.  He 

notes all of the aforementioned scholars (Mark Noll, Alvin Plantinga, William Alston, 
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and Nicholas Wolterstorff), “emerged from academic institutions that had a strong sense 

of their separateness from the academic mainstream” specifically from Reformed 

colleges such as Calvin or Wheaton (Marsden, 2000, para. 9).  These Christian scholars 

retained their religious identities while constructively participating in mainstream culture.  

Christian journals, conferences, publishers, and schools should complement the 

mainstream, Marsden (2000) contends, rather than keep Christian scholars out of it.  A 

religiously diverse academic culture will be an intellectually richer one, he suggests.  To 

ensure scholars and institutions take Christian scholarship seriously, Marsden (1996, 

1998, 2000, 2006) suggests educators enter academic discourse both at the highest level 

and unapologetically Christian, just as renowned scholars before have done. 

 

Section III: Integrating Faith and Learning 

Public K-12 schools and universities lay no claim to preparing students to think 

with a Christian worldview, but private Christian schools and universities do.  In fact, 

many parochial institutions purport to equip students with a Christian worldview in 

private spheres so that students are then ready to engage more secular, more pluralistic 

public spheres.  Integrating faith and learning begins with an understanding of the 

Christian worldview; it begins by asking: What does it mean to think, learn, and live 

Christianly?  In this section, the researcher examines what it means to integrate the 

Christian worldview and learning, why it is important for Christians to integrate their 

faith, and how educators implement faith integrated curriculum.  Section III is a review of 

what Christian educators believe an integrated approach to learning can provide students 

with that a public education cannot. 
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Defining Worldview 

A worldview is the core beliefs and values of a culture.  It is an integrated system 

of learned and shared beliefs and behaviors.  It encompasses values, customs, principles, 

and actions—all of which binds a society together and establishes a sense of identity, 

purpose, and solidarity within a community.  A person’s worldview may arguably be the 

most significant thing an individual possess, as it determines how his or her life is lived.   

Prussian philosopher Immanuel Kant is virtually universally recognized as the 

first to coin the term worldview, or in German Weltanschauung, in his work Critique of 

Judgment published in 1790 (Naugle, 2002).  For Kant, the term meant the mind’s 

perception of the world; it placed emphasis on knowing self and self’s moral and 

cognitive relationship with the world.  According to David Naugle (2002), Kant used the 

term only once in his writings, and the term held little philosophical significance for him.  

In spite of this, Kant’s identification of the term was adopted as a source of scholarship 

by prominent German successors such as Fitche, Schelling, and Hegel (Naugel, 2002).  

The notion of Weltanschauung has been widely studied by philosophers, although the 

history of the term has been somewhat neglected by American scholars.  In fact, Naugel 

(2002) notes that the study of worldview was not given considerable reflection in 

America until the mid-20th century and interest centered primarily on what constitutes a 

Christian worldview.   

In the last 50 years, there has been a considerable amount of interest in the 

concept of worldview, particularly in evangelical circles.  Several writers including 

Francis Schaffer, James Sire, Arthur Holmes, Charles Colson, Robert Harris, and David 

Dockery have introduced and advanced the importance of understanding the Christian 
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worldview (Naugle, 2002).  Interest in how a Christian worldview applies to everyday 

thinking and living is not only of importance to evangelical Christians, but also to 

Catholic and Orthodox Christian authors who have given attention to the topic.  About 

this Naugle (2002) writes, “Christians of all kinds are discovering that overt human 

beliefs and behaviors, as well as sociocultural phenomena, are—consciously or not—

most often rooted in an expressions of some deeper, underlying concept of life” (p. XV).  

Arthur Holmes writes in the foreword to Naugle’s (2002) book Worldview: The History 

of a Concept that is was not until after he returned from World War II he first heard the 

term Christian worldview.  He believes it was a time in American history when people 

were questioning what they believed about themselves, others, God, and how it all related 

to the world.  “More than half a century later,” he states, “worldview disagreements 

continue in international affairs, culture wars, bioethics, and all academic disciplines, and 

for that matter everything we think and do” (Holmes, 2002, p. XV). 

 

Defining Christian Worldview 

Simply put, a Christian worldview is deeply rooted in the person of Jesus Christ 

(Naugle, 2002).  Everyone consciously or consciously espouses a worldview, but there 

are distinct differences between the Christian worldview and other worldviews.  Harry 

Poe (2012) distinguishes the two: 

A culture’s worldview involves commonly held core beliefs and values about 

religion, education, philosophy, science, government, economics, human 

relationships, and anything else of concern to a culture.  A worldview works 

much the same way as a recipe for a cake.  If you change one ingredient, you 

change the cake.  If you change several ingredients, you have a vastly different 

cake.  The Christian faith represents one such element of a worldview that may 

dramatically change a culture.  (p. 83) 
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Since a worldview refers to the framework of ideas, values, and beliefs, by which an 

individual, group, or culture interprets and interacts with the world, it is necessary to 

examine the basic frameworks of a Christian worldview to better understand its influence 

in education.  Certainly, different denominations of Christianity have varying 

worldviews.  There are slight varieties of particulars, such as the interpretation of 

scriptures, within a Christian worldview; however, there are thematic elements 

considered essential and common by Christian thinkers.  In defining a Christian 

worldview, the researcher has chosen to frame the study through the theoretical 

frameworks of evangelical Christian scholars such as Arthur Holmes, J. P. Moreland, 

David Dockery, David Naugle, and other contemporary Christian scholars.   

 Christian Reformers often cite John Calvin, from whom the fundaments of 

Calvinism were established, as one of the forefathers of the Christian worldview.  

Hexham (2004) writes that distinctions of Calvin’s teaching include a focus on the 

supremacy of God, the total depravity of man, the redemption of Jesus Christ, and the 

centrality of God’s glory.  According to Naugle (2002), Calvin cultivated a framework 

for orderly Christian thinking that is analogous with the Christian worldview.  Calvin, 

like Martin Luther before him, believed the Christian life should not be relegated to 

religion but instead it should be integrated into all spheres of life: education, politics, 

economics, vocations, and so forth (Gutek, 2004).  The works of Calvin, particularly the 

Institutes of the Christian Religion, became a cornerstone in Christian thinking, 

principally amongst Protestant, evangelical thinkers (Gutek, 2004).   

 In addition to John Calvin, Naugle (2002) credits Scottish minister James Orr and 

Dutch Calvinist theologian Abraham Kuyper as pioneers in Christian worldview 
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thinking.  In a series of lectures delivered in 1891, Orr (2001) addressed what constitutes 

a Christian worldview in his book A Christian View of God and the World.  He stated that 

there is a distinctive Christian view of things that has a character, coherence, and unity of 

its own.  This view of the world stands in stark contrast to perspectives and theories that 

oppose biblical revelation.  Orr (2001) maintains,  

A Christian worldview has the stamp of reason and reality and can stand both 

history and experience.  This holistic approach offers a stability of thought, a 

unity of comprehensive insight that bears not only on the religious sphere but on 

the whole of thought.  (p.151) 

 

Accordingly, a Christian worldview is not based on various types of truth.  It is revealed 

through scripture, history, and experience.  It is not dependent upon philosophical, 

supernatural, or scientific principles.  Instead, a Christian worldview shapes our 

understanding of the philosophical, supernatural, and scientific.  This worldview shapes 

the way Christians see all of life’s spheres—religion, social sciences, education, law, 

history, healthcare, the arts, the humanities, and so forth.  Thus, the Christian worldview 

is not one among other worldviews a person might hold; rather, it is the central one 

through which someone interprets everything else (Orr, 2001).   

In an inaugural address at Free University Abraham Kuyper delivered his often 

quoted line, “There is not one square inch in the whole domain of our human existence 

over which Christ, who is sovereign over all, does not cry ‘this is mine!’” (as cited in 

Naugle, 2002, p. 21).  Naugle (2002) claims what Kuyper contributed to the concept of 

Christian worldview thinking is a deeper understanding of God’s dominion over all 

aspects of living.  Additionally, Kuyper emphasized both obedience and disobedience to 

God is closely bound and stem directly from our understanding of and relationship with 

God.  Naugle (2002) also notes Kuyper was one of the first Protestant theologians to 
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teach Christian worldview thinking as a means of spiritual warfare against other modes of 

thinking, such as modernity.   

 

Finding Common Ground on Christian Worldview  

Dockery (2012) suggests Christians find common worldview ground on the 

Apostles’ Creed, which is a confessional framework for addressing life’s big questions.  

He holds that doing so will speak to the following: “Where did we come from?  Who are 

we?  What has gone wrong with the world?  What solution can be offered to deal with 

these challenges?” (p. 17).  Similarly, Poe (2012) believes the Christian worldview is 

contingent upon our understanding of three core biblical teachings: creation, fall, and 

redemption.  The Hebrew word shalom, meaning peace, paints the backdrop for Genesis 

1 and 2, a narrative of God’s perfect, peaceful creation.  The beginning of the Bible tells 

the story of the beginning of creation: the world was made peaceful, for human 

flourishing, and for kinship with God.  But Adam and Eve rejected God’s rule over them, 

and their rebellious choices led to the fall of all humanity.  This fall all resulted in a 

separation or spiritual death from communion with God.  The rest of scripture is a grand 

narrative of God redeeming mankind.  In the Old Testament God bestows redemption 

through sacrificial offers, and in the New Testament God offers redemption through the 

death of his son, Jesus Christ.  Theologian and preacher Timothy Keller (2013) offers a 

fourth facet to the Christian worldview; he contends the concept of restoration is 

essential for a holistic Christian perspective.  The restoration principle assures mankind 

that it is not God’s intention to leave the world in the chaos that man created.  Rather, He 

is working to restore “on earth as it is in Heaven” (Matthew 6:10, NIV).   
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Keller (2013), Poe (2012), and Dockery (2012) suggest a confessional framework, 

one in which educators and students recognize the weight of their fallen nature and their 

need for a savior, is the touchstone of a Christian worldview.  This touchstone is the 

single most influential element for understanding a Christian perspective in higher 

education.  This worldview offers a plan and purpose for the world, helping to shape our 

identity (Dockery, 2012).  Developing a Christian worldview provides a coherent way of 

seeing life.  It is, however, an ever-advancing and individualistic process for educators 

and for the students they teach.  The process involves a theological understanding of who 

God is, His purpose for life, and deep convictions about His truth.  It is a disciplined, 

vigorous, and unending process that shapes the way Christians consider themselves in 

relation to culture and culture in relation to themselves.  Moreland and Craig (2003) write 

that life uncertainties, such as fear about the future, suffering, diseases, poverty, and evil, 

are informed by a Christian worldview because it is grounded in the redemptive work of 

Christ and the glory of God.  As opposed to other nihilistic worldviews, a Christian 

worldview offers purpose and meaning to life and learning.  Walsh and Middleton (1984) 

hold that a Christian worldview provides answers to life’s four most important questions: 

Who are we?  Where are we?  What’s wrong?  What’s the remedy?  For this reason, they 

write that they “long to see Christianity penetrate the structure of society, reforming and 

remolding our culture from scholarship in the university, to politics, to business, to family 

life, the Christian vision can transform our world” (Walsh & Middleton, 1984, p. 35).  

Yet, even Nicholas Wolterstroff notes in his foreword to Walsh and Middleton (1984) 

that the Christian worldview has failed to be influential, at least by enlarge, in spite of the 

number of Americans who count themselves as Christians.  Wolterstroff believes this is 
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because Christians fail to understand the “radical comprehensiveness of the biblical 

worldview” (as cited in Walsh & Middleton, 1984, p. 10).  For this reason, Christians 

have not been very effective in transforming culture or any of its spheres, such as 

education, with a biblical worldview. 

 

Competing Worldviews 

Albert Mohler (2009) asserts that American Christianity is being suffused with 

other competing and often contradictory spiritual beliefs, which has given way to a 

postmodern, post-Christian era much like what Europe experienced in the after mass of 

The Second World War.  Christian thinkers and educators recognize that truth in a 

postmodern culture is being rejected.  Certainly, society’s opposition to biblical truths is 

not a new notion.  One of the oldest theological questions with which humanity has 

struggled is the origin of evil, as St. Augustine asks repeatedly in his book Confessions 

(as cited in Mohler, 2009).  As far back as Socrates, a worldview devoid of biblical 

teaching holds that man is basically good, but he does evil out of ignorance.  In this 

worldview, education is the savior of man; if only men were enlightened, they would do 

no evil.  Wilson (2003) notes that the humanistic faith holds that man does evil because 

he is untaught; if he were taught more effectively then he would ultimately become a 

better, more right-doing human being.  It is not difficult to understand how contemporary 

progressive education caters to a humanistic approach to education.  Accordingly, if 

schools were only better funded, teachers better trained, and curricula more enlightening, 

then students would be more successful; surely, education would redeem their innate 

goodness.  The Christian perspective, however, does not find ultimate goodness in man 
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but in God.  Scripture teaches that man is a sinner—born fallen and prone to rebel, and he 

can find salvation only in Jesus Christ.   

Without a religious worldview, many of the critical thinking skills necessary to 

make judgments about the world will be lost to educators, and as a result, will also be lost 

to their students.  Educators might contend that teaching without a worldview that 

encompasses religion is possible, but Nord (2010) disagrees: 

Certainly, most educators don’t think they have a worldview problem.  No doubt 

they encourage critical thinking and it is true that students are exposed to 

somewhat different conceptual nets in their courses in literature, history, and 

science. . . .  But the disciplines of humanities and science are alike in employing 

secular methodologies, secular ways of interpreting their subject matters, that 

allow no conceptual room for religious ways of making sense of the world but are 

taken to define what is reasonable.  The cumulative effect of these secular 

interpretations in all disciplines—this serial socialization—approximates 

indoctrination.  (p. 103) 

 

The problem with some teachers’ attempts to include faith in education is that the 

framework, or worldview, often takes place under the guise of religion but is in actuality 

a form of relativism.  Relativism is a philosophy that holds people cannot know or obtain 

absolute truth.  Values and truths are subjective to one’s perspective.  The term relativism 

is often used to refer to the context of moral principal, “where a relativistic mode of 

thought, principles, and ethics are regarded as applicable in only limited context” 

(Baghramian, 2004, p. 16).  Its influence on postmodern thought is easily seen in the 

works of philosophers and theorists such as Michel Foucault, Max Strirner, and Friedrich 

Nietzsche.  The result of relativism in education is often hermeneutical suspicion towards 

claims of truth or objectivity, and as a result, there is little room for faith or religion to 

inform learning.  Still, most educators reject postmodernism as an exclusively sufficient 

worldview to learning, believing instead that conceptual frameworks are needed to 
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understand truth.  Although the relativist worldview is generally thought an insufficient 

means to truth, educators erroneously lean on secularism.  As Nord (2010) argues, 

educators have an obligation to explore religious worldviews and the implications of faith 

and learning.  Similarly, Dockery (2012) asserts that those who have been called to serve 

as Christian educators, particularly in private spheres, have been given the responsibility 

to not only think deeply about how the Christian faith influences academies and 

campuses but also how faith influences life and culture. 

 

The Christian Worldview and Higher Education 

What makes a Christian approach to higher education different from a secular 

approach is the value placed on the teachings of Jesus Christ.  Personal and spiritual 

formation is at the heart of this education process.  A Christian approach to learning aims 

to shape the commitments, convictions, perspectives, and assumptions that people have 

about life and what it means to be a follower of Jesus Christ.  This can only be done in 

the context of a Christian community.  In order to teach from a Christian faith 

perspective, a person must understand the Christian faith.  Harry Lee Poe (2012), 

professor at Union University, emphasizes how people understand their faith in Jesus 

Christ will influence, if not determine, how they approach every other issue in life, 

including higher education.  In regards to integrating a Christian worldview in education, 

Christian educators caution against adding it as a supplement of sorts to a secular 

curriculum.  For example, Doug Wilson (2003), a pioneer of Classical Christian schools 

in America, asserts, “The Christian faith is not a condiment to be used to flavor the 

neutral substance of secular knowledge” (p. 38).  When Christianity is included as a 

condiment rather than the key ingredient it fails to become the foundation and purpose for 
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learning.  In other words, integrating a Christian worldview requires educators to 

prioritize seeking truth above all other subordinate pursuits.  Dockery (2012) offers six 

points for what constitutes Christian thinking, or a Christian worldview, in his 

introduction to Faith and Learning: A Handbook for Christian Higher Education: 1) 

Intentional Christian thinking is derived from the unifying principle that God is Creator 

and Redeemer.  2) Christian thinking seeks answers through curious explanation and 

serious wrestling with fundamental questions of human existence.  3) It aspires to be 

internally consistent and flows from a coherent and comprehensive way of seeing the 

world.  4) Christian thinking recognizes ambiguities between forces of light and 

darkness; it recognizes that human thinking is limited.  This does not negate scripture’s 

truth or God’s holiness; instead, it highlights man’s dependence on scripture and the 

Christian tradition for understanding.  5) Most pertinent to this study, Dockery (2012) 

suggests a Christian worldview is aware of contemporary cultural, social, and religious 

trends.  6) Lastly, and ultimately, Christian thinking in higher education comes from a 

place of sphere sovereignty.  In other words, Christian educators recognize God’s 

sovereignty—creation and redemption—in all areas of study: the arts, science, 

humanities, education, business, history, and so forth. 

 

Christian Educators versus Educators Who Are Christians 

There is a distinction between Christians in education and Christian education.  

About this Arthur Holmes (1975) states, “what we need is not Christians who are also 

scholars but Christian scholars, not Christianity alongside education but Christian 

education” (p. 7).  Kenneth G. Elzinga, Professor of Economics at the University of 

Virginia, also addresses this distinction.  According to Elzinga (2011), Christian 
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educators fall into one of two categories.  The first, Privatizers, do not see their faith as 

part of their pedagogy.  They identify first and foremost with their discipline.  Privatizers 

place the secular and the sacred into separate dichotomies; they operate under the 

philosophy that they are Christians in education, but their faith is disconnected from their 

work.  Elzinga (2011) calls the second category Evangelical.  Evangelicals are 

internationalist; they seek to integrate their faith and worldview both conceptually and 

personally.  Not only do they ascribe to the cardinal beliefs of the Christian church, but 

they believe the quest for truth, or education, begins and ends with Jesus (Elzinga, 2011).  

Evangelicals integrate faith and learning in a way that resonates with Abraham Kuyper’s 

statement, “There is not one square inch in the whole domain of our human existence 

over which Christ, who is sovereign over all, does not cry ‘this is mine!’” (as cited in 

Naugle, 2002, p. 21).  In brief, Elzinga categorizes Privatizers as Christians who 

approach education separate from their faith and Evangelicals as Christians who integrate 

faith and education. 

 

Criteria for Christian Universities 

There are three themes that emerge in the literature as essential qualifiers for 

Christian universities.  First, it is necessary for Christian universities to define how and 

why faith is incorporated.  Mission statements and core tenets often reflect the 

university’s purpose.  Second, although students may have varying faith systems, 

Christian universities typically hire distinctly Christian faculty members.  Elzinga (2011) 

asserts that faculty members at Christian universities should be able to claim belief in the 

Nicene or Apostles Creed without crossing their fingers; in other words, faculty members 

should be followers of Jesus.  Third, Christian education should allow students to test 
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their faith in light of learning.  Elzinga believes that if Christianity is true, then any 

Doubting Thomas should be able to challenge life’s big questions.  

 

What is Faith and Learning? 

 Integrating faith and learning begins first with an understanding of the Christian 

worldview and second with an understanding of what it means to integrate that 

worldview into our classrooms.  The word integrate, according to Merriam Webster’s 

online dictionary, means to “form or blend into a whole . . . to unite.”  Even in the most 

diverse educational settings, students and educators seek to find unity and commonality 

amongst disconnect and diversity.  According to Beckwith and Moreland (2009), for 

Christians there are two kinds of integration: conceptual and personal.  In conceptual 

integration, they explain, “our theological beliefs, especially those derived from careful 

study of the Bible, are blended and unified with important, reasonable ideas from our 

profession or college major into a coherent, intellectually satisfying Christian worldview” 

(Beckwith & Mooreland, 2009, p. 9).  With conceptual integration, Christian educators 

work to prove that scripture is not in conflict with whatever truths are found outside of 

the Bible; they work to show how the two complement one another.  With personal 

integration, Christians strive to live a unified life in which their public life reflects their 

private life (Beckwith & Mooreland, 2009).  In other words, Christians strive to live and 

model Biblical teachings both at work and at home.  The two types of integration are not 

mutually exclusive but rather deeply intertwined.  Most importantly, the authenticity of a 

Christian’s conceptual and personal integration is a witness to his or her faith, but the 

authenticity of integration also establishes the foundation of a Christian’s worldview.  

Packer and Oden (2004) acknowledge a Trinitarian nature to Christian thinking.  They 
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note that the Christian faith recognizes the initiative of the Creator in revealing himself to 

man; the nature of Christ in redeeming man from his sins; the Holy Spirit in regenerating 

man’s thinking and living.  According to Packer and Oden (2004), Christian educators 

need foremost to live and think according to the Trinitarian nature of God as revealed in 

scripture. 

 

Why Integrate Faith and Learning? 

 Beckwith and Moreland (2009) offer seven reasons why integrating faith 

conceptually and personally matter.  First and foremost, Christians believe the Bible’s 

teaching to be true and an informant for living and learning.  If the Bible offers reliable 

insight on a topic, scripture is then an incredibly rich resource, and it would therefore be 

irresponsible to ignore an important source of relevant information.  Beckwith and 

Moreland (2009) argue that if Christians, especially those in academia, claim that 

Christian views are true, they need to support their beliefs with other reliable sources.  

“In short,” they write, “we must integrate Christianity and our major vocation” if 

Christians are to bring validity to how a biblically informed worldview influences life 

and learning (Beckwith & Moreland, 2009, p. 10).  Dockery (2012) also comments on the 

idea of living an integrated life and vocation when he writes that Christian thinking calls 

for us to bring the Christian faith to bear upon our study and our research within our 

various disciplines.  Integrating faith in our teaching, he contends,  

simultaneously affirms our love for God and our love for study, the place of 

devotion and the place of research, the priority of affirming and passing on the 

great Christian traditions and the significance of honest exploration, reflection, 

and intellectual inquiry.  (Dockery, 2012, p. 6) 
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A deep, intellectual approach to understanding biblical scripture is considered a 

theological approach to knowing God.  Theology is relevant to Christian educators in that 

it informs both teacher and student on how to live and learn.  A theological understanding 

of scripture affirms God’s call to know him intellectually so that Christians might 

recognize Him in spirit and in truth.  Moreover, it is vitally important to study theology 

so that Christian educators have a touchstone for truth, and this touchstone allows them to 

engage in antithetical academic conversations while maintaining their tether to a biblical 

foundation.  Several Christian scholars affirm that faith and research in higher education 

have a contentious relationship; however, they also agree that this does not mean these 

matters are contradictory.  George Marsden (1998), for example, writes extensively in 

The Outrageous Idea of Christian Scholarship, for a renewed authenticity to faith-based 

research in secular academies.  Marsden (1998), like Dockery (2012), believes that 

integrating theologically informed scripture in academic pursuits recovers a true 

understanding of humanity, man’s purpose, and the weight of glory. 

 A second reason for integrating faith is that it is essential to the Christian 

discipleship.  The religious life should not be lived as a sacred experience on Sundays 

and a secular experience the rest of the week (Beckwith & Moreland, 2009).  For this 

reason, there should be no separation in our character and behavior in any of our spheres 

of life.  For the sake of the Christian witness, others should see an integrated life.  

Additionally, Disciples of Christ do not merely have a career, they write; instead, 

Christians hold vocations.  The word vocation is derived from the Latin word “vocare,” 

which means “to call” (Beckwith & Moreland, 2009, p. 12).  Christian educators should 

feel called to their vocation and in their vocation ask the question: “How would Jesus 
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approach the task of being a history teacher, chemist, athletic director, a mathematician” 

and so forth? (Beckwith & Moreland, 2009, p. 12).  Christian educators understand that 

Jesus lived an integrated life of teaching and discipleship.  All Jesus did and said was 

purposed to teach and disciple others so that they might know truth better.  Even 

philosophers, such as Socrates, Plato, and Aristotle, recognized that a life lived in 

discipleship was the best way to achieve goodness, beauty, and truth.  Christianity, too, 

models that the best method for achieving wisdom is through the obedience and 

dedication of a sage to his tutor.   

 A third argument for integrating faith, or the Christian worldview, and learning is 

founded on the Bible’s emphasis on the importance of the mind.  Scripture teaches that 

God desires complete obedience of our heart, souls, and minds (Luke 10:27, NIV).  There 

is emphasis on allowing God to renew our minds (Romans 12:1-2); believers are asked to 

love the Lord our God with an intellectual love (Matthew 22:37-38); they are also called 

to give an account of their faith and what they believe (1 Peter 3:15).  It is clear from 

reading scripture that God values the intellectual life just as much as the spiritual life; in 

fact, the two are often discussed together because spiritual and intellectual growth is 

integrated.  Dockery (2012) reminds Christian educators that thinking Christianly does 

not always come naturally or easily; rather, it is a discipline of the heart and mind.  

Christians called to teaching are called to think deeply about how God relates to our 

specific disciplines.  Dockery (2012) believes serious Christian thinking is needed to help 

interpret an ever-changing culture.  Accordingly, this means being able to think from a 

distinctly Christian vantage point; it means thinking as Christ would (Dockery, 2012).  

An intellectual understanding of God’s truths also allows believers to more clearly 
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understand truths revealed outside of scripture.  Beckwith and Moreland (2009) note that 

God has revealed himself on a number of topics, and Christians understand the value of 

seeking truth directly and indirectly from the Bible.  Christians have known throughout 

history that common sense, logic, mathematics, the humanities, and the arts, all contain 

important truths relevant to the development of a Christian worldview (Beckwith & 

Moreland, 2009). 

 Beckwith and Moreland (2009) offer a fourth reason for why faith should be 

integrated with learning.  They contend that neglecting to integrate the two results in an 

erroneous division between the sacred and the secular.  Many educators falsely approach 

faith and reason as binaries or treat the two as independent.  The Bible, by contrast, 

presents faith as necessary for reason, and likewise, reason is necessary for faith.  For 

instance, Romans 12:1-2 challenges Christians to offer themselves as holy, spiritual, and 

living sacrifices so that they might experience a renewal of the mind; it is then that 

Christians will be able to test what is good and pleasing to God.  Many Christians come 

to faith because they have reasoned its truth.  To expound on the claim that faith and 

reason are intertwined and not interdependent, Beckwith and Moreland (2009) write,  

We should have solid evidence that our understanding of a biblical passage is 

correct before we go to apply it.  We bring knowledge claims from scripture and 

theology to the task of integration; we do not employ mere beliefs or faith 

postulates.  (p. 15) 

 

Within the Christian tradition, throughout history and cultures, there are patterns of 

Christian truth.  These patterns inform and shape Christian thinking and bridge gaps 

between sacred and secular truths.  Dockery (2012) writes,  

Today we would suggest that the pattern of Christian truth, drawn from teachings 

of Christ and the apostles, lies at the heart of Christian intellectualism. . . .  

Certainly we all learn apart from the Christian intellectual tradition, apart from the 
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vantage point of faith.  But we cannot connect various aspects of knowledge into 

a unified whole, we cannot fully understand the grand metanarrative, we cannot 

truly grasp how to explore and engage the issues in education, history, science, 

business, and healthcare apart from an integrated approach to learning.  (p. 8) 

 

Because faith and reason are deeply connected, educators and students should learn in 

light of biblical teachings.  Unfortunately, a secular verses sacred dichotomy has emerged 

and separated our understanding of how faith informs all that we do and all that we are.  

To study, to learn apart from an integrated approach not only creates a wider chasm 

between the sacred and the secular, but it also renders students’ perspectives insufficient 

and incomplete.  Followers of Christ echo Abraham Kuyper’s assertion that there is not 

one inch of the earth that does not belong to God (Dockery, 2012).  It is in this thinking 

that the Christian faith has relevance in all spheres of life.  The Christian worldview, 

however, has been privatized, and this withdrawal from public spheres hinders one’s 

ability to think Christianly across what is predominately viewed as secular thought.  The 

chasm that exists between what is often interpreted as biblical and what is considered 

worldly is, in many cases, false.  In his book On Christian Doctrine, Saint Augustine 

(A.D. 397) in the fifth century is often credited as the first postapostolic theologian to pen 

the conception that wherever one can find truth, it is the Lord’s—no matter if truth is 

sacred or secular. 

 The Bible places great emphasis on the mind, as noted in reasons three and four 

for the value of integrating faith and learning.  Beckwith and Moreland (2009) argue a 

fifth reason for why the mind matters: the nature of spiritual warfare necessitates 

integration.  Spiritual warfare is commonly understood as a conflict between disembodied 

spiritual beings—humans against demons, angels against demons, God against Satan, for 

example.  A spiritual battle between disembodied good and evil beings is only part of a 



 

85 

holistic understanding of spiritual warfare.  What is often overlooked is the conflict 

between people is the form of clashing ideas (Beckwith & Moreland, 2009).   

This conflict is about control, and persons control others by getting them to accept 

certain beliefs and emotions as correct, good, and proper.  This is precisely how 

the devil works to destroy human beings and thwart God’s work in history, 

namely by influencing the idea structures in culture.  (Beckwith & Moreland, 

2009, p. 17) 

 

In other words, Christians believe a good and perfect God (James 1:17, NIV) is 

constantly in battle with a destructive, evil enemy (John 10:10, NIV); this battle of good 

and evil can be fought only with spiritual armor (Eph. 6:10-18, NIV).  The battle, 

however, also takes place between mankind, and it engages the control of ideologies.  

The Apostle Paul addresses this sort of spiritual warfare of the mind: 

For though we live in the world, we do not wage war as the world does, the 

weapons we fight with are not weapons of the world.  On the contrary, they have 

the divine power to demolish strongholds.  We demolish arguments and every 

pretension that sets itself up against the knowledge of God, and we take captive 

every thought to make it obedient to Christ.  (2 Cor, 10:3-5, NIV) 

 

Paul explains that spiritual warfare is often a battle of the mind, and Christians are 

equipped to fight these battles with the weapons of biblical truth and reason.  Classrooms 

are the epicenter of learning, and they are also battlegrounds of opposing ideas.  When 

teachers model for students the discipline of examining worldly truths in light of biblical 

truths, they not only close the chasm between the sacred and secular but also provide 

students a touchstone for truth.  Integrating a Christian worldview, or faith, and learning 

prepares students to wage spiritual warfare against false ideas.   

A sixth reason for integrating faith and learning is that integration is an act of 

discipline that yields spiritual and moral formation (Beckwith & Moreland, 2009).  To 

this end, spiritual formation focuses equally on a spiritual renewing of the mind as it does 
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a renewing of the spirit.  In this facet of integration, priority is placed on how belief 

structures form and transform our character.  This aspect of integration emphasizes 

plausibility structures, entertaining what might be possible, what might be true (Beckwith 

& Moreland, 2009).  A person’s plausibility structure is based largely on his or her 

worldview; it is the set of ideas a person is or is not willing to accept as true.  For 

example, Beckwith and Moreland (2009) suggest few people are willing to attend a 

lecture defending a flat earth because that idea is not plausible; it has been disproven for 

hundreds of years, and, therefore, is not part of most people’s plausibility structure.  

“Individuals will never be able to change their lives if they cannot entertain the beliefs 

needed to bring about that change” (Beckwith & Moreland, 2009, p. 18).  Applied to the 

Christian faith, if education excludes biblical claims as true, those claims cease to 

become part of people’s plausibility structures.  Christian theologian J. Gresham writes 

this about the danger of omitting Christian faith-based beliefs from public conversations: 

False ideas are the greatest obstacles to the reception of the gospel.  We may 

preach with all the fervor of a reformer and yet succeed only in winning a 

straggler here and there, if we permit the whole collective thought of the nation or 

the world to be controlled by ideas which, by the resistless force of logic, prevent 

Christianity from being regarded as anything more than a harmless delusion.  (as 

cited in Machen, 1912, p. 162) 

 

Faith and learning integration is crucial to spiritual formation because it creates a 

plausibility structure in a person’s mind, or as Machen (1912) writes, “it creates 

favourable conditions,” so Christian ideas can be entertained as possible (p.162).   

 Faith integration not only creates space for spiritual plausibility structures but also 

for moral or spiritual growth.  Education is arguably more than simply passing on content 

from one generation to the next or teaching students to think critically.  Education is also 

the shaping of morality.  Martin Luther King, Jr. (1947) put it this way,  
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The function of education, therefore, is to teach one to think intensively and 

critically.  But education which stops with efficiency may prove the greatest 

menace to society.  The most dangerous criminal may be gifted with reason but 

with no morals.  (p. 10) 

 

It is difficult for any educator to argue against an education that models ethics, morality, 

and character; of course, the question is: whose values should be integrated into K-12 and 

postsecondary classrooms?  Christian schools and colleges, in particular, have a unique 

opportunity to engage an approach to learning that employs a Christian worldview.  

Christian educators, Dockery (2012) emphasizes, develop and construct a way of seeing 

the world.  It is through this lens that we “see, learn, and interpret life from the vantage 

point of God’s revelation” (Dockery, 2012, p. 5).  Christians are commissioned to not 

only be hearers of the word but also doers (James 1:22).  Therefore, to the extent 

educators succeed in putting these things into practice and in guiding students in 

integrating faith and learning, they will succeed in the intellectual, moral, and character 

development of students.   

If as educators we want our students to love our neighbors, care for the orphans 

and widows, build bridges between differences, and work toward a biblically restorative 

world, then we must teach our students see life and learning through such a lens.  About 

this, Dockery (2012) argues Christian character points to ethics.   

Certainly it is possible to act one way and to think another, but it is not possible to 

do so for long, for even the biblical writer has admonished us in Proverbs 23:7, 

“As [a person] thinks in his heart, so is he.”  (p. 21) 

 

It is vital Christian educators teach and model an integrated approach to living 

and learning because approaching life through this framework not only shapes personal 

ethics but also brings glory to God.  Magnuson (2012) summarizes the importance of 

Christian moral reasoning when he writes, “Put simply, Christian moral reasoning is the 



 

88 

task of discerning who we ought to be, what we ought to pursue, and how we ought to 

think and act, individually and collectively as human beings” (p. 51).  Christian moral 

reasoning involves a distinct way of learning and living, and Christian educators contend 

that how well students reason is directly correlated to how well educators integrate faith.   

 Lastly, integration defends the Christian worldview against false worldviews in a 

postmodern crisis of truth (Beckwith & Moreland, 2009).  A commitment to faith and 

learning integration provides both teacher and student with a means of seeing, 

contemplating, and engaging God’s word from a wide range of ideas.  Undoubtedly, there 

are competing claims between Christian and non-Christian worldviews, and it is 

important for Believers to both acknowledge and defend opposing thought.  When a 

Christian worldview is integrated with learning, this approach to education provides hope 

for restoring the endangered virtues of kindness, humility, love, grace, truth, beauty, 

justice, goodness, honor, and purity (Dockery, 2012).  A Christian approach to thinking 

and learning defends God’s truth across all spheres of life.  Even 400 years ago, Martin 

Luther maintained,  

If I profess with the loudest voice and clearest expression every portion of the 

truth of God except precisely that little point which the world and the devil are at 

that moment attacking, I am not confessing Christ, however boldly I may be 

professing Christ.  Where the battle rages, there the loyalty of the soldier is 

proved, and to be steady on all the battlefield besides, is mere flight and disgrace, 

if he flinches at that point.  (as cited in Schaeffer, 1984, p. 50) 

 

Christians hold that Christianity is both a knowledge and faith tradition, and the Old and 

New Testament teachings of Jesus provide empirical, moral, and religious evidence.  For 

this reason, Christians should seek to integrate a biblical worldview across what 

Beckwith and Moreland (2009) consider a three-way worldview struggle in academia: 

monotheism, postmodernism, and scientific naturalism.  Christian educators maintain that 
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our worldview should be redeemed and renewed by God.  They propose that a Christian 

worldview is shaped by God’s revelation and helps students see the world as God does.  

To defend against competing worldviews, Dockery (2012) writes,  

We need to learn to approach subject matter with more than what is often called 

“neutrality.”  We need an effective response to secularized thinking, one that 

questions the Enlightenment ideal of autonomous reason and recalls Augustine’s 

model of faith seeking understanding, recognizing that wherever we may find 

truth, it is the Lord’s.  (p. 5) 

 

 

How to Integrate Faith and Learning? 

Christian scholars have little trouble articulating what constitutes a Christian 

worldview or why it should be integrated in student learning; where there appears to be a 

lack of literature available is on the subject of how to integrate faith and learning.  On 

Christian thinking Eliot (1940) said, “To make men and women pious Christians: a 

system which aimed too rigidly at this end alone would become only obscurantist.  We 

must primarily teach people to be able to think in Christian categories” (p. 22).  A 

learning structure that fashions students into obedient, moral beings falls short of the goal 

of Christian education.  An integrated approach to learning should, foremost, equip 

learners to think Christianly about all facets of life and learning.  Those committed to the 

faith and learning paradigm seek knowledge not simply for their own edification but for 

the edification of others.  A faith integrated approach to learning is distinctly different 

from other approaches to learning in that it does not seek edification as its absolute, 

highest achievement; instead, an integrated approach to learning acknowledges God as 

Creator and giver of both life and learning.  A faith and learning approach to education 

also recognizes that Jesus’s Great Commandment to “love the Lord your God with all 

your heart, soul, and mind” is purposed for personal edification and God-worshipping 
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glorification (Matthew 22:36-40).  A distinctively Christian approach to learning involves 

the whole of one’s humanity.  Just as the Great Commandment asks of us, we are to 

submit our minds, emotions, and will to God’s will.  It is through this framework of 

edification and glorification that a Christian worldview approaches teaching, learning, 

and addressing the needs of contemporary classrooms.  Again, Christian educators tend to 

agree in terms of defining a biblical worldview or affirming its place in education, but 

there is less unity amongst these professionals about how to integrate faith in higher 

education.  Even less literature exists for integrating faith in public classrooms.   

Perhaps it can be debated that faith integration cannot be reduced to a 

methodology, that integrating a Christian worldview is more conceptual than procedural.  

This would certainly explain the lack of procedural information available to educators 

looking for a step by step integration plan.  Still, a handful of scholars offer practical 

suggestions for incorporating a faith and learning approach.  For example, Gene Fant 

(2012), Dean of Arts and Sciences at Union University, suggests faith is best integrated in 

a concise, core curriculum taken by university students.  He warns it is a disservice to 

students to approach higher education as an intellectual buffet, whereby students consume 

classes at will and by preference.  This approach, he writes, lacks cohesion and unity.  He 

also cautions against the modern trend in universities to structure degrees that cater 

specifically to one vocation, as this approach is contradictory to the purpose of education.  

For centuries, Fant (2012) argues, education was intended to be a formative process.  

“The goal was always education for the sake of education.  The fruit of such labor was 

the students themselves: thinking persons in procession of high-level skill sets.  

Education produced abilities, not merely credentials for professional fields or the 
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workforce” (p. 28).  This approach to education, he continues, developed students’ minds 

and souls; the two were never detached, and as a result, it cultivated their moral and 

spiritual development. 

Universities face challenges that make incorporating a core curriculum difficult.  

Fant (2012) acknowledges that universities encounter opposition to incorporating faith 

through the implementation of a core curriculum.  Large research institutions rarely ask 

tenured professors to teach first and second year courses.  Often courses considered 

common degree requirements are taught by graduate students, which can result in a loss 

of faculty ownership of these courses at the university level.  Additionally, large class 

sizes can be an issue in common degree required courses, which makes it virtually 

impossible for students to engage their professor at a personal level.  Nontraditional 

colleges such as for profit or vocational institutions often lack core requirements.  Often, 

the primary emphasis of these universities is to prepare students for a specific vocation.  

At large and small, at public and private universities, general education courses tend to 

lack a philosophical framework for study, and students rarely understand the rationale for 

the course (Fant, 2012).   

Although there are challenges in incorporating faith into the curriculum, Fant 

(2012) maintains Christian universities are in a unique position and have a responsibility 

to carry the mantra of faith and learning.  Christian colleges and universities profess in 

mission statements and creeds that a Christian worldview and its full integration is at the 

heart of its purpose.  Fant (2012) affirms that a coherent integration framework should be 

at the highest order for these institutions.  A Christian understanding the truth, he writes,  

is rooted in the idea of the essential lordship of Christ over all creation, including 

the world of ideas.  As core courses explore their various disciplines and 
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approaches to the world of knowledge, students have a unique opportunity to see 

both the expansiveness of the Christian intellectual tradition and the biblical and 

historical principles that have influenced culture and life as a whole.  (Fant, 2012, 

p. 31) 

 

Fant (2012) contends that a rigorous, common core curriculum provides students the 

opportunity to cultivate the mind in unison with the soul.  According to Fant (2012), the 

Christian intellectual is the application of a Christian worldview to various academic 

pursuits, and it is this application that helps educators and students alike understand the 

world and humanity’s relationship to it.  A common core curriculum method of faith 

integration, therefore, would include a full spectrum of thinkers and subjects taught in 

light of a faith-based worldview and its history.   

Arthur Holmes (1975) contributes significantly to the topic of how Christians and 

Christian colleges can authentically integrate faith and learning.  He states a Christian 

college is not simply “a good education plus biblical studies” (p. 5).  Christian education 

should not be limited to training students for church related fields.  A Christian education 

educates the whole person through a liberal arts approach.  It is not an education that 

simply prepares students for a profession; rather it equips students academically and 

spiritually for the whole of life.  The main distinctive, he writes, is that a Christian 

education “cultivates the creative and active integration of faith and learning, of faith and 

culture” (Holmes, 1975, p. 6).  Integrating faith and learning in reality is more like a 

dialogue than a blend; it appears more conversational than merged (Holmes, 1975).  Ideal 

integration should be an interaction or conversation between faith and learning rather 

than a disjunction.  A second facet to integrating faith and higher education is to discuss 

rather than dismiss opposing ideas.  When disjunction between ideas occurs, Christian 
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universities should embrace and consider the differences so as to avoid creating a chasm 

between secular and sacred thought.  For example, Holmes (1975) asserts,  

The Christian college will not settle for militant polemic against secular learning 

and science and culture, as if there were a great gulf fixed between the secular and 

the sacred.  All truth is God’s truth, no matter where it is found.  (p. 7) 

 

In fact, according to Holmes (1975), Christian colleges should encourage some of its best 

students to become Christian scholars in secular academia.  In such a setting, he believes 

the primary impact will be conjunction rather than integration.   

Third, and perhaps most significant to integrating faith and learning is for 

Christian colleges to “refuse to compartmentalize religion” (Holmes, 1975, p. 9).  

Colleges should seek to unify a Christian worldview in all disciplines of study.  An 

apologetic, or defensive approach, to faith and learning should not be the goal of 

Christian colleges, Holmes (1975) emphasizes; although a defense of faith is sometimes 

necessary, Christian education has a much higher calling than simply defense.  He writes, 

“Integration is concerned not so much with attack and defense as with the positive 

contributions of development of a Christian worldview, and with the positive contribution 

of the Christian faith to all arts and sciences” (Holmes, 1975, p. 46).  Accordingly, 

integrating faith and learning is not a defense but a contribution.  It also is not a single 

achievement but rather a continuous process that propels learners closer to a Christian 

worldview.   

 There are four approaches Christian colleges can take for integrating faith and 

learning (Holmes, 1975).  The first is an attitudinal approach.  In this approach, students, 

educators, and institutions approach learning with an attitude that takes pleasure in 

academia.  For nonbelievers, the attitude of a teacher or a student is possibly the first and 
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perhaps most significant point of contact with the Christian faith.  For this reason, 

Christians’ attitudes toward their discipline matter greatly.  Offering himself as an 

example, Holmes (1975) writes, “A positive inquiring attitude and persistent discipline of 

time and ability express the value I find in learning because of my theology and my 

Christian commitment” (p. 47).  Holmes (1975) admonishes Christians against an anti-

intellectual approach to learning because the attitudinal approach finds beauty and 

meaning in all that belongs to God.  About this he states, “The Christian believes that in 

all she does intellectually, socially, or artistically, she is handling God’s creation and that 

is sacred” (Holmes, 1975, p. 48).  The attitudinal approach to faith and learning is not just 

for Christian students and educators; it is also applicable to Christian universities.  

Holmes (1975) asserts that these colleges should cultivate an atmosphere of Christian 

learning that is evident in all facets of campus living—recruitments, admissions, 

orientation, residence halls, chapel, and of course the curriculum.  Of all these aspects, he 

maintains that faculty is the single most important catalyst for cultivating an attitude 

motivated toward Christian learning.   

 The ethical approach to integrating faith and learning is the second method 

Holmes (1975) includes in his discussion.  He writes briefly about the difference between 

facts and values.  Facts, he states, are value-neutral; values are subjective and dependent 

upon the beholder.  This approach asks educators to consider the intrinsic relationship 

between facts, which are unbiased, and values such as love, justice, and mercy.  About 

this he writes,  

It may be true that social science does not as such make Christian value 

judgments, but the Christian social scientist is still not schizophrenic.  If she is a 

Christian, her values will somehow or other show themselves, consciously or 
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unconsciously, in her work.  It had better be conscious and well reasoned, or else 

it will likely appear dishonest and confused.  (p. 51) 

 

In other words, Holmes (1975) believes Christian educators cannot place their 

professional and personal values in some sort of dichotomy; eventually, personal beliefs, 

such as faith, will become evident in our praxis.  He states that the central idea to the 

ethical approach is to focus on God’s purpose and meaning in potentially problematic 

situations or conversations.   

 The third approach Holmes (1975) offers for integrating faith and learning is the 

foundational approach.  In summary, this method pertains to the way curriculum is 

presented, more historical and less factual.  History is biased and value-laden, and the 

foundational approach argues that it is not possible to teach Western culture—be it math, 

science, literature, and so forth—without acknowledging Christianity’s influence.  

Specifically regarding history courses, Holmes (1975) writes that when history is 

presented less as factual and more as cultural and intellectual history, “it reveals the 

significance of ideas and values out of which people have acted.  It becomes a history of 

governing ideals, and it includes the creative and redemptive influence of Christianity in 

the shaping of our culture” (p. 53).  For examples on how faith has influenced intellectual 

disciplines, Holmes (1975) encourages contemporary educators to look to classic 

Christian philosophers such as Augustine, Aquinas, Descartes, and Locke, and 

Kierkegaard to name a few.  Intellectuals such as these serve as “historical samples of 

faith in creative contact with learning.  They [also] underscore the fact that God is at 

work in the history of the arts and sciences, as well as in church and the nations” (p. 54).  

That a Marxist, a Freudian, and a Christian will read and interpret the history of their 

discipline quite differently is a truth Holmes (1975) acknowledges; however, he asserts it 
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is also the responsibility of the Christian to be theologically informed in order to see his 

or her discipline through a specifically Christian worldview.   

 The fourth and final approach to faith and learning Holmes (1975) proposes is 

identified as the worldview approach.  This approach “explores the creative and 

redemptive impact of the Christian revelation on every dimension of thought and life, and 

it remains open-ended because the task is so vast that to complete it would require the 

omniscience of God” (Holmes, 1975, p. 59).  Accordingly, this approach requires an 

intelligent understanding of the Christian revelation, and it is from this framework of 

truth that inquiry grows.  Holmes (1975) suggests that the Christian worldview approach 

to learning must be at least somewhat pluralistic.  For instance, he uses the example that 

even in Reformed theology, there are bound to be different perspectives.  He emphasizes 

here the importance of intellectual freedom, even at Christian universities.  Holmes 

(1975) also states that the Christian worldview approach must be confessional.  In order 

to see through a Christian perspective, he argues, one must start with a confession of 

faith.  Holmes (1975) makes a notable, poignant distinction between theology and 

worldview not widely discussed by other Christian scholars.  He writes: 

A worldview is not the same as theology.  Christian theology is the study of the 

perspective itself as disclosed by biblical revelation.  It looks within, whereas a 

Christian worldview looks without, at life and thought in other departments and 

disciplines in order to see these other things from the standpoint of revelation and 

as an interrelated whole.  (p. 59) 

 

In his chapter “Integrating Faith and Learning,” Holmes (1975) summarizes worldview 

with four characteristics: holistic, exploratory, pluralistic, and perspectival.  Christian 

integration is ultimately concerned with a perspective that sees redemption and 

restoration in what otherwise might be considered fragmented and broken.  The goal of 
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the Christian worldview in education is to penetrate thought and study with a distinctly 

Christian perspective. 

 

Section IV: The Christian Worldview in Public K-12 Education 

Integrating a Christian worldview in both public and private learning spheres 

provides a framework for ethical, moral thinking.  Public schools struggle to implement 

moral education programs meant to address social ills.  Several Christian educators argue 

this is because moral education cannot exist without a faith-based premise; they claim 

moral education has no meaning in pluralistic and secular cultures.  This section of 

Chapter Two focuses on the importance of integrating the Christian in teacher education 

programs, especially in Christian universities, so that teacher candidates are better 

prepared to address K-12 classroom social issues with a faith-based perspective.  In this 

section, the researcher reviews what Christian educators write regarding the Christian 

worldview’s ability to impact the culture of classrooms and the whole of society.  The 

researcher, in this section, also reviews the notion of teachers as agents of change, a term 

often associated with social justice in classroom teaching. 

 

Teachers as Agents of Change 

Educators’ worldviews matter; they influence teacher praxis and classroom ethos.  

In regards to classroom teaching, the term agent of change or sometimes referred to as 

change agent, implies teachers have a role to play in effecting change in their classrooms.  

According to Iden (2000), teachers must first realize their human agency, which he 

explains as their realized capacity to act upon the world purposely and reflectively.  

Agent of change is often discussed in conjunction with social justice in education because 
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agency is defined as “individuals or groups reflecting, acting, modifying, and giving 

significance to the teaching of science in purposeful ways, with the aim of empowering 

and transforming themselves and/or the conditions of their lives, students and others” 

(Iden, 2000, p. 23).  Thus agency is action-oriented.  Several educators argue that 

creating agents of change begins with teacher candidate preparation.  Darling-Hammond 

(1998) discusses how in response to the issues facing teacher education, researchers, 

practitioners, and policymakers across the United States are designing and implementing 

numerous strategies to socialize preservice students in purposeful and positive ways.  At 

the same time, Fullan (1993) maintains that teacher candidate programs need to evaluate 

their moral purpose; establishing the moral purpose of teaching and teacher education 

means reconceptualizing and highlighting it in the reform efforts of preservice education 

in the United States.  Yero (2010) suggests, in Teaching in Mind: How Teacher Thinking 

Shapes Education, that our fundamental beliefs about teaching and learning affect our 

professional work as educators.  She concludes that teacher beliefs and attitudes lie at the 

heart of success or failure in the classroom, and that teacher self-awareness can open up 

new possibilities.  About this she writes, “It is what teachers think, what teachers believe, 

and what teachers do that ultimately shapes the classroom” (p. 4).  Essentially, Yero’s 

(2010) premise is that teacher belief systems strongly influence student development.  

According to Barna Group (2009a), about half of all adults (54%) claim that they make 

their moral choices on the basis of specific principles or standards in which they believe.  

Other common means of making moral choices include doing what feels right or 

comfortable (24%), doing whatever makes the most people happy or causes the least 

conflict (9%), and pursuing whatever produces the most positive outcomes for the person 
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(7%).  Given that the Christian worldview strongly influences Christian educators’ 

praxis, it is necessary to consider how and whether this worldview prepares teacher 

candidates to become agents of change in their classrooms. 

 

The Christian Worldview and Teacher Candidates 

James Bryant Conant, former president of Harvard University, conducted a study 

on the nature of how teacher candidates are educated, trained, and certified in 1964.  

What Conant found then, and what Spears and Loomis (2009) contend is still an issue, is 

that teacher candidates are ill prepared in the area of educational philosophy.  They agree 

with Conant’s (1964) assertion that teacher candidates need experience with 

foundational, philosophical educational courses that encourage teacher candidates to 

think critically about educational issues (as cited in Spears & Loomis, 2009).  These 

courses should hearten teacher candidates to ask questions like: “On what basis will 

professional work be done?  What worldview and theoretical framework will ground it?  

What are necessary policy and leadership questions for twenty-first century education?” 

(Spears & Loomis, 2009, p. 219).  Specifically at Christian universities, educational 

philosophy courses should challenge teacher candidates to ask: “How can Christian 

teachers and leaders integrate the Christian worldview in public ways by recasting 

questions in light of the important realities and pressing truths of Jesus Christ?” (Spear & 

Loomis, 2009, p. 219).  To answer questions such as the aforementioned, Christian 

educators ought to develop a body of moral and religious knowledge that speaks directly 

to teacher education.  Because faith cannot be reduced to methodologies and practices, it 

is essential that Christian teacher education courses make space for what cannot be found 

in the “sense-perceptible world” (Willard, as cited in Spears & Loomis, 2009, p. 221).  In 
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other words, methodologies, practices, and facts do not always lend themselves to the 

ontological or spiritual. 

 

Moral Education and Pluralism in K-12 Public Schools 

Some Christian scholars argue for a Christian presence in public circles, 

specifically public schools, because there is a Christian responsibility to model for future 

generations what good social ethics and moral education looks like.  On this Spears and 

Loomis (2009) encourage Christian educators to “become public intellectuals and show 

why the alternative price is too high to pay: the loss of sound ethics and morality places a 

significant cost against individual human beings and society and its institutions” (p. 191).  

They maintain that our morality is largely driven by our worldview and how human 

beings interact with our world.  For this reason, Spears and Loomis (2009) give 

considerable space to the discussion of moral education; specifically, they assert 

Christian moral education has been stripped from public schools and replaced by 

pluralism.  They maintain that moral education programs often give the appearance of 

morality and ethics but in actuality these programs are reduced to a lowest common 

denominator program, which renders them facsimiles of morality and ethics.  This sort of 

program, Spears and Loomis (2009) also contend, is the aggressive nature of pluralism in 

public schools.  Pluralism ultimately creates a moral poverty or depravity because “in 

reality the practice of pluralism in a secular environment by definition sorts out or 

depletes information that possesses transcendent rigidity or strength, while at the same 

occurrence accepting information that has secular rigidity” (Spears & Loomis, 2009, p. 

181).  James D. Hunter in The Death of Character writes this about the insufficiency of 

contemporary social ethics and moral education programs in public schools: 
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We want character but without conviction; we want strong morality but without 

particular justifications that invariably offend; we want good without having to 

name evil; we want decency without the authority to insist upon it; we want moral 

community without any limitations of personal freedom.  In short, we want what 

we cannot possibly have on the terms we want it.  (Hunter, 2000, p. xv) 

 

There is an undeniable tension between Christianity and pluralism in public 

educational circles, and it is becoming increasing more challenging for Christian 

educators to maintain their beliefs without criticism or outright condemnation.  In fact, 

some educators assert that Christian educators are at a serious disadvantage when 

teaching within the public school system because these institutions have worked hard to 

omit a Christocentric influence and replace Christianity with pluralism (Spears & 

Loomis, 2009; Wilson, 2003).  Spears and Loomis (2009) argue pluralism is ultimately 

another form of secularism and creates a hostile environment for Christian influence.  

They offer an effectual example in higher education: In 2006 Wheaton College hosted the 

Illinois Association for Colleges with Teacher Education (IACTE) conference.  In 

attendance were representatives from both public and private colleges.  Two 

representatives from a public Chicago area college distributed fliers at the meeting 

condemning Wheaton College and arguing for a dismantling of their teacher education 

program.  Why?  Their premise was, essentially, a private Christian college that 

“dehumanizes and devalues gay, lesbian, bisexual, and transgender people” should not be 

allowed to prepare teacher candidates for public schools (Spears & Loomis, 2009, p. 

182).  Wheaton College would most certainly argue they adhere to a biblical 

interpretation of homosexuality, which forbids the practice and sanction of it; however, 

they do not dehumanize or devalue persons who differ on the issue.   
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Spears and Loomis (2009) recount Wheaton’s willingness to engage in public 

dialogue about the dispute at Chicago’s Hull House.  The two representatives opposing 

Wheaton’s preparation of teacher candidates argued that “Christian educators need to 

self-censor, privatize or eliminate certain beliefs and worldview commitments in order to 

teach public school students, particularly gay, lesbian, bisexual, and transgender 

students” (Spears & Loomis, 2009, p. 183).  Spears and Loomis (2009) hold that this 

argument is irrational and untenable because it relies on a passive-aggressive trick; the 

representatives opposing Wheaton allege an intellectually and morally advanced position 

and then shift the burden of proof onto Wheaton College, who has been relegated to an 

intellectually and morally inferior position simply because they hold an opposing 

worldview.  Spears and Loomis (2009) also note that professional journals, such as The 

American Economic Review and The American Philosophical Association, have refused 

to publish faculty at Christian colleges based on the argument that these colleges 

discriminate against people with opposing beliefs, namely on the issue of sexuality.  In 

short, Spears and Loomis (2009) contend the aforementioned examples are a result of a 

pluralistic education system; pluralism is not an effective or fair framework for 

Christianity because it lacks objective standards and favors mass opinion rather than 

grounded truths.  While Spears and Loomis (2009) encourage Christian educators to 

continue practicing in public spheres, they caution that it will not be done without 

challenge.  They also suggest that Christian moral education can flourish only in private, 

Christian spheres. 
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The Christian Worldview and Social Issues 

 In his book, Generous Justice, Pastor Timothy Keller (2010) writes that 20th 

century churches have split into two main camps: liberal mainline and fundamentalist.  

Liberal mainline churches stress the importance of social justice while fundamentalist 

churches tend to stress personal salvation (Keller, 2010).  The chasm between the two is 

unnecessary and unhealthy to the body of Christ.  Keller (2010) details the growth of 

social justice from the Social Gospel movement led by Walter Rauschenbusch in the 

early 1900s.  Rauschenbusch was a pastor working in the Hell’s Kitchen district of New 

York City, and he witnessed firsthand oppressive social systems that forced people into 

and then kept them in poverty (Keller, 2010).  He began to question the effectiveness and 

necessity of evangelism given that people’s basic humanitarian needs were not being met.  

By the end of his ministry, he held the belief that Jesus was not the only means of 

salvation but instead Jesus served more as an example of unselfishness (Keller, 2010).  

Rauschenbusch stands in stark contrast to many of his contemporaries.  Renowned 

preacher Jonathan Edwards, for example, argued that Biblical doctrine of salvation does 

not need to be altered in order to meet the needs of the poor (Keller, 2010).  Keller (2010) 

aligns theologically with Edwards and hopes his book “enables us to understand what 

Christ has done for us, the result is a life poured out in deeds of justice and compassion” 

(p. 13).  Thirty years of ministry to the poor and disenfranchised in New York City have 

led Keller (2010) to believe there is a direct relationship between a person’s grasp of 

Jesus’s grace and a person’s call to do justice; he believes Christ’s grace evokes beauty 

and that grace and beauty make us less self-centered.   
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Christian teachers are called to be agents of change and justice, but it is 

imperative they understand why and how.  Andy Crouch (2008) writes,  

[as Christians] we talk about engaging our culture, impacting, and transforming 

the culture when in fact people who most carefully study culture tend to stress 

instead how much we are transformed by it.  If we are to be at all responsible 

agents in the midst of culture, we need to learn new ways of speaking about what 

we are doing.  (p. 10) 

 

Leading critical pedagogues, such as Paulo Freire (1997), Henry Giroux (1988), and 

Peter McLaren (2000), offer rationales for why schools and educators should challenge 

and restructure their view of social realities.  When educators fashion their praxis in such 

a way that oppressive hegemonies are overthrown, students are then able to think 

critically about their own educational process and choices, thereby allowing them to 

flourish socially and intellectually.  Henry Giroux (1988) writes in Teachers as 

Intellectuals that critical pedagogy, essentially, has two purposes: first, it deconstructs 

centers of illegitimate power; second, it liberates students from the vulgarities of 

authoritarianism, behaviorism, and—to a certain extent—capitalism.  Christian educators 

agree with critical pedagogy in that educators should seek to be intellectuals in their 

respective fields and should work for the public good on behalf of their students.  Where 

Christian educators and critical pedagogues would likely depart is on the premise of why?  

Distinctly Christian scholars such as Doug Wilson (2003), Paul Spears and David Loomis 

(2009), Arthur Holmes (1975, 1983), and George Marsden (1996) maintain Christian 

teachers should become public intellectuals and public agents of change on behalf of their 

students and on behalf of Jesus Christ.  Spears and Loomis (2009) interject on the 

difference between the Christian purpose for social justice in education and critical 

pedagogues’ purpose: 
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Educators who have been critically trained are often highly effective observers of 

social reality.  [However] they are also idealist looking for a better, more effective 

set of results that can be delivered by a more democratic system.  Their 

reconstruction of social reality is done on the principles of justice.  Becoming an 

effective and virtuous [Christian] educator requires more than techniques, 

methods, strategies, and content expertise. . . .  Jesus had (and has) more to say 

about justice, social or otherwise, than any other thinker in history.  Christian 

educators should adopt a faith informed view of their work.  (p. 231) 

 

Keller (2010) summarizes the chasm between more liberal educators, such as 

Giroux (1988), and more conservative Christian educators, such as Spears and Loomis 

(2009).  He writes that liberal theorist believe the root cause of social ills is the result of 

social forces beyond the control of those afflicted.  They blame “racial prejudice, 

economic deprivation, joblessness, and other inequities” (Keller, 2010, p. 33).  

Conservatives, on the other hand, blame social ills on “the breakdown of family, the loss 

of character and self-control, and a lack of discipline or good habits” (p. 33).  Keller 

maintains that both groups have validity to their argument but they must come together to 

address societal iniquities.  Similarly, Spears and Loomis (2009) write,  

Justice seeking, thoughtful educators of whatever faith tradition, or even of no 

faith tradition, simply must negotiate the hostile effects of certain social structures 

and institutions on behalf of other human beings.  That is what the popular 

educational phrase change agency is meant to imply.  (p. 222) 

 

Christian justice advocates agree, Christ followers have a biblical mandate on their life to 

use Jesus Christ as the catalyst for social responsibility toward “the least of these” (Matt. 

25:40, NIV).   

Christian educators have several leaders to whom they can look for guidance on 

including faith, or a Christian worldview, as an integral part of their praxis in public 

spheres.  Specifically, Schwartz (1997) includes a three option model for Christian public 

school teachers: first, the agent for enculturation.  In this option, the Christian educator 
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chooses a path of least resistance road, so to speak, whereby the teacher is compliant and 

obedient to dissenting authorities and a high wall is established between public and 

private faith.  In the second option, the Christian advocate/evangelist, creates a split 

between the sacred and secular, sees his or her vocation as a means to further the mission 

work of God, and desires to further Christian morality.  The third option, and most lauded 

by Christian scholars, is the Golden Rule/truth-seeker option.  Operating within this 

category entails not split between the sacred and secular, a strong belief in the right to 

express and extend religious beliefs, and that knowing God is the ultimate path to justice 

and truth (Schwartz, 1997).   

All educators are called to be agents of change in their profession, but few 

educators—in higher education or in K-12 settings—know how to do so from a Christian, 

faith-based approach.  Christian universities with schools of education have not been 

good stewards of the field of education, Spears and Loomis (2009) allege.  They argue no 

good theoretical framework for integrating Christian practices, thoughts, and justice into 

public classrooms is originating from these universities.  For Christians, this is not to 

imply that a Christ centered approach to being an agent of change should be heavily 

theocratic or even theological.  Rather, the work of Christ in the classroom should, as 

Pope John Paul II emphasized, “propose and not impose” (cited in Spears & Loomis, 

2009, p. 222).  To expand, in order to address social justice related issues, it is paramount 

for Christian educators to exercise their right to approach theory and practice with a 

Christian worldview, much the same way any other educator with any other worldview 

would.  In order to effectively influence the field of education, Christian higher 

education, particularly schools of education, will have to carry the faith integration 
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mandate.  Spears and Loomis (2009) suggest these universities need to give resources and 

attention to developing better Christian theoretical frameworks, research, scholars, and 

PhD programs; most importantly, schools of education need to foster a shared 

commitment to pursuing a deeper understanding of Christ, a Christian worldview, and 

how these facets of faith influence teacher education. 
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CHAPTER THREE 

Methodology 

 

In this study, the researcher was interested in the experiences and interpretations 

of professors teaching social issues to teacher candidates.  Primarily, the researcher was 

concerned with how professors perceive engaging a Christian worldview influences their 

courses and, ultimately, how it influences teacher candidates enrolled in their courses.  

The nature of this study was inquisitive and, therefore, was best conducted qualitatively.  

To better understand how the beliefs and teaching practices of professors at evangelical 

universities affect course design and student perspectives, the researcher employed a 

qualitative, multiple-subject narrative case study.  The design of this study takes into 

consideration the four levels of research development as outlined by Creswell and Plano 

Clark (2011): paradigm worldview, theoretical lens, methodological approach, and 

methods of data collection. 

 

Research Design and Methodology 

 

Paradigm 

In qualitative research, the design is always a reflection of how the researcher 

views the world.  This worldview, or paradigm, was comprised of a particular 

philosophical, theoretical, spiritual, and paradigmatic framework (Bogdan & Biklen, 

2003).  According to Ritzer (1975), a paradigm or worldview is a collection of logically 

held assumption, concepts, or propositions that orient the way one thinks and conducts 

research.  The researcher engaged a social constructivism paradigm to understand the 
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meaning of the participants’ lived experiences and develop meaning directed toward an 

object or subject (Creswell, 2007).  With a social constructivist paradigm, individuals 

seek to understand the world in which they live and work; consequently, they develop 

subjective meanings from their experiences.  With a social constructivist worldview, a 

researcher does not start with a theory (as is the case with positivism); rather, “inquirers 

generate or inductively develop a theory or pattern of meaning” (Creswell, 2007, p. 21).  

The social constructivist paradigm provides room for participants to construct meaning 

and attach meaning to the questions under inquiry.  “In terms of practice, the questions 

become broad and general so that the participants can construct the meaning of the 

situation, a meaning typically forged in discussions or interactions with other persons” 

(Creswell, 2007, p. 21).  The social constructivist paradigm also permits researchers to 

examine their own biases, elucidations, and conclusions: 

Researchers recognize that their own background shapes their interpretation, and 

they “position themselves” in the research to acknowledge how their 

interpretation flows from their own personal, cultural, and historical experiences.  

Thus, the researchers make an interpretation of what they find, an interpretation 

shaped by their own experiences and background.  The researcher’s intent, then, 

is to make sense or interpret the meanings others have about the world.  

(Creswell, 2007, p. 21) 

 

The investigator sought to understand how professors’ biblical worldview and 

pedagogical practices influence the way they approach designing and teaching social 

issues courses.  She acknowledges her own paradigmatic framework guiding this study.  

As noted in Chapter One, this study was conducted with the belief that evangelical 

Christian professors, and the schools at which they teach, have certain principles and 

presuppositions that define, guide, and ultimately influence their approach to addressing 

social topics in teacher education programs.   
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The researcher also acknowledges that this study was influenced to a certain 

extent by the researcher’s biases and presuppositions about evangelical Christian 

teachers; however, the study’s theoretical lens and design was supported by the literature 

review.  The researcher recognizes her views and the opinions of those included in this 

dissertation do not represent the totality of evangelical, conservative Christian thought.  

Through this research, the investigator hoped to glean an understanding of how Christian 

professors’ design and teach courses to address somewhat controversial social issues in 

teacher education programs.  She also hoped to articulate the why behind their choices.  

Creswell and Plano Clark (2011) maintain that when “participants provide their 

understandings, they speak from meaning shaped by social interaction with others and 

from their own personal histories” (p. 40).  As a result, research is shaped from 

“individual perspectives to broad patterns and, ultimately, to broad understandings” 

(Creswell & Plano Clark, 2011, p. 40).  A constructivist paradigm allowed the researcher 

to make inquiries about professors’ worldviews and how those views inform their social 

issues courses. 

 

Theoretical Lens 

A constructivist paradigm informs three theoretical frameworks as detailed in 

Chapter One: Christian worldview, faith and learning, and teachers as agents of change.  

First, to better understand how professors at Christian universities design their social 

issues courses to reflect a Christian worldview.  The researcher chose to frame the study 

through the theoretical frameworks of evangelical Christian scholars such as Arthur 

Holmes (1975, 1983), J. P Moreland and W. L. Craig (2003), David Dockery (2012), 

David Naugle (2002), and other contemporary Christian scholars.  For a Christian 
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worldview lens, the researcher also looked to classical Christian authors such as Abraham 

Kuyper, James Orr, and John Calvin.  Second, the researcher relied on a faith and 

learning lens.  Primarily, the works of Arthur Holmes, Francis Beckwith, and J. P. 

Moreland inform the researcher’s study.  Third, teacher as agent of change as discussed 

by educators, such as Michael Fullan (1993) and Linda Darling-Hammond (1996), 

framed the notion that teachers should impact positive and constructive change in their 

classrooms. 

 

Qualitative 

The study’s design is fashioned as a qualitative narrative inquiry case study 

(Bogden & Biklen; 1998; Creswell, 2007; Gay, Mills, & Airasian, 2009; Yin, 2009).  The 

researcher was interested in the why and how Christian professors’ worldview influences 

their approach to addressing K-12 social issues.  This researcher sought to articulate the 

connections between professors’ faith and their conceptions of faith in application to K-

12 social issues. 

According to Bogdan and Biklen (2003), there are five prominent characteristics 

of qualitative research, all of which are relevant to this study’s design choice.  First, the 

authors note that qualitative research is conducted in a naturalistic setting, and this setting 

is the direct source of data collection.  They assert, “Qualitative researchers go to the 

particular setting under study because they are concerned with context” (Bogdan & 

Biklen, 2003, p. 5).  Data collection took place primarily in the form of interviews at the 

schools where professors teach.  Data collection did not center on classroom observation; 

instead, the researcher collected and analyzed the beliefs, process, and content provided 

by professors.  Even still, their university campuses are the naturalistic settings where 



 

112 

these three facets of teaching are operationalized and contextualized.  Second, Bogdan 

and Biklen (2003) note the descriptive quality of qualitative research.  Data were 

collected abstractly − words, pictures, recordings, transcriptions, and observations, for 

example − as opposed to concretely in numbers.  The researcher collected data by means 

of participant interviews, syllabi examination, and inquiry into other written resources to 

substantiate the authenticity and depict the accuracy of the descriptive data that were 

recorded, transcribed, and analyzed.   

Third, qualitative research is more concerned with the process than the outcome.  

In other words, qualitative research seeks to provide meaning and understanding to the 

context of a study; it seeks to answer how and why inquiries (Yin, 2009).  For instance, 

this study was concerned with knowing how do professors negotiate meaning?  How do 

they use and apply certain terms?  Why is their belief system significant?  Fourth, 

Bogdan and Biklen (2003) note the inductive nature of qualitative research.  As data were 

collected and themes developed, the study’s shape and meaning emerged.  A fifth 

element of qualitative research is that it seeks to provide meaning.  Qualitative research 

assumes that the world is multidimensional and exceptionally complex (Merriam, 1988).  

For this reason, qualitative research provides the researcher with space to negotiate 

meaning.  In this study, the investigator explored numerous experiences, beliefs, and 

values that help shape evangelical professors’ understanding about their own pedagogical 

approaches to teaching social issues.  Additionally, the researcher asked professors to 

reflect on whether they believe their courses encourage teacher candidates to engage a 

Christian worldview and become agents of change.  Meaning underscores the focus for 

this study, which was to better understand how professors at evangelical Christian 
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colleges 1) interpret what it means to teach with a Christian worldview, 2) design social 

issues courses with a Christian worldview, and 3) consider their teacher candidates ready 

to do the same.  The researcher used both case study and narrative methodology as a 

hybrid design.  The principles of case study research allowed the researcher to consider 

each participant as an individual case and then utilize cross-case analysis amongst all six 

cases.  The principles of narrative qualitative research provided a means of 

contextualizing each case study as its own story.  Then, by cross analyzing the case 

studies with a narrative methodology, the researcher was able to find themes and 

subthemes within the context of a larger story.  

 

Case Study 

The spectrum of qualitative research is relatively broad.  The study’s design relied 

on a case study narrative inquiry methodological approach.  Case study research is a form 

of interpretive research (Merriam, 1998; Stake, 1995).  It is considered inductive in 

nature because case study research is purposed to gain understanding of the context of 

each case.  Much like qualitative research, definitions for and types of case study research 

vary.  Some qualitative researchers maintain that case studies are an object of study 

(Merriam, 1998; Stake 1995).  Merriam (1998), for example, states “The single most 

defining characteristic of case study research lies in delimitating the object of study, the 

case is a thing, a single entity, a unit around which there are boundaries” (p. 27).  Others 

suggest it is a methodology in its own right (Creswell, 2007; Yin, 2009).  Yin (2009) 

defines case study as “an empirical inquiry that investigates a contemporary phenomenon 

within its real life context, especially when the boundaries between phenomenon and 

context are not clearly evident” (p. 18).  Similarly, Creswell (2007) defines a case study 
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as an exploration of a bounded system in which a case, or multiple cases, is detailed and 

analyzed in depth for the case’s contextual meaning.  Given the variation in the 

aforementioned definitions, the researcher concludes that various facets of case study 

definitions are included in this study.  This study is both inductive in nature and is 

concerned with the object of study; furthermore, case study is the methodological 

approach in this study’s design because it allows the researcher to create multiple 

bounded systems. 

Case study research can further be defined as particularistic, descriptive, or 

heuristic (Merriam, 1998).  Particularistic case studies imply that the research focuses on 

a particular situation, event, program, or phenomenon.  It is considered a particularly 

good design for studies interested in “practical problems—for questions, situations, or 

puzzling occurrences arising from everyday practices” (Merriam, 1998, p. 29).  

Descriptive case studies are intent on an end product that is rich and thick in description 

of the phenomenon under study.  Accordingly, “thick description is a term from 

anthropology and means the complete, literal description of the incident or entity being 

investigated” (Merriam, 1998, pp. 29-30).  Heuristic case studies aim to illuminate their 

readers’ understanding of the phenomenon under study.  These types of case studies 

typically offer new meaning and understanding concerning an experience or situation.  

About heuristic designs, Stake (1995) suggests that “previously unknown relationships 

and variables can be expected to emerge from case studies leading to a rethinking of the 

phenomenon being studied” (p. 47).  The researcher employs a particularistic focus, as 

this study gives considerable attention to the way professors at Christian colleges 

confront specific problems associated with integrating faith and social issues.   
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There are several types of case study designs, and Yin (2009) notes four of them: 

single, multiple, holistic, and embedded.  Yin provides rationales for single and multiple 

case study designs.  Single case study designs are used when there is an extreme case, 

when the case tests a well-formulated theory, to examine the context of something 

previously inaccessible, or when a longitudinal study is necessary.  With multiple case 

designs, the researcher considers two or more bounded cases that replicate each other in 

outcome or theory.  Yin (2009) also provides rationale for using a holistic or embedded 

approach to case study research.  Holistic and embedded are used in reference to the 

number of units of analysis.  In a holistic study, for instance, there is one unit of 

analysis—the case itself; however, in an embedded design, there are at least two units of 

analysis.  Yin (2009) suggests a holistic design when no logical subunits can be identified 

or when the theory is holistic in and of itself.  The design approach used for this research 

is a multiple, holistic case study.  The researcher considered each of the six colleges, 

professors, and data collected as individual case studies.  After each case was considered 

individually, the researcher conducted a cross case analysis and looked for common 

themes. 

 

Narrative Inquiry 

The researcher also used narrative inquiry as part of her qualitative design 

because this methodological approach is concerned with the lived experiences, 

perceptions, and interpretations of the study’s participants.  The study was informed by 

Plokinghonrne’s (1995) definition of narrative inquiry, which “uses paradigm thinking to 

create descriptions of themes that hold across stories or taxonomies of types of stories, 

and narrative analysis” (p. 31).  Bruner (1991) describes “life as a narrative” (p.691).  
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Similarly, the researcher maintains that narrative inquiry is a methodology that focuses 

the study on the participants’ stories as a means of understanding an identified societal 

aspect (Clandinin & Connelly, 2006).  Narrative inquiry is essentially an exchange of 

discourse and meaningful interpretation, or as Clandinin (2006) elaborated, the narrative 

inquiry method provides a portal through which a person enters the world and by which 

their experience of the world is interpreted and made meaningful.  In this method of 

research, the narrative is the phenomenon studied.  Smith (1989) writes that  

the goal of inquiry is to make clear what was previously not understood, 

emphasizing that interpretive inquiry succeeds when it produces interpretations 

that not only sustain but deepen and enlarge our sense of understanding and 

community as social and moral beings.  (p. 138). 

 

It is through surveying, syllabi examining, and interviewing that the researcher 

interpreted and extrapolated participants’ lived experiences and perceptions about 

teaching social issues courses with a biblical worldview. 

 

Research Questions 

Through the questions asked in this study, the researchers assumed an 

ontologically theoretical approach to data collection and inquiry; seeking answers to the 

nature of professors’ self-constructed realities, perspectives, and perceptions regarding 

their experience with teaching social issues and integrating faith.  The researcher 

acknowledges an axiological philosophical assumption in this research, as the questions 

asked, answers received, and data analyzed was value laden.  The research questions in 

this study ask why and how professors at Christian colleges implement a biblical 

worldview in social issues courses.  The research questions also ask participants to 
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examine how their courses encourage teacher candidates to become classroom agents of 

change with a biblical worldview.   

The descriptive and explanatory nature of a qualitative narrative inquiry case 

study design allowed the researcher to make connections amongst the three underlying 

research questions:  

1. How do professors at Christian colleges interpret what it means to engage a 

biblical worldview in courses addressing K-12 social issues?  

2. How do professors at Christian colleges design their course(s) to reflect their 

beliefs about the role of K-12 social issues and a Christian worldview?  

3. At the end of the course, in what ways do professors at Christian colleges 

consider teacher candidates better equipped to become agents of change by 

engaging a biblical worldview to address K-12 social issues?  

 

Site and Participant Selection 

 The researcher’s questions were intended to better understand how and why 

professors use a Christian worldview to address K-12 social issues; therefore, the 

participant selection process relied on what Patton (1990) terms purposeful sampling.  

Site and participant selection was done purposefully, which offered access to universities 

and professors who were able to shed light on the research questions (Creswell, 2007).  

Purposeful sampling was done at two levels: site and participant.  According to Creswell 

(2007), “in a good qualitative study, one or more levels of purposeful sampling might 

need to be present” (p. 126).  Criteria based purposeful sampling identified approximately 

10 universities and professors as possible participants.  The researcher then contacted 

potential participants via email and phone in order procure consent for this research and 
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ask participants to complete a preliminary survey.  Afterward, the researcher selected six 

participants for this narrative case study.  Selection for the study was contingent upon 

five characteristics:  

1. The university is a member or an affiliate of the Council for Christian 

Colleges and Universities (CCCU).   

The CCCU is comprised of nearly 100 universities and seminaries and totals 

over 150,000 students.  All of the affiliate schools profess a deep commitment 

to traditional Judeo-Christian values, and, more specifically, most of these 

universities express social norms, expectations, theological stances, and other 

conventions consistent with evangelical Christianity.  The CCCU, founded in 

1976, cites The Commission on Higher Education of the National Association 

of Evangelicals as the catalyst for its establishment (Longman, 1997).   

2. The university mission statement and core beliefs purport to uphold traditional 

Christian values while placing significant emphasis on faith and learning.   

CCCU members and associates distinguish themselves from other universities 

by terms such as Christ-centered, biblical worldview, and faith and learning, 

to name a few.  Often, these values are articulated in university mission 

statements and core belief statements.  For example, Baylor University, a Tier 

1, Baptist university in Central Texas, cites 12 imperatives as being core to the 

school’s mission.  Nine of the 12 imperatives explicitly state a commitment to 

Christian education.  Imperative I emphasizes the importance of “fostering 

conversations about great ideas and the issues that confront humanity and how 

a Christian world-view interprets and affects them both” (Baylor University, 
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2012).  The university also recognizes the significance of faculty who uphold 

these same core values, as evidenced by Imperative III which states:  

[Baylor] will recruit high-potential junior faculty as well as highly esteemed 

senior faculty who embrace the Christian faith and are knowledgeable of the 

Christian intellectual tradition.  Many of these faculty will especially 

exemplify the integration of faith and learning in their disciplines and in 

interdisciplinary or collaborative activities.  (Baylor University, 2012, para. 1) 

 

3. The university is regionally accredited and has an accredited teacher education 

program.   

The U.S. Department of Education (2013) maintains college accreditation is 

essential to ensuring institutions of higher education meet acceptable levels of 

academic quality.  The U.S. Department of Education (2013) does not accredit 

postsecondary institutions; rather, “accrediting agencies, which are private 

educational associations of regional or national scope, develop evaluation 

criteria and conduct peer evaluations to assess whether or not those criteria are 

met” (para. 4).  Universities selected for this study met accreditation 

according to Western Association of Schools and Colleges (WASC).   

4. Teacher education curriculum includes at least one course in which K-12 

social issues are examined.   

Colleges selected for this study have one or more courses designed to address 

K-12 social issues topics related to education.  Such courses may be offered 

either within the university’s School of Education or outside the department, 

as is often the case at liberal arts colleges.   

5. As participants, professors teaching social issues courses were willing to 

oblige to three requests.   
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First, professors completed a short survey purposed to gather information 

about their course(s).  The survey helped narrow the study’s participant 

selection to those who assert they engage a biblical worldview in their course 

in conjunction with examining K-12 classroom issues such as race, class, 

religion, gender, and disabilities.  Second, as participants, professors shared 

course syllabi so that the researcher could use the instrument for further data 

collection.  Third, as participants, professors consented to a semi-structured 

90-minute interview related to their survey responses, course syllabi, and their 

perceptions on engaging a biblical worldview and social issues. 

Using the above criteria, the researcher purposely selected approximately 10 

participants and then purposefully selected six participants from six different Southern 

California Christian universities.  This selection process followed Goetz and LeCompte’s 

(1984) definition of criterion-based sampling, which offers a schema for nonprobability 

sampling and comparable-cross case selection.  In this purposeful selection process, the 

researcher selects participants with the same significant characteristics in order to make 

cross case comparisons.  In doing so, Goetz and LeCompte consider the process to be one 

of “replication” (p. 83).  Participants selected for this study share the aforementioned five 

criterion characteristics, but they varied on survey replies, syllabi and course design, 

interview responses, and beliefs about implementing a biblical worldview and social 

issues. 

 

Instrumentation 

The first instrument used for this study was the Council for Christian Colleges 

and Universities (2013) website, which lists its organizations’ members and affiliates.  
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This website allowed the researcher to filter and narrow schools based on their 

association as a Christian university.  The second instrument used was the university 

websites.  University websites provide access to criterion information such as mission 

statements, values, associations, programs, courses, and faculty.  The third instrument 

used was an open-ended and multiple choice survey, which inquired about the social 

issues covered in participants’ courses.  The survey functioned as a means of finding 

patterns and themes of language, ideas, and concepts.  For instance, the survey informed 

the researcher about which social issues topics are covered in participants’ courses.  The 

survey provided a sense of how much time is allotted for each topic, on which topics the 

participant places emphasis, and which topics are minimalized or excluded in the course.  

Additionally, the survey shed light on participants’ rationale for social issue topic 

inclusions, approaches to teaching social issues, and how a Christian worldview is 

integrated.  The emergent patterns from the survey provided information for interview 

questions.  The fourth instrument used was 90-minute individual participant interview.  

The semi-structured interview method was designed to study the experiences of the 

participants and help the researcher discover meaning of experiences shared by the 

interviewees (Bogden & Biklen, 2003).  During this interview time, the researcher asked 

participants to expound, clarify, and develop their responses to the previously completed 

survey.  With participants’ consent, the researcher recorded interviews on a hand held 

recording device during the actual interview process.  As the fifth and main research 

instrument, the researcher asked questions, interacted with the study participants, and 

interpreted the results.  The researcher identified her assumptions, perspectives, and 
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potential sources of subjectivity.  Bogdan and Biklen (2003) suggest such a process can 

lessen the impact of researcher bias. 

 

Data Collection 

For case study research, Yin (2009) proposes three principals for data collection.  

The first principal suggests the use of multiple data sources.  The second principal 

advises the researcher to create a case study database.  The third principal, purposed to 

increase reliability, suggests the researcher maintain an evident chain of evidence.  The 

researcher applied all three principals to the data collection method in this study. 

Before data collection began, the researcher obtained approval from the 

Institutional Review Board (IRB) (see Appendix A).  The next step was sending 

recruitment letters to the targeted participants (see Appendix B).  The participants were 

then sent a survey to complete (see Appendix C).  Interviews were then scheduled with 

the participant.  At the appointed interview, the participant was asked to sign the 

informed consent form (see Appendix D).   

 

Multiple Sources of Evidence 

Multiple sources of evidence were used for data analysis.  Several researchers 

maintain that the use of multiple resources strengthens the validity of case study research 

(Denzin, 1978; Merriam, 1998; Yin, 2009).  Denzin (1978) asserts that triangulating 

multiple sources of evidence adds to the rigor of qualitative research because “each 

method reveals different aspects of empirical reality” (p. 28).  For this study, the 

researcher engaged three sources for data collection.  First, survey questions were derived 

from the literature review.  The survey questions capture and explore individual 
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differences amongst the participants, both in their experiences and empirical data.  

Questions were presented in the form of multiple choice, open-ended, and Likert ranking.  

Data collected from the survey narrowed the researcher’s participant selection as well as 

informed her interview questions.  Second, the researcher used document collection.  

Documents made available to the public, such as website information and university 

brochures, were collected and analyzed.  Additionally, the researcher examined course 

syllabi for their intrinsic and informative value.  Third, the researcher’s main source of 

data collection was derived from semi-structured interviews (see Appendix E).  

Interviews lasted approximately 90 minutes, were informal and open-ended, recorded, 

transcribed, coded, categorized, and analyzed.  Patton (1990) considers interviews a 

substantial form of data collection when the researcher is unable to gather information 

through observation or document examination: 

We interview people to find out from them things we cannot directly observe.  

[For example], we cannot observe how people have organized the world and the 

meanings they attach to what goes on in the world.  We have to ask people 

questions about those things.  The purpose of interviewing, then, is to allow us to 

enter into the other person’s perspective.  (p. 278) 

 

The three sources of data collection—survey, document collection, and interviews—

allowed the researcher to better understand the meaning of participants’ constructed 

reality.  Additionally, multiple sources of data collection will strengthen the study’s 

construct validity by providing multiple measures for the same phenomenon (Yin, 2009). 

 

Case Study Database 

 According to Yin (2009), data should be collected and established in two phases: 

“1) the data or evidentiary base, 2) the report of the investigator, whether in article, 

report, or book form” (p. 119).  The case study database approach allows the researcher 
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to create a distinction between data collected and data interpreted.  In other words, one 

database should be designated strictly for raw data and a separate database should include 

the researcher’s narrative analysis.  Creating two databases enables other investigators to 

review the evidence directly rather than limited to case study reports.  Yin (2009) asserts 

that maintaining a case study database markedly increases the reliability of a case study, 

and, conversely, neglecting to maintain a database is a shortcoming of case study 

research.  Yin (2009) also suggests four facets of data collection comprise the study’s 

database: case study notes, case study documents, tabular materials, and narratives.  Case 

study notes are the most common source of data collection in qualitative research and can 

include various forms such as handwritten notes, typed notes, and notecards.  For this 

study, the researcher incorporated all original case study notes in the database.  Case 

study documents may include computer files, emails, printed documents, brochures, and 

so forth.  The researcher also used documents such as syllabi, course descriptions, 

program requirements, mission statements, and emails.  She retained all documents used 

for research purposes.  Tabular materials are typically considered data collected from the 

research site, for example, count observations, artifacts, and even on-site surveys.  The 

researcher’s survey may be considered tabular in respect to Yin’s (2009) definition.  

Narratives are comprised of the researcher’s analysis, thoughts, summation, and so forth.  

Not every synthesized narrative is included in a researcher’s final presentation; therefore, 

all narratives were contained in the evidentiary database.  The totally of the evidentiary 

database—notes, documents, tabular material, and narratives—comprise the actual case 

study results. 
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Chain of Evidence 

 Maintaining a chain of evidence through the study allows readers to trace the 

researcher’s steps toward conclusions.  This principal creates greater research reliability 

by providing the reader with a trail from the initial research questions to the case study 

conclusions.  Yin (2009) writes that the reader should be able to “trace the steps in either 

direction (from conclusion to questions or from questions to conclusions” (p. 122).  The 

researcher maintained a chain of evidence throughout her study by providing sufficient 

citation to relevant portions of the case study database, providing evidence for the 

circumstances under which data were collected, following procedures outlined in the case 

study, and linking the content of the protocol to the research questions.  Additionally, a 

sample of the method the researcher used to analyze data is included in the appendices. 

 

Data Analysis 

To analyze the transcripts of the individual interviews, the researcher engages 

three analytical processes: content analysis, narrative analysis, and cross-case analysis 

(Bogdan & Biklen, 2003; Creswell, 2007).  The researcher also solicited the help of an 

outside reader to confirm data results.  The outside reader has an interest in the study and 

future research; however, the outside reader did not have access to participant names, 

original interviews, or any other information that would compromise participant 

anonymity. 

 

Content Analysis 

 Surveys, interviews, filed notes, and documents were analyzed using content 

analysis and in light of the study’s applied theoretical lenses.  Manning and Cullum-Swan 
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(1994) define content analysis as “a quantitatively oriented technique by which 

standardized measurements are applied to metrically define units and these are used to 

characterize and compare documents” (p. 464).  Essentially, content analysis borrows 

from quantitative research in that documents are analyzed and measured for “situations, 

settings, styles, images, meanings, and nuances” (Merriam, 1998, p. 160).  The process is 

considered relatively rigorous, as it “entails the simultaneous coding of raw data and the 

construction of categories that capture relevant characteristics of the document’s content” 

(Merriam, 1998, p. 160).  Robinson (1951) suggests five steps to conducting content 

analysis that guided this research: 

1. Begin data analysis with a tentative explanation of the phenomenon.  As data 

were collected and analyzed, the researcher made generalizations about 

participants’ choices, methods, and responses. 

2. Purposely select an instance from the phenomenon to see if the explanation 

aligns.  The researcher tested her assumptions against theoretical lenses and 

other cases in the study.   

3. If it does not align, reevaluate the explanation against similar cases.  If the 

explanation does not yield a theme or pattern across multiple cases, the 

researcher reevaluated her assumptions.   

4.  Purposefully seek cases that do not fit the initial explanation in order to 

reformulate.  Conclusions that did not emerge across multiple case studies 

were evaluated for their intrinsic value, as they could provide additional 

understanding.   
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5. Continue the process until reformulation covers all cases.  The researcher 

evaluated presuppositions and conclusions against all cases until an 

explanation was grounded (as cited in Merriam, 1998). 

 

Narrative Analysis 

Narrative analysis is not only part of the researcher’s methodological approach, 

but also served as the primary form of analysis.  This type of analysis is used to 

investigate, collect data, and make sense of each participant’s story, experience, 

interpretation, and perceptions as these facets of investigation relate to the study.  About 

this methodology, Connelly and Clandinin (1990) state, “Humans are storytelling 

organisms who, individually and collectively, lead storied lives.  Thus, the study of 

narrative is the study of the ways humans experience the world” (p. 9).  All interviews 

were recorded and transcribed verbatim twice: first by an outside transcription service 

company and second by the researcher.  Creswell (2007) recommends six approaches for 

narrative data collection and analysis that were followed in this study.  First, the 

researcher managed data in organized files.  Second, a thorough reading of all collected 

data were required.  While reading, the researcher made notes and began to form a coding 

classification.  Third, it was necessary to place the data in chronological order and place 

emphasis on the experiences that occur within the timeline.  Fourth, codes, 

classifications, and themes were noted as patterns emerged.  Fifth, the researcher 

interpreted the larger meaning of the narrative as she placed it in context with the study.  

Sixth, the researcher presented a narrative that focused on process, theories, and 

characteristics unique to participants’ experiences and perceptions.  Clandinin (2006) 

suggests researchers take a three dimensional approach that involves analyzing the data 
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for three elements: interaction (personal and social), continuity (past, present, future), and 

situation (physical spaces and contexts). 

 

Cross Case Analysis 

 Data were collected, individual interviews transcribed, the researcher’s notes 

analyzed, and data were considered in the context of the theoretical frameworks and the 

literature review.  Afterward, the researcher conducted a cross-case analysis to triangulate 

the responses of participants, thereby making sense of their experiences within the larger 

context of the research.  With multiple case studies, there are two stages of analysis—the 

initial within case analysis and the post cross-case analysis.  For the within case analysis, 

each case is conducted and examined as its own individual case.  Data were collected, 

analyzed, and contextualized according to protocol.  Once the analysis of each case is 

completed, the researcher can begin a cross-case analysis.  In doing so, the researcher 

attempts to establish “processes and outcomes that occur across many cases, to 

understand how they are descriptions and more powerful explanations” (Miles & 

Huberman, 1994, p. 172).  Merriam (1998) considers multiple, cross-case studies to vary 

little from single case studies.  However, a cross-case analysis can yield more unified, 

reliable conclusions.  Cross-case analysis in multiple case studies “can lead to categories, 

themes, or typologies that conceptualize the data from all cases” (Merriam, 1998, p. 195).  

Data analysis did not focus exclusively on similarities, but instead sought to identify 

relationships that connect statements and events within a context.  Core categories were 

identified until saturation of categories were achieved, that is, no new themes emerged. 
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Role of the Researcher 

 The researcher enters this study acknowledging her personal religious beliefs as 

an evangelical Christian educator.  She also acknowledges that she has an invested 

interest in this study because of her experiences as a Christian, a secondary educator, and 

a university instructor.  Furthermore, the researcher discloses that she has taught social 

issues courses in a teacher education program at a Tier 1, Christian university.  When 

teaching the course, she found it difficult at times to reconcile her faith and the K-12 

Christian educator’s role when responding to issues such as racism, classism, religion, 

gender, sexuality, and disabilities.  The researcher’s beliefs and experiences could 

potentially bias interpretations and analysis of the data collected.  The researcher 

countered her biases and subjectivity by using personal notes and comments throughout 

the analytical process that specifically address her personal beliefs (Bogdan & Biklen, 

2003).  The researcher made concerted efforts to consider data collection through a 

different lens.  For instance, the researcher asked participants questions such as, “How 

might a non-evangelical educator approach this issue?  Would someone from a different 

faith system reconcile these issues and their beliefs differently?  How might a humanist, 

or secularist, or atheist educator approach these questions?”  Although the researcher 

recognizes her faith could be problematic to the validity and reliability of the study, she 

also believes her faith is a noteworthy asset to the research, as it provides an insider view 

that may substantiate her findings.  Olsen (2004) argues that an insider’s perspective 

should not be viewed as a limitation but rather as an advantage.  For example, “if the 

researcher is sufficiently reflexive about her project, she can evoke these biases as 

resources to guide data gathering and for understanding her own interpretations and 
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behavior in research” (Olsen, 2004, p. 20).  Most importantly, the researcher solicited the 

help of an outside reader to confirm data analysis results.  The outside reader has an 

interest in the study and future research; however, the outside reader did not have access 

to participant names, original interviews, or any other information that would 

compromise participant anonymity.  The researcher believes that the depth of the 

research questions, literature supporting the rationality of the study, documents pertaining 

to the study, responses of participants, and the outside reader’s validation of the results 

yield informative, substantive research. 

 

Summary 

 Chapter Three provided a rationale and methodology for this study.  This research 

was conducted to better understand how professors at evangelical, Christian universities 

approach K-12 social issues with a biblical worldview in teacher education programs.  

Additionally, the researcher was interested in understanding how or whether professors 

believe their teacher candidates are equipped to become agents of change by applying a 

biblical worldview to social issues found in K-12 classrooms.  The researcher relied on 

three theoretical frameworks to guide this study: Christian worldview, faith and learning, 

and teachers as agents of change.  Research was conducted qualitatively with a narrative 

inquiry multiple case study design.    
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CHAPTER FOUR 

Results 

 

 This chapter reports the researcher’s findings of six case studies.  As discussed in 

Chapters One and Three, the study was designed as a multiple narrative case study in 

which six Christian universities comprise their own cases.  For data reduction, interviews, 

surveys, and documents were coded and analyzed for emerging themes and subthemes 

(Miles & Huberman, 1994).  Triangulation of the data (university profiles, course 

descriptions, and participant responses) also assisted the researcher with data reduction.  

After each case was considered individually, universities were then cross-analyzed for 

common themes and subthemes.  As suggested by Merriam (1998) categories and 

subcategories (themes and subthemes) were constructed through a constant comparative 

data analysis.  Merriam (1998) also suggested reporting how categories are named.  For 

this study, the researcher used the three dominant theoretical frameworks—Christian 

worldview, faith and learning, and agent of change—as the three main categories for 

analysis.  Subcategories, or subthemes, are categorized by participant responses to semi 

structured interview questions derived from the three main categories.  Categories reflect 

the purpose of the research and are in essence the answers to the study’s research 

questions (Merriam, 1998).  According to Braun and Clarke (2006), thematic analysis is 

performed through the process of coding in six phases to create established, meaningful 

patterns.  These phases are: familiarization with data, generating initial codes, searching 

for themes among codes, reviewing themes, defining and naming themes, and producing 

the final report. 
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Data analysis was conducted primarily deductively, meaning data analysis was 

theory driven.  Crabtree (1999) wrote that this approach tends to be less descriptive 

because data analysis is limited to preconceived themes.  However, the researcher also 

allowed room for inductive analysis with subthemes.  The responses from the six 

participants are presented within each case study.  These data were analyzed using a 

qualitative approach collected via interviews, questionnaires, and existing data from 

university websites, course descriptions, and syllabi.  Words and phrases were 

highlighted, coded, and organized to facilitate understanding of the essential phenomenon 

to be studied (Creswell, 1998).  The information obtained from the experiences of the 

subjects was categorized based on similar coding to develop themes and subthemes that 

facilitated a clearer understanding of the three theoretical frameworks being studied.  

Coding the data consisted of determining the appropriate word or phrase that 

appropriately described the presentation of the data by the participants (Corbin & Strauss, 

2007).  First, the researcher transcribed participant interviews and then read through each 

transcription making notes in the margins of relevant themes.  At the end of the chapter, 

the researcher presents a cross-case analysis of major themes and subthemes across the 

case studies.  A data display is recommended for intra-case and cross case analyses 

(Miles & Huberman, 1994).  Examples of the templates used to analyze data within each 

case and then across cases can be found in the appendix section.  To improve 

consistency, reliability, and validity within the study’s data analysis, the researcher relied 

on inter-coder reliability.  The researcher used a university colleague to read over the data 

analysis and provide feedback. 
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In Chapter Four, the researcher considers each participant and the university at 

which he or she teaches as individual case studies.  The findings for each case study are 

presented in the same order: (a) an overview of the university, (b) an overview of the 

course, (c) the results from a pre-interview questionnaire, (d) relevant responses from the 

participant interview, and (e) a summary of the findings as they relate to the study’s 

theme.  The university profiles and course descriptions are purposed for generalizability, 

transferability, and contextualization.  The researcher believed it necessary to include 

university and course profiles because often professors’ praxis is influenced by university 

and course standards.  While universities are named, participants are granted anonymity.  

The pre-interview questionnaire provided the researcher with a concise method for 

understanding what topics are taught in the course and what sort of emphasis the topics 

are given.  Pertinent participant responses given during the semi-structured interview are 

presented narratively and in the order questions were asked.  Interwoven throughout the 

interview section is the researcher’s theme categorization for participant responses.  Each 

case study is summarized by a triangulation of the university, the course, and the 

participant’s interview.  Lastly, at the end of the six case studies, the researcher offers a 

cross case analysis of all six case studies, which includes emerging subthemes.  A 

discussion of the results and the implications of these findings are presented in Chapter 

Five. 

Christian universities were selected based on CCCU membership and proximity 

to the researcher.  Courses were selected because teacher candidates take them for degree 

fulfillment and because the course description mentions some aspect of K-12 social 

issues and/or faith and teaching.  Participants were selected because they are faculty 
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members at the selected universities and have taught the selected course at least once.  It 

is important to note that although participants met selection criteria established for this 

study, participants are not ambassadors for the universities at which they teach.  In other 

words, participants agreed to allow their university to be named, but participants remain 

anonymous and are given a number as a pseudonym because opinions expressed 

represent the participant and not necessarily the university as a whole.  For validity and 

reliability, participants were sent a copy of the interview transcriptions.  Chapters One 

and Three provide greater detail for university, course, and participant criteria, along with 

outlining the specifics of the study’s methodology.   Interview questions were derived 

from the overarching question and three sub-questions guiding the research.   

The overarching question asks, “What are professors’ perceptions about teaching 

social issues with a Christian worldview in teacher education programs?” 

The study includes three sub-questions: 

1. How do professors interpret what it means to engage a Christian worldview in 

courses addressing K-12 social issues? (Christian worldview theory) 

2. How do professors design their course(s) to reflect their beliefs about the role 

of K-12 social issues and a Christian worldview? (Faith and learning theory) 

3. At the end of the course, in what ways do professors consider teacher 

candidates better equipped to become agents of change by engaging a 

Christian worldview to address K-12 social issues? (Agent of change theory) 

The three sub-questions guiding the study were based on the three theoretical frameworks 

informing the study: Christian worldview, faith and learning, and educators as agents of 

change.  These three frameworks provided the overarching codes for this research.  
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University profiles, course descriptions, and participant interviews are coded accordingly.  

In the cross case analysis of all six case studies, the researcher looked for emerging 

themes and subthemes pertaining to the three theoretical frameworks guiding this study: 

Christian worldview, faith and learning, and agent of change.  The cross case analysis 

concludes Chapter Four. 

 

Case Study 1: Participant 1 

 

University Profile 

Participant 1 is a faculty member at Azusa Pacific University (APU) in the Los 

Angeles, California area.  The university was selected because it holds membership status 

with the Council of Christian Colleges and Universities (CCCU).  Azusa was founded in 

1899 and at the time of this study had a current undergraduate and graduate enrollment of 

approximately 10,000 students.  Since 1964, the Western Association of Schools and 

Colleges (WASC) have accredited it.  In 2001, Asuza gained accreditation by both The 

California Commission of Teacher Credentialing (CCTC) and the National Council for 

Accreditation of Teacher Education (NCATE).  There are seven regional locations, and 

the participant interview was conducted on Azusa’s main campus (APU, 2013a). 

The university considers itself a nondenominational and evangelical Christian 

university with Wesleyan roots.  On Azusa’s website under the “about us” section, the 

university makes available a 16 page pdf outlining their core beliefs.  The publicly 

available document begins with, “Our identity in Christ gives meaning and purpose to our 

existence.  Knowing who we are as a Christ-centered university informs our behavior, 

guides our decisions, and provides a clear identity for our community” (APU, 2013f, p. 
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1).  The document also states the university strives to become a “city on a hill that reflects 

the life of Christ and shines the light of Truth” (APU, 2013f, p. 1).  The university’s 

mission statement, motto, core values, and faculty, staff, and student expectations are 

consistent with much of the literature on Christian worldview presented in Chapter Two.  

For example, part of Azusa’s mission statement reads,  

Azusa Pacific University is an evangelical Christian community of disciples and 

scholars who seek to advance the work of God in the world through academic 

excellence in liberal arts and professional programs of higher education that 

encourage students to develop a Christian perspective of truth and life.  (APU, 

2013c, para. 4) 

 

Their statement of faith contains seven we believe statements, all of which are consistent 

with the Nicene Creed; the university motto is God first; the four cornerstones of Azusa 

Pacific are listed in order of “Christ, scholarship, community, and service” (APU, 2013a, 

para. 3).  In the About APU section of the website, Azusa also briefly explains its stance 

on contemporary and often controversial issues such as diversity, sexuality, and even 

alcohol.  About diversity, the university maintains a biblically informed perspective that 

embraces truth and love.  About sexuality, the university holds God purposes sex, with in 

the context of marriage, and between a man and a woman.  Each of these sections is 

outlined briefly with scripture as an explanation for Azusa’s stance; however, the alcohol 

section is arguable the most vague.  It reads:  

As an evangelical Christian community of disciples and scholars, Azusa Pacific 

University seeks to model Christ-like behavior regarding the responsible and legal 

use of alcohol.  We seek to cultivate a community in which members exercise 

freedom, responsibility, and discretion in responsiveness to the Holy Spirit.  

(APU, 2013a, para. 1) 

 

A Biblical foundation comprised of scripture follows this statement.  The document 

concludes by asserting Azusa’s mission statement, motto, core values, and expectations 
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for affiliates comprise a Christian worldview.  Additionally, Azusa Pacific University 

requires undergraduate students to attend three weekly chapel services (APU, 2013d).  

Chapel services are intended to create intentional worship experiences for undergraduate 

students that encourages the university’s convictions of spiritual formation by means of a 

biblical, diverse, relevant, and challenging curriculum utilizing creative arts, gifted 

speakers, and Christian practices” (APU, 2013e, para. 1). 

 

Course Profile 

 Azusa Pacific University has a robust teacher education program that offers 26 

degrees at the undergraduate, masters, and doctoral levels.  Several course descriptions 

mention aspects relevant to this research.  The course selected for this study was EDUC 

504 - Teaching and Cultural Diversity.  The course is part of the required curriculum for 

undergraduate teacher candidates, and it is generally taken during students’ junior or 

senior years.  Azusa Pacific University’s course description reads: 

This course focuses on a reflective examination of the interaction of several 

variables which affect educational success and failure for students who are 

linguistically and culturally different: the students‘ cultural background, including 

ethnic, racial, religious, and gender issues; the school‘s cultural format of an 

educational setting; and the social forces in the wider community.  The underlying 

assumption of the course is that the achievement of equity and maintenance of 

cultural diversity in pluralistic democracies are not only desirable goals, but also 

necessary for political unity, social stability, and sustained economic 

development.  The educational system plays a critical role in nurturing 

multiculturalism, creating instructional environments, which encourage tolerance 

and praise for cultural diversity, and honoring cultural differences as assets rather 

than deficiencies.  Educators have a moral and civic responsibility to ensure that 

multicultural attitudes and values permeate the total school curriculum and 

learning environment.  Students study the nature of culture and learn to appreciate 

the strong influence that a student‘s culture has on learning behavior and values.  

They also develop ways to uncover more aspects of cultural diversity among their 

students and evaluate culturally appropriate responses and strategies, which 

enhance learning opportunities.  (APU, 2013b, para. 6) 
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What is particularly interesting to the researcher about this course is the emphasis on 

social issues such as language, ethnic, racial, religious, and gender issues.  Additionally, 

the course advocates for a pluralistic, tolerant K-12 classroom environment.  The 

description asserts that educators have a civic and moral responsibility to embrace 

multiculturalism, but what is noticeably absent is the reason why.  Also, the course 

description fails to make any reference to faith.  Participant 1 incorporates a variety of 

both Christian and more mainline authors into his diversity and multicultural teachings.  

For instance, overtly Christian texts include Finding Calcutta by Mary Poplin and 

Ministering Cross Culturally by Sherwood G. Lingenfelter.  The course also uses authors 

Diaz Rico, James Banks, and Gail Thompson. 

 

Pre-Interview Questionnaire 

 In a pre-interview questionnaire, the researcher asked Participant 1 to check off 

any of the provided topics discussed in the course (Table 1).  The researcher also 

provided a section for additional topics covered in the course; Participant 1 listed 

achievement gap, multicultural education, language acquisition, and dual language 

programs.  The questionnaire then asked participants to rank the top three topics from 

greatest to least that (a) are given the most attention in the course; (b) the participant 

believed are most important for preparing Grades K-6 teacher candidates; (c) are most 

important for preparing Grades 7-12 teacher candidates; and (d) are most important to 

Christians.  Participant 1’s beliefs are emphasized in evangelical Christian spheres.  Table 

2 reports the answers given by Participant 1.  Lastly, participants were asked to rank on a 

Likert scale ranging from 1 (not at all important) to 5 (very important) how important 
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integrating a Christian worldview is when addressing social issues in K-12 classrooms.  

Participant 1 marked “5,” indicating that a Christian worldview is very important.   

 

Table 1 

Responses from Participant 1 – Topics Covered in the Course 

Topics Covered in the Course Response 

Racism X 

Classism X 

Sexism X 

Disabilities X 

Poverty X 

Gender Identity X 

Sexuality X 

Bullying  

Language X 

Religion X 

 

Table 2 

Responses from Participant 1 – Importance of Topics 

Importance of Topics 1 2 3 

Topics that receive the most 

attention  

Race Gender 

Identity 

Poverty 

Topics most important for Grades 

K-6 teacher candidates  

Poverty Language Race 

Topics most important for Grades 7-

12 teacher candidates  

Race Gender 

Identity 

Poverty 

Topics covered most important to 

Christians 

Poverty Disabilities Gender 

Identity 
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Select Interview Responses: Participant 1 

The transcription for Case Study 1 totaled 32 pages.  Categorization and coding 

amounted to 14 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix F.  The following excerpts are from Participant 1’s 

interview. 

Researcher (R): What are your goals and the departmental goals for the course? 

Participant 1 (P1):  

We look at academic achievement across culture and the impact of culture on 

academic achievement integrated in a Christian worldview.  I attempt to start with 

an understanding of humanity in light of God’s creation.  Based off of that 

humanity, looking at the reality of academic achievement, across racial lines, and 

then I attempt to get our students to question why it is what it is?  [I want them to] 

Critically think about humanity.  Is it minorities or sense of color?  Is it a physical 

issue?  Is it a cultural issue?  Why they don’t achieve as high as majority white 

population?  The departmental goal is for them to understand how Christian 

perspective works in the classroom.  The goal for the course is kind of like a 

hybrid.  It has to meet these state standards that our teacher education program 

needs to meet in order for the credential process.  They’ll have programs to 

interject what this course particularly addresses.  It also has some university goals, 

such as understanding the Christian truth on perspective and life.  Then for our 

pre-service teachers is to hopefully deconstruct any race perspective, racism 

attitudes, and construct a healthier appreciation difference. 

 

Participant 1 structures the course primarily around culture and academic achievement, 

and it was apparent throughout the interview that this is the filter through which all 

responses were given.  When Participant 1 states that the course is designed with an 

“integrated Christian worldview” and an “understanding of humanity in light of God’s 

creation,” it highlights Christian worldview theory.  The departmental goal, and 

presumably Participant 1’s goal as well, is to integrate the Christian perspective in the 

classroom; this displays an integration of faith and learning.  Much of Participant 1’s 

response to the course goals centers on the concept of teachers as agents of change.  For 
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instance, worldview and faith integration serve an important purpose: equipping teacher 

candidates to meet the academic and humanistic needs of minority students. 

As a follow up question, the researcher asked Participant 1 whether or not it was a 

struggle to bridge secular theories and readings with Christian teachings.  The researcher 

admitted it was often a challenge for her to strike a balance between the two and that 

integrating them was most difficult. 

P1:  

I don’t find that hard.  The challenge is there is so much literature that I want to 

show, secular literature and viewpoints on diversity, at the same time, the way 

literature from Christian standpoints.  [On speaking to teacher candidates . . . ] 

Leave it to the practical of how this really works in a classroom.  How does a 

secularist feel about humanity?  Or impact how might you teach a student in your 

classroom?  Are you just part of this process that’s taking place?  Do you believe 

there’s inherit value to this student because they’re created in the image of God?  

They [K-12 students] deserve value and respect regardless of their academic 

achievement due to a variety of factors.   

 

The researcher coded the first part of the response about integrating Christian and secular 

texts under “Faith and Learning.”  Participant 1 then proceeded to share questions asked 

to teacher candidates in the course.  These rhetorical questions reflect both an integration 

of faith and learning as well as Christian worldview.  Participant 1 integrates faith into 

the course by challenging teacher candidates to consider how their worldview impacts 

their teaching praxis.  About teacher praxis, Participant 1 concludes his response by 

emphasizing K-12 students’ worth, regardless of circumstance.  This statement was 

coded under teachers as “agent of change” because it speaks directly to the idea that 

educators influence K-12 students’ perceptions of self.   
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R: How does this course integrate the university mission statement? 

P1:  

At the end of our mission statement is that we’re an evangelical community of 

scholars, to whatever ends, brings a Christian perspective on truth in life.  That’s 

how I integrate the mission statement to that.  Are we developing the Christian 

perspective on cultural diversity or multicultural education?  Part of the challenge 

is defining terms because we can define terms from a Christian perspective that 

may be a different definition that public school uses, or secular society uses.  We 

always talk about Christian terms and then look at a term of diversity. 

 

Participant 1 addresses the integration of the university mission statement with the 

purpose of the course, which is an example of faith and learning integration.  That 

Christian terms are considered in juxtaposition with diversity terms also reflect faith and 

learning integration.  Participant 1 reflects Christian worldview thought by 

acknowledging a Christian “truth in life” perspective illuminates the course.   

R: How would you define the term Christian worldview?  

P1:  

That’s a great question.  A world view would be an understanding of how the 

world works and the way it’s supposed to be so a Christian worldview would be 

looking at how the world was designed to be by God and how it’s going to be 

played out in using the authority of scripture as your framework.  Trying to look 

at things in life through a Christian prism or lens. 

 

R: In what ways does the Christian worldview influence your course? 

P1: 

I think trying to help [teacher candidates] understand where we all come from.  

As Chuck Colson would say, Why are we in such a mess?  What’s gone wrong?  

C. S. Lewis would say it appears as something wrong; just by looking at 

humanity, something has gone wrong.  What’s wrong?  Why we in such a mess?  

To Colson’s point, What’s the solution?  Francis Schaffer would ask, How then 

shall we live?  Or whatever something to that nature.  I think the way it kind of 

shapes the purpose of the course [which] would be trying to understand and make 

sense of a collection of students.  Where did they come from?  I believe they 

come from almighty God and part of the creative work of God.  Or is this a 

process of adaptations, struggles, survivals?  That is shaping enough.  I feel like if 
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we all come from the same race, the human race, created by God then what’s 

gone wrong?  What kind of academic achievement does that leave us?  Why do 

we have still have racism?  That then would lead to the way humans have 

conducted themselves. 

 

R: The ways humans have messed up the world, not God? 

P1: Right. 

Without prompting, Participant 1 applied the question to the course. 

P1:  

A Christian worldview frames [the course].  I ask [teacher candidates], is there 

anything redeemable?  Hopefully the sense that they get is that students they’ve 

been working with deserve to be redeemed.  God retains us through Christ.  He 

pays a price to bring us back into a relationship.  What’s that price on the 

educator?  It’s the responsibility of the educator to bring that student to a place 

where they may have an opportunity to achieve a multicultural education on an 

equal playing field. 

 

This response is consistent with much of Christian worldview literature; in fact, 

Participant 1 names many theologians who have written on the subject.  In the question’s 

application to the course, Participant 1 displays an understanding of Christian worldview 

by asking what can be redeemed or restored in God’s image?  Interestingly, Participant 1 

then parallels Christ’s sacrifice to that of the educators.  That Participant 1 feels educators 

have a responsibility—much like Christ’s—to redeem and restore reflects both the 

concept of teachers as agents of change in the classroom as well as Christian worldview.  

In the interview, the researcher noted the similarity between his response to theologians 

who believe the Christian worldview centers on creation, fall, redemption, and 

restoration; the researcher asked Participant 1 to elaborate. 
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P1:  

I tend to use the words redemption and restoration.  Redemption being willing to 

work with and serve that student.  That student has meaning or value.  In 

restoration being in a place to try to make the playing field level, which it takes a 

lot more effort.  This is something like being forgiven.  Yeah, I think in some 

sense I would look at restoration as a student having an equitable opportunity to 

succeed academically in the teacher’s classroom. 

 

Again, Participant 1’s commentary is consistent with both Christian worldview concepts 

and the idea that the Christian worldview is, or should be, the catalyst for educators to 

become agents of change in their classrooms.  During the interview, Participant 1 shared 

that in EDUC 504 teacher candidates mentor and tutor at local public elementary school.  

The researcher asked if teacher candidates found it problematic to share or integrate their 

faith. 

P1:  

Not necessarily.  It‘ll generally come up doing their small group activities that the 

fourth grade students will ask about a specific university, and generally the gate 

through to religion is a faith-based or Christian university.  Some of our students 

will either resonate with that, “oh I go to church I‘m a Christian, or I‘m Catholic, 

I go to Catholic Church, or what is that.”  Our students [teacher candidates], then, 

begin to, in some limited way, just say it‘s a belief in God.  That‘s the foundation 

of the college—our faith.  They just move along to that point.  These students [4th 

graders] teach my students [teacher candidates] that they‘re real human beings.   

They love life.  They love people.  My students come to understand that they are 

God‘s children, too.   

 

The researcher coded this response under faith and learning.  This response is consistent 

with faith and learning literature in that faith should be an overflow of one’s personhood; 

it should come naturally in conversation with others and in others’ observation of the 

Christian educator.  Participant 1 also emphasizes that students are not the only receivers 

but that teacher candidates are also shown God through interacting with these fourth 

graders.   
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R: If this course were taught at a state university—devoid of a Christian lens—

how would this class look different? Or would it? 

P1:  

I think the difference might be that we might look to this place where it‘s kind of I 

guess tolerated to preach tolerance for the sake of being overall good for 

humanity.  We can get along a little better.  Live peaceably.  I think that’s where 

its somewhat shortened because I think we would look at it from a Christian 

standpoint because that’s the right thing to do.  It ultimately brings honor and 

glory to the Lord.  It has more eternal ramifications so the student can have an 

opportunity to achieve better academically and live happily ever after.  It‘s kind of 

like shallow. 

 

R: In your opinion, how does applying a Christian lens equip teacher candidates 

to address K-12 social issues? 

P1:  

I think spiritually the Christian lens helps us to find contentment in the fact that 

we live life the way we should have for that time and moment in that person’s 

life.  In praxis, I use a quote by Mother Theresa, who said “we can do no great 

things but only small things with great love.”  I use a book in one of my other 

courses from a professor friend of mine who spent time with her in Calcutta.  I 

will have her come to my class and speak and use her books in our readings.  

Have you read Finding Calcutta?  

 

R: I haven’t, but I am familiar with Dr. Mary Poplin; she spoke at a conference I 

attended recently. 

P1:  

Yeah so it‘s basically, Mother Theresa says, she doesn’t really accept donations or 

handouts.  She wants you to come and see what you can do and do it.  I try to use 

that idea with my students.  Let’s go and see what‘s going on at this school.  So 

we have to deconstruct what they think is going on.  Then going to the school and 

seeing these students as real people.  [Teacher candidates ask] So what can I do 

about it?  I could tutor them or I could help them feel value.  I think in practice its 

being part of the daily grind with the students. 

 

Participant 1 indicates a Christian lens is the impetus for a Christian educator’s praxis.  

The inclusion of the quote from Mother Theresa implies love—Christ’s love—is the 
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catalyst for action.  This response is consistent with the principles of educators as agents 

of change, but it also incorporates the principles of Christian worldview.  Participant 1 

concludes with principles consistent with agent of change theory.   

R:  

 

Ok, last question: At the end of the course, how do you measure the effectiveness 

of the course?  In other words, how do you measure whether a Christian 

worldview and integrating faith really makes a difference in how these teacher 

candidates will teach? 

 

P1:  

That‘s a great question and I don‘t know if I have that down yet.  Definitely I 

want to see if a Christian worldview was applied.  If they use an understanding of 

that difference is still part of God’s kingdom.  And then whether students are 

better equipped to address social issues.  Under final exam they‘ll have to choose 

10 of these social issues.  Try to explain what the tension is with these issues.  

Look at their response to that.  [I ask them] So what’s your position regarding that 

issue?  If students at least engage with the issue, whether they land on where I 

want them to land, I‘m kind of happy with that.  I trust that God will lead them to 

truth even though they‘re still kind of working at it.  At least they understand that 

this is a real issue going on. 

 

That Participant 1 wants to see how students use their faith to reconcile complex social 

issues shows evidence of faith and learning integration.  The researcher and Participant 1 

concede that measuring how well students have applied their faith is difficult, and it 

cannot easily be quantified.  For this reason, Participant 1 states that ultimately God has 

to make the connections for teacher candidates. 

 

A Triangulation of the Data: Case Study 1 

The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; and 3) educator as an agent of change to triangulate the data and 

findings within each case.  Triangulation of the data was done across three instruments of 

data collection: 1) the university profile; 2) the design of the course; 3) the participant 
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interview.  Because participant interviews comprise the majority of the data collected, 

and because the study is interested primarily in participants’ perceptions of Christian 

worldview, faith integration, and educators as change agents, more emphasis was given 

to participant interviews during the analysis process. 

 

Christian worldview.  An analysis of the data revealed Christian worldview 

language is part of the university profile and participant interview, but there is little 

evidence in the course design for EDUC 504 Teaching and Cultural Diversity.  However, 

Participant 1 indicated on the questionnaire that including a Christian worldview in the 

course is “very important,” and comments given during the interview supports this claim.  

In the university profile, Azusa states, “Our identity in Christ gives meaning and purpose 

to our existence.  Knowing who we are as a Christ-centered university informs our 

behavior, guides our decisions, and provides a clear identity for our community” (APU, 

2013f, p. 1).  This statement is consistent with Christian worldview literature.  

Accordingly, a Christian worldview is deeply rooted in the person of Jesus Christ and it 

influences the way one sees and interacts with all of life (Naugle, 2002).  Several 

statements given by Participant 1 indicate the participant has a clear understanding of 

what a Christian worldview entails and there is a strong indication Participant 1 attempts 

to design EDUC 504 with this worldview.  “I attempt to start with an understanding of 

humanity in light of God’s creation.”  “[I ask my teacher candidates] Do you believe 

there‘s inherit value to this student because they‘re created in the image of God?”  “God 

retains us through Christ.  He pays a price to bring us back into a relationship.  What’s 

that price on the educator?” 
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Faith and learning.  An analysis of the data indicated a strong connection 

between faith and learning is evident in the university profile and can be found in 

statements given during Participant 1’s interview; however, there is a noticeable lack of 

faith and learning language in the course description.  Dockery (2012) asserts that those 

who have been called to serve as Christian educators, particularly in private spheres, have 

been given the responsibility to not only think deeply about how the Christian faith 

influences academies and campuses but also how faith influences life and culture.  

Evidence that Azusa takes seriously the Christian academy’s call to integrate faith and 

learning is found in statements such as these:  

[Azusa is an] evangelical Christian community of disciples and scholars who seek 

to advance the work of God in the world through academic excellence in liberal 

arts and professional programs of higher education. . . .  The four cornerstones of 

Azusa Pacific are listed in order of Christ, scholarship, community, and service.  

(APU, 2013a, para. 4) 

 

The latter statement indicates the university places emphasis on integrating faith, or 

Christ, into university study and service.  The participant interview did not indicate as 

much faith and learning language as Christian worldview.  Nonetheless, an analysis 

reveals Participant 1 is both familiar with the concept and supportive of faith influencing 

praxis.  The participant acknowledges the departmental goal, and inadvertently the 

participant’s goal, is for teacher candidates to grasp how the Christian worldview is 

applicable in the classroom.  This speaks to faith and learning integration.  There are a 

few overtly Christian texts included in the course, one of which is written by a Christian 

professor who served in Calcutta under Mother Theresa.  Ultimately, Participant 1 

recognizes that he can do only so much to make faith and learning connections for his 

students and that God plays the largest role.  “The departmental goal is for them to 
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understand how Christian perspective works in the classroom.”  “I will have [Dr. Mary 

Poplin] come to my class and speak and use her books in our readings.  Have you read 

Finding Calcutta?”  I trust that God will lead them [teacher candidates] to truth even 

though they‘re still kind of working at it.”   

 

 Agent of change.  Teaching at its core is a moral profession.  Agent of change 

theory holds teacher education programs must help teaching candidates to link the moral 

purpose that influences them with the tools that will prepare them to engage in productive 

change (Fullan, 1993).  For the Christian educator, he or she recognizes Christianity is 

the moral impetus for changing students’ lives.  When data were coded and categorized, 

it indicated a lack of agent of change language in the university profile, but there were 

several statements in the course description and participant interview.  The following 

statements from the course description points toward an alignment with agent of change 

theory: “Educators have a moral and civic responsibility to ensure that multicultural 

attitudes and values permeate the total school curriculum and learning environment.”  

“[Teacher candidates] study the nature of culture and learn to appreciate the strong 

influence that a student‘s culture has on learning behavior and values.”   

 Additionally, an analysis of the participant interview shows a strong 

interdependence between Christian worldview as a catalyst for making a difference in K-

12 students’ lives: “[The purpose of the course] for our pre-service teachers is to 

hopefully deconstruct any race perspective, racism attitudes, and construct a healthier 

appreciation difference so they can be more influential.”  “We‘ll look at race, language, 

disability, gender identity, sexism, social economics.  From that point try to provide 

responses to the academic achievement gap that we see across racial lines.”  “God retains 



 

150 

us through Christ.  He pays a price to bring us back into a relationship. What’s that price 

on the educator?”  “It’s the responsibility of the educator to bring that student to a place 

where they may have an opportunity to achieve a multicultural education on an equal 

playing field.”  “Yeah I think in some sense I would look at restoration as a student 

having an equitable opportunity to succeed academically in the teacher’s classroom.” 

 

Summary 

A triangulation of the data for Case Study 1 confirmed the theoretical frameworks 

and three major themes of the study are evidenced across the university, the course 

included in the study, and the participant interview.  In the pre-interview questionnaire, 

the participant indicated that race, gender identity, and poverty are the social issues most 

covered in the course.  An analysis of the data verified that these topics were discussed, 

but the researcher suggested the topics of classism and language learners are emphasized 

more than gender identity.  Looking at the participant interview specifically, teachers as 

agents of change received more coding than Christian worldview or faith and learning.  

Even still, the participant clearly and accurately articulated principles of Christian 

worldview theory and was also able to speak to how this worldview impacts praxis—the 

integration of faith and learning.  What emerged primarily from Participant 1 was 

Christian’s responsibility to influence social change and justice in their classrooms; this 

speaks directly to teachers as agents of change from a Christian perspective.  For 

example, Participant 1 stated that an educator’s teaching role is akin to Jesus’s in that 

both the educator and Christ are called to redeem and restore.  There was a strong 

connection made between Christ’s responsibility to his children and Christian educators’ 

responsibility to children in their classrooms. 
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“If students at least engage with the issue, whether they land on where I want 

them to land, I‘m kind of happy with that.  I trust that God will lead them to truth even 

though they‘re still kind of working at it.”   

 

Case Study 2: Participant 2 

 

University Profile 

Participant 2 is a faculty member at Biola University, a private, 

nondenominational university located in the Los Angeles area.  Biola was selected 

because it holds membership status with CCCU.  The university was founded in 1908 as 

a Bible and missions training school, but it has since become a four-year university.  At 

the time of the study, the university enrolled approximately 6,000 undergraduate and 

graduate students.  In 1960, the School of Education was accredited by CCTC, and in 

1961 Biola was accredited by WASC.   

Biola University is unique to other Christian colleges selected for the study in that 

the university requires a statement of faith not only from faculty and staff but also from 

students.  Biola’s website states the university’s vision is to be an exemplary Christian 

university characterized as a community of grace that promotes and inspires personal life 

transformation.  Biola reflects many of the principles of biblical worldview thinking 

because the university maintains that Christ illuminates the world with light and truth.  

The university also reflects evidence of Christian worldview thinking and missional 

practice when it states, “As a global center for Christian thought and an influential 

evangelical voice that addresses crucial cultural issues, Biola University aspires to lead, 

with confidence and compassion, an intellectual and spiritual renewal that advances the 
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purpose of Christ” (Biola University, 2013b, para. 1).  The university mission 

statement— “Biola University is biblically centered education, scholarship and service—

equipping men and women in mind and character to impact the world for the Lord Jesus 

Christ” – resonates with that of other universities selected for the study (Biola University, 

2013b, para. 2).  Three core foundations are listed on the website: truth as revealed in 

God’s inerrant word, transformation through a community of grace, and testimony as 

interpreted through the Gospel’s Great Commission.  Biola University requires 30 

spiritual development credits and eight conferences attendance credits each semester 

from all undergraduate students (Biola University, 2013a).  According to Biola’s spiritual 

development website, many of these credits are obtained through chapel attendance 

(Biola University, 2013c). 

Unique to Biola University, in comparison to other colleges selected for research, 

is the amount of consideration given to faith and learning within the School of Education 

reflected on the school’s website and in literature available on campus.  The departmental 

mission is to “equip Christian educators to impact public, private, mission and home 

schools through biblically centered education, scholarship and service” (Biola University, 

School of Education, 2013, para. 1).  Similarly, the School of Education’s vision “is to 

equip a generation of influential educators, focused on God‘s calling, devoting their 

strengths, gifts and scholarship, to meet the needs of diverse students and to advance the 

Kingdom of God” (Biola University, School of Education, 2013, para. 1).  In the spring 

of 2007, Biola’s Teacher Education Program adopted seven biblically centered, 

distinctive outcomes; they are as follows: 

1. Committed to Living Out God‘s Calling as a Christian Educators 

2. Dedicated to Students‘ Optimum Development for God‘s Ultimate Glory  
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3. Engaged in Cross-Cultural Experiences to Appreciate Diversity  

4. Capable of Applying Human Development and Learning Theories to Solve 

Educational Challenges  

5. Implements Content Instruction Effectively  

6. Skilled at Implementing Assessments and Using Results to Make Instructional  

7. Decisions Devoted to Creating a Positive Learning Environment   

(Biola University, School of Education, 2013, para. 4-10) 

 

Of particular interest to this study are outcomes 1, 2, and 3.  Outcome 1 speaks to living 

an integrate life when it states that teacher candidates will “embrace a lifestyle focused on 

biblical principles and continued reconciliation with God” (Biola University, School of 

Education, 2013, para. 4).  It also focuses on justice when it states candidates will receive 

and reflect God‘s love, appreciate God‘s provisions, promote shalom with and among 

others, and protect stakeholders‘ rights.  Outcome 2 focuses on worldview learning when 

it states that teacher candidates will “accept that students are created in the image of God, 

candidates facilitate growth in mind and spirit, character, social skills, emotional maturity 

and physical health” (Biola University, School of Education, 2013, para. 5).  Outcome 3 

speaks specifically to teacher candidates as agents of change by stating “candidates will 

appreciate and value cultural diversity through engagement in diverse educational 

settings that differ from their prior experiences in order to become advocates for equity 

and justice” (Biola University, School of Education, 2013, para. 6). 

 

Course Profile 

Biola University offers the course LEDU 341 titled - Methods of Teaching 

Culturally and Linguistically Diverse Students to teacher candidates.  The focus of this 

course is primarily language diversity, as stated in the course description: 

LEDU 341 is a comprehensive study of pedagogical theories, instructional 

methodologies, and assessment practices relating to culturally and linguistically 

diverse learners.  Guided by the principles of first and second language 
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acquisition and English language development (ELD), the course will focus on 

effective application of learned pedagogical theories and best practices for 

promoting the academic achievement of English learners (EL).  Students will also 

examine how to identify and address the cognitive, pedagogical, social, and 

individual factors affecting second language acquisition in order to meet the 

instructional needs of EL.  (Syllabus, Participant 2) 

 

This course is a required part of Biola’s teacher candidate program, and it is generally 

taken in the junior year, and California’s teacher accreditation strongly influences the 

scope and sequence of the course.  Fourteen California standards are listed in the 

syllabus, and the syllabus addresses how these standards will be met.  For instance, 

standard 1 states, “Examine and be able to discuss effective ways to include the historical 

and cultural traditions of the major California cultural groups, including community 

values and resources, in classroom instruction” (Syllabus, Participant 2).  The syllabus 

then addresses which assignments will meet this standard.  The course appears to not 

only address California’s requirements but also integrate Biola’s standards for integrated 

faith-based learning.  For example, one assignment worth 100 points asks students to 

write a narrative reflection with biblical integration.  The assignment’s requirements ask 

students to “Reflect on the assignment with specific attention to the impact of a strengths-

based approach versus a ‘deficit’ model, and consider ways to integrate a Biblical 

worldview relating to English learners” (Syllabus, Participant 2).  Participant 2 has taught 

the course for six or seven semesters.  By university and instructor design, the course 

focuses most heavily on language acquisition and culture as it relates to language. 

 

Pre-Interview Questionnaire  

 In a pre-interview questionnaire, the researcher asked Participant 2 to 

check off any of the provided topics discussed in the course (Table 3).  The researcher 
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also provided a section for additional topics covered in the course; Participant 2 listed 

SDAIE, which is an acronym for “Specifically Designed Academic Instruction in 

English.”  The questionnaire then asked participants to rank the top three topics from 

greatest to least that (a) are given the most attention in the course; (b) the participant 

believed are most important for preparing Grades K-6 teacher candidates; (c) are most 

important for preparing Grades 7-12 teacher candidates; and (d) are most important to 

Christians.  Participant 2’s beliefs are emphasized in evangelical Christian spheres.  Table 

4 reports the answers given by Participant 2.  Lastly, participants were asked to rank on a 

Likert scale ranging from 1 (not at all important) to 5 (very important) how important 

integrating a Christian worldview is when addressing social issues in K-12 classrooms.  

Participant 2 marked “5,” indicating that a Christian worldview is very important. 

 

Table 3 

Responses from Participant 2 – Topics Covered in the Course 

Topics Covered in the Course Response 

Racism X 

Classism X 

Sexism  

Disabilities X 

Poverty X 

Gender Identity  

Sexuality  

Bullying  

Language X 

Religion  
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Table 4 

Responses from Participant 2 - Importance of Topic 

Importance of Topic 1 2 3 

Topics that receive the most 

attention 

Language Poverty Disabilities 

Topics most important for 

Grades K-6 teacher candidates 

Language Poverty Disabilities 

Topics most important for 

Grades 7-12 teacher candidates 

Poverty Classism Language 

Topics covered most important 

to Christians 

Religion Poverty Race 

 

Select Interview Responses: Participant 2 

The transcription for Case Study 2 totaled 34 pages.  Categorization and coding 

amounted to 17 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix G.  The following excerpts are from Participant 2’s 

interview.  The researcher met Participant 2 for lunch at Biola University’s cafeteria.  The 

actual interview took place in the Participant’s office because the cafeteria was too loud 

and had too much background noise.  Lunch gave the researcher an opportunity to get to 

know Participant 2, discuss the scope of the study, and learn more about the course 

included in the study.  By the time the recorded interview began, the researcher was able 

to dive right into the interview questions.   

R: We talked a little over lunch about the Christian worldview.  For the record, so 

to speak, what would you say a Christian worldview entails?  
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P2:  

I think everything stems from what we would call truth with a capital T.  How we 

see our world if framed by that truth and I don’t see it as an add-on feature I see it 

as a core.  The way I explained it at one meeting was it’s as if you’re baking a 

cake and you want the cake to be an almond cake and there are some people who 

would say okay I’ve baked a cake and it’s going to be almond.  So I’m going to 

sprinkle some almonds on the top and around the side and kind of make it look 

nice.  But if you back up and you say I’m going to bake the cake and in the batter.  

I’m going to put almond extract so that the almond will permeate the entire cake.  

And even if I put almonds on the outside the almond will be part of the cake it’s 

inherent of what it is. 

 

Participant 2 used a descriptive baking analogy to describe the difference between 

treating a Christian worldview as an afterthought that decorates one’s profession versus 

allowing a Christian worldview to inform all that one does in his or her profession.  The 

researcher asked Participant 2 to apply her thoughts specifically to the classroom. 

P2:  

I kind of try to explain to my students it’s not an add-on feature that we just put 

on afterwards and say “oh, this is a nice Christian worldview.”  No, it’s 

everything that we do, everything we think, the way we think, the way we see the 

world.   The way we approach our students, the way we study everything is 

derived from how we see the world through the creator.  Through the mission that 

He has given us so I have a hard time separating them. 

 

R: That’s great.  When teaching your students, how would you apply a Christian 

worldview specifically to K-12 social issues or issues of social justice? 

P2:  

There are a couple of different biblical principles that I think it’s really important 

for students to keep in mind one is man’s fallen nature and that when we approach 

our students we have to remember that the children are coming from broken 

homes or are coming as sinful creature just as we are. 

 

Without any prompting or follow up questions, Participant 2 transitioned the conversation 

toward what the researcher coded as agent of change concepts.  Participant 2 applied 

Christian worldview theory to the K-12 teacher’s role in the classroom and what naturally 
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emerged was a discussion about teacher influence.  Participant 2 relies on Christian 

worldview language to emphasize Christian teachers’ social responsibility. 

P2:  

Teachers have to remember, there is a measure of grace that we have been 

afforded and that we are obligated to show our students in return.  And so the 

grace and love that we’ve experienced through Jesus Christ we then offer to our 

students.  The other thing is to remember that God is a just God and he is the 

author of social justice.  He desires social justice; the issues that are important on 

this paper are important to him.  Everything is not the way it is supposed to be 

right now because we live in a fallen world, it’s in the hands of somebody who is 

very evil and the world’s system that operates here is not the original intent. 

 

From these comments, the participant broadens the conversation from teachers and 

teacher candidates to include the mandate of social responsibility on all Christians. 

P2:  

And so were not able to completely fix [the world], but as God leads us with His 

spirit we can be agents of bringing social change that will redirect back to maybe 

a more Godly just society.  And so it’s not by man’s efforts, it’s not by people 

picketing and protesting, it’s every person has to pray and say God how do you 

want me to be your agent in this child’s life, or in the colleges’ life, or in this 

neighbor’s life, to help bring about justice, peace, love, and reconciliation, with 

God.  So that’s kind of the basis for why we do what we do.  They are very 

important issues, but we have to do it in-terms of what God’s calling us to do and 

not in-terms of what the expectation is for social justice per say. 

 

Participant 2 made an interesting distinction between social justice and biblical justice.  

Social justice, the participant implies, is what people do because it’s “the right thing” to 

do by society’s standards; biblical justice, by contrast, is what God calls his followers to 

do. 

R: Can you tell me a little about how you integrate faith in your class? 

P2.   

I share different scriptures sometimes.  There are a lot of scriptures in the Psalms 

that talk about God’s justice and His judgment over things that are evil.  So I 

think those are some of the things that I kind of share and maybe in devotion.  We 
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do devotions, sometimes the students will do them, and sometimes I will do them, 

and I’ll bring in whatever issues our topic is for that day.  I definitely bring in 

Christian viewpoints, scripture, whenever it applies to – okay here’s a case study 

of this is a situation that happened in the classroom.  How would you handle this 

as a teacher?  Okay from a Christian point of view how are you going to approach 

that student? 

 

The participant also shared books used in the course that lend themselves to integrating 

faith and learning.  For instance, Participant 2 referenced the book Education for Human 

Flourishing (Spears & Loomis, 2009), which is incorporated in this study’s literature 

review.  The participant also shared that integrating faith commonly looks like 

conversations centered on teacher behavior.  One example shared was encouraging 

teacher candidates to be salt and light to others by showing up on time for work, not 

participating in teacher lounge gossip, and going the extra mile for a struggling student.  

Additionally, Participant 2 shared that integrating faith and learning compels her to 

emphasize teaching as a calling by God rather than simply a job. 

P2:  

I think what’s special about Biola too is, what I love about our students is that 

they understand that to be an educator is a calling.  It’s not for everybody; it’s 

something that God specifically picks you out for and equips someone for.  So the 

first class intro to teaching they write that they are called to teach paper.  Why are 

you called to be a teacher what has God, experiences, what gifts, abilities has he 

given you and desires that point you in this direction and say this is where I know 

God wants me to be.  This is where I’m going to be effective for him.  So it’s 

more than just a job where you get summers off and I think people who don’t 

understand that it really is a calling − just like a missionary or any other religious 

position or pastor.  It’s just as important and you are touching so many lives, such 

a great reasonability. 

 

Participant 2 has teacher candidates complete an assignment that not only integrates faith 

but also speaks to the belief that these teacher candidates are agents of change.  Each 

teacher candidate is partnered with an elementary school student.  After shadowing the 
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student for a day, the teacher candidate then completes a profile on the student to share 

with the student’s classroom teacher: 

P2:  

[Teacher candidates] have to look at the student instead of saying what the student 

can’t do, they have to develop a profile of strengths from the strengths approach.  

What strengths does this student bring to the classroom in four areas social, 

cognitive, linguistic cultural and learning skills?  So they identify at least one 

strength in each of those areas, and then write a strategy application activity, that 

the teacher could use to build on those strengths. 

 

After Participant 2 teacher candidates share their student profile with the classroom 

teacher, the participant then asks the student to reflect on Leviticus 34, which integrates 

faith. 

P2:  

[The scripture] says that the stranger among you will be to you as one born among 

you and you shall love him as yourself.  And I cross reference that with in the 

New Testament where Jesus says the greatest commandments are to love the Lord 

Jesus, the greatest commandments are to love the Lord Jesus God and to love 

your neighbor as yourself. 

 

From here, Participant 2 helps students to make the connection between their faith and 

the Christian calling on their lives to be agents of change for their future classrooms. 

P2:  

And I say, “now what does it look like for you as a teacher to love students as 

yourself, to love families as yourself?”  Because that is what God calls us to do 

and it’s very clear and because we are working with a lot of immigrant and people 

who we would call aliens and foreigners.  God specifically talks about them in our 

mist and how we are supposed to treat them.  So they reflect on those scriptures 

and they answer a few questions like, “how do you apply this scripture to the 

student that you shadowed?  What do you pray for this student and the student’s 

family?  And then what do you pray for yourself as a teacher?” 

 

R: What would you say are your goals for the course?  How do you set these 

goals and how do you integrate these goals with California schools in mind?  
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P2:  

I think my personal goal for my students would be to have a heart for children 

from diverse backgrounds.  To really see them as a gift, to see them as children 

who maybe need that extra TLC and children who God brought to them for a 

reason.  And it’s a mutual reason it’s not just for their benefit; it might be for the 

teachers benefit too.  I don’t believe in coincidences.  I believe in divine 

incidences.  So the children they have in their class are there because God placed 

them in their care. 

 

In these comments, the participant evidences not only an understanding that teachers are 

agents of change in their classroom but also students’ ability to change or impact their 

teachers’ lives.  Participant 2 attributes this to God, which speaks to the Christian 

worldview’s notions of a sovereign Lord who orchestrates all.  When the researcher 

asked Participant 2 to comment on how or whether the course would look differently at a 

state university, the participant asserted that a Christian calling and purpose would be 

absent.   

As a concluding question, the researcher asked how the participant measures 

whether or not a Christian worldview better equips teacher candidates to be agents of 

change as future teachers.  Regarding measurement, Participant 2 spoke at length about 

providing feedback to students throughout the semester.  Participant 2 also shared she is 

able to see growth in her students’ weekly written reflections, predominantly when she 

compares the beginning of the semester to the end.  About the Christian worldview 

influencing the course and better equipping teacher candidates, Participant 2 stated: 

P2:   

We [Christian educators] have a supernatural wisdom to draw on.  I’m not saying 

Christian teachers are perfect − we mess up a lot; we make the same mistakes as a 

lot of other people.  But I think because of that sense of calling and because we 

have resources, spiritual resources to draw on, I think that makes a difference in 

longevity.  I think it makes a difference definitely on how we run our classroom.   

Creating a community of learners where we have respect for those students 
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because of who God created them to be.  And we see that God has given each of 

those kids something.  They don’t come empty; they don’t come waiting for us to 

fill them with information.  They come with experiences; they come with gifts 

and talents. 

 

In these comments, Participant 2 asserts that the Christian worldview is what allows 

teachers to view his or her students with a divine purpose in mind.  Accordingly, the 

Christian worldview encourages educators to educate with God’s heart for K-12 students.  

Participant 2 then transitions the conversation towards teachers’ responsibility to be 

agents of change.  Again, the participant accredits God’s biblical calling as the impetus 

for Christian educators to be change agents. 

P2:  

[K-12] Students come with a purpose for life and part of our job as Christian 

educators is to remember that God called them into this world for a reason − just 

like he called us into this world for a reason.  And part of our job is to help them 

figure that out, you know, “what are your strengths?” and we might overly say 

“what gifts has God given you” but we can also, we can just share with them, like 

you know, you have strengths and you have gifts and talents that you have been 

given.   

 

A Triangulation of the Data: Case Study 2 

The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; and 3) educator as an agent of change to triangulate the data and 

findings within each case.  Triangulation of the data was done across three instruments of 

data collection: 1) the university profile; 2) the design of the course; 3) the participant 

interview.  Because participant interviews comprise the majority of the data collected, 

and because the study was interested primarily in participants’ perceptions of Christian 

worldview, faith integration, and educators as change agents, more emphasis was given 

to participant interviews during the analysis process. 
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 Christian worldview.  Evidence of Christian worldview language emerged 

throughout the university profile and participant interview.  In the university profile, for 

instance, Biola states, “Christ illuminates the world with light and truth” (Biola 

University, 2013b, para. 1).  This statement resonates with Abraham Kuyper who said, 

“There is not one square inch in the whole domain of our human existence over which 

Christ, who is sovereign over all, does not cry ‘this is mine!’” (as cited in Naugle, 2002, 

p. 21).  Both statements support Christian worldview thinking.  Additionally, in the 

university’s core values, the school maintains they are dedicated to student success for 

the glory of God.  The School of Education also sets forth its own mission and standards, 

much of which includes Christian worldview principles.  There was, however, a 

noticeable lack of Christian worldview language in the course description and 

questionnaire.  On whether a Christian worldview should be included in a social issues 

course, Participant 2 marked a “5” for “very important.”  The participant interview 

supports this claim.  Participant 2 spoke at length about the necessity for a Christian 

worldview lens when looking at K-12 social issues.  Some of the participant’s responses 

regarding Christian worldview: “Everything stems from what we would call truth with a 

capital T and that how we see our world if framed by that truth and I don’t see it as an 

add-on feature I see it as a core.”  It’s really important for [teacher candidates] to keep in 

mind man’s fallen nature and that when we approach our students we have to remember 

that the children are coming from broken homes or are coming as sinners.”  “We want to 

approach our world not from our truth and not from the world’s truth but what God’s said 

is truth.” 
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Poe (2012) believes the Christian worldview is contingent upon our understanding 

of three core biblical teachings: creation, fall, and redemption.  The theme of Christian 

worldview emerged in Participant 2’s statement that all men (women, children, teachers, 

and students) are fallen, broken, and in need of redemption.  Additionally, Participant 2’s 

comments regarding truth align with Elzinga (2011) who maintained Evangelical 

Christians believe the quest for truth, or education, begins and ends with Jesus.  There 

was a striking similarity between the participant’s example for what does and does not 

constitute a Christian worldview and Doug Wilson’s (2003) explanation. 

P2:  

How we see our world is framed by that truth and I don’t see it as an add-on 

feature I see it as a core.  The way I explained it at one meeting was it’s as if 

you’re baking a cake and you want the cake to be an almond cake and there are 

some people who would say okay I’ve baked a cake and it’s going to be almond.  

So I’m going to sprinkle some almonds on the top and around the side and kind of 

make it look nice.  But if you back up and you say I’m going to bake the cake and 

in the batter.  I’m going to put almond extract so that the almond will permeate 

the entire cake, then that’s a more authentic almond cake. 

 

Wilson (2003), a pioneer of Classical Christian Schools in America, asserts, “The 

Christian faith is not a condiment to be used to flavor the neutral substance of secular 

knowledge” (p. 38).  When Christianity is included as a condiment rather than the key 

ingredient it fails to become the foundation and purpose for learning.  In other words, 

integrating a Christian worldview requires educators to prioritize seeking truth above all 

other subordinate pursuits.  To add on a Christian worldview as a secondary ingredient is 

not an authentic cake—or worldview. 

 

Faith and learning.  The theme of faith and learning can be found in the 

university profile, which includes both Biola University at large and the School of 
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Education.  This theme also emerged during a data analysis of the participant interview.  

The researcher did not code any of the course description under the faith and learning 

theme; however, in the interview and in the course syllabus, several comments and items 

were coded as faith and learning.  For example, Participant 2 includes the “English 

Learners Strengths Project” and the “Language Emersion Project.”  The English Learners 

project partners teacher candidates with elementary students who do not speak English as 

their primary language.  Teacher candidates are encouraged to observe, reflect, and report 

on student strengths.  The Language Emersion project asks candidates to spend a 

minimum of two hours in a learning environment with a language foreign to their own.  

Both projects encourage students to draw on their faith and integrate it in their teaching 

vocation.  The School of Education’s mission is to “equip Christian educators to impact 

public, private, mission and home schools through biblically centered education, 

scholarship and service” (Biola University, School of Education, 2013, para. 1).  This 

statement aligns with Beckwith and Moreland (2009) who wrote, “We must integrate 

Christianity and our major vocation” if Christians are to bring validity to how a biblically 

informed worldview influences life and learning (p. 10).  Specifically, Biola’s approach 

to faith and learning integrates philosophy and praxis within the teacher candidates’ 

program (Biola University, School of Education, 2013).  The interview with Participant 2 

reflects this level of faith integration.  “I share different scriptures [with teacher 

candidates] too.  There are a lot of scriptures in the Psalms that talk about Gods justice 

his judgment over things that are evil.” 

Another way is we do devotions sometimes the students will do them and 

sometimes I will do them and I’ll bring in whatever issues are topic is for that 

day.  I definitely I’ll bring in Christian viewpoints scripture whenever it applies. 
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“We talk about being salt and light in everything that we do and say and nobody’s 

perfect, we all blow it many times.”  “So our students understand that they – so that 

makes a huge difference when you look at teaching as a calling not just an occupation.” 

We talk about the realities that you will have days where you go home and cry 

and that’s just the reality of your being a teacher.  Everybody has those days, and 

the question is what are you going to do about it?  Are you going to get bitter?  

Are you going to get discouraged?  Are you going to quit and if you – if God truly 

has called this person to be an educator—then we have to realize that we have 

resources to draw on. 

 

 Agent of change.  The university profile, course description and design, and 

participant interview were all coded and analyzed for teachers as agents of change 

language.  A data analysis found some—but scant—themes of agent of change theory in 

the university profile.  The most prominent emergence of this theme is embedded within 

the School of Education’s core standards for university students; it reads: “Teacher 

candidates will appreciate and value cultural diversity through engagement in diverse 

educational settings that differ from their prior experiences in order to become advocates 

for equity and justice” (Biola University, School of Education, 2013, para. 6).  Agent of 

change language is evident in understanding teacher candidates must appreciate and 

respect student diversity in order to effectively work toward righteousness.  Also, that 

Biola University’s School of Education recognizes teachers’ ability to make positive 

changes in the lives of K-12 students also evidences agent of change theory.  Several 

statements made by the participant also validate evidence of this theme: “I think my 

personal goal for my students would be to have a heart for children from diverse 

backgrounds.  Then they [teacher candidates] can make a difference in their students’ 

lives.”   
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What does it look like for you as a teacher to love students as yourself, to love 

families as yourself.    Because that is what God calls us to do and it’s very clear 

and because we are working with a lot of immigrant and people who we would 

call aliens and foreigners. 

 

“God specifically talks about them [aliens and foreigners] in our mist and how we are 

supposed to treat them.  So they reflect on those scriptures and they answer a few 

questions how do you apply this scripture.” 

And it’s a mutual relationship.  It’s not just for their [K-12 students] benefit; it 

might be for the teachers benefit too, and so I don’t believe in coincidences.  I 

believe in divine incidences.  So the children they have in their class are there 

because God placed them in their care. 

 

Statements made in response to agent of change questions evidence, Participant 2 has a 

clear understanding of and responsibility to teacher candidates becoming positive 

influences in the lives of their K-12 students.  Further, statements made during the 

interview also indicated a strong dependence on a Christian worldview and a faith 

integrated approach to teaching and learning in order to shape teacher candidates into 

effective agents of change. 

 

Summary 

A triangulation of the data for Case Study 2 confirmed the theoretical frameworks 

and three major themes of the study are evidenced across the university, the course 

included in the study, and the participant interview.  Looking at the participant interview 

specifically, Christian worldview was coded at a rate of 2 to 1 compared to the theme of 

agent of change and 3 to 1 compared to integrated faith and learning.  Participant 2 spoke 

at length about her interpretation of a Christian worldview.  She was also able to 

articulate how this lens enlightens all of teaching, learning, and life.  Additionally, 

Participant 2 made several persuasive arguments for why the Christian worldview is 
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necessary for teacher candidates to be the most effective agents of change possible in 

their future classrooms.  The course taught focuses primarily on English language 

learners.  For this reason, textbooks, projects, assignments, field experience, and 

conversation revolve primarily around this specific social issue.  Still, the participant 

made space for other social issue topics to develop.  Faith and learning is evidenced both 

in the course assignments and conversations Participant 2 has with her students.  For 

example, the participant often encourages her students to take challenging classroom 

situations and examine those in light of what scripture states to be true.  In the pre-

interview questionnaire, the participant indicated that language, race, and poverty are the 

social issues most discussed in the course.  An analysis of the data verified the 

participant’s claims. 

 

Case Study 3: Participant 3 

 

University Profile 

 Participant 3 is a fulltime faculty member at Hope International University, a 

small four-year Christian university located in the Orange County, California area.  The 

university was selected because of its membership status with CCCU.  Hope International 

University was founded in 1928 as Pacific Bible Seminary, and in 1963 was renamed 

Pacific Christian College following the move to Long Beach, California.  In 1997 they 

achieved university status and took the corporate name of Hope International University.  

The university has been regionally accredited by WASC since 1969 and has held teacher 

credentialing from CCTC since 1991.  It is regionally accredited by WASC.  Hope is a 

non-denominational university, but it has historical ties to the Restoration Movement and 
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Churches of Christ (Hope International University, 2013a).  At the time of the study, 

Hope had a total student enrollment of approximately 2,000 students.  The university‘s 

mission is to empower students through Christian higher education to serve the Church 

and impact the world for Christ.  As a private Christian university, Hope is committed to 

the integration of faith, service, and learning.  This dedication is reflected in the 

university’s mission statement, core values, and statement of belief; the guiding lights for 

every activity, class, and relationship on campus (Hope International University, 2013d).  

Additionally, Hope requires undergraduate students to attend Tuesday small groups and 

Thursday campus-wide chapel services.  According to Hope’s student life ministry 

website, chapel is indented to “extend the call of Christian discipleship and service to our 

campus community,” and small groups exist “for the purpose of personal, relational and 

spiritual growth” (Hope International University, 2013b).  There are six core principles 

that guide Hope University (2013d); they include: 

1. To remain Christ-centered, biblically based and focused on serving the 

Church while maintaining the values of the Restoration Movement. 

2. To create a Christian environment in which students are strengthened in their 

faith. 

3. To equip servant leaders in their chosen professions to change the world for 

Christ in contextually appropriate ways. 

4. To provide academic programs, and both organizational and physical 

infrastructure that are excellent in every way. 

5. To conduct research in order to act as a change agent in communicating the 

relevance of the Gospel. 

6. To be responsible stewards of the resources entrusted to us.  (para. 4) 

 

Hope’s School of Education includes five teaching objectives, four of which are general 

enough to be included at a public, state university; however, one of the objectives directly 

compliments the school’s faith-based mission when it states “Students will demonstrate 

responsible Christian leadership” (Hope International University, 2013c, p. 177). 
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Course Profile 

 The course selected for this study was Hope International University’s EDU 4802, 

titled “21st Century Schools” (Hope International University, 2013c, p. 315).  It is a 

required course for all Liberal Studies majors intending to earn their teaching credential.  

The course description in the 2012-2013 catalog claimed that this class is “the marquee 

experience of the undergraduate program in education” (Hope International University, 

2013c, p. 315).  The description also stated school diversity is the central focus of the 

course, and students experience this through research projects, field trips, lesson plan 

writing, and assessment creation.  There is also a component of classroom experience in 

diverse public schools.  Participant 3 shared she has taught this course only one semester 

prior to our interview.  The participant also shared she was asked by the dean to 

streamline the course for the Masters in Education program.  Participant 3 indicated that 

the course is loosely structured in such a way to accommodate semester to semester 

changes.  For example, students bring in current event news articles related to social 

issues and education.  These articles often guide class discussion.  Another example 

shared was class field trips to movies such as Waiting for Superman and Voice to 

Nowhere. 

 

Pre-Interview Questionnaire 

In a pre-interview questionnaire, the researcher asked Participant 3 to check off 

any of the provided topics discussed in the course (Table 5).  The researcher also 

provided a section for additional topics covered in the course; Participant 3 did not list 

any other topics.  The questionnaire then asked participants to rank the top three topics 

from greatest to least that (a) are given the most attention in the course; (b) the participant 
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believed are most important for preparing Grades K-6 teacher candidates; (c) are most 

important for preparing Grades 7-12 teacher candidates; and (d) are most important to 

Christians.  Participant 3’s beliefs are emphasized in evangelical Christian spheres.  Table 

6 reports the answers given by Participant 3.  Lastly, participants were asked to rank on a 

Likert scale ranging from 1 (not at all important) to 5 (very important) how important 

integrating a Christian worldview is when addressing social issues in K-12 classrooms.  

Participant 3 marked “5,” indicating that a Christian worldview is very important.   

 

Table 5 

Responses from Participant 3 – Topics Covered in the Course 

Topics Covered in the Course Response 

Racism X 

Classism X 

Sexism X 

Disabilities X 

Poverty X 

Gender Identity X 

Sexuality X 

Bullying X 

Language X 

Religion X 
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Table 6 

Responses from Participant 3 – Importance of Topics 

Questions 1 2 3 

Topics that receive the most 

attention 

Race/Classism Bullying Language 

Topics most important for Grades 

K-6 teacher candidates 

Language Bullying Disabilities 

Topics most important for Grades 

7-12 teacher candidates 

Bullying Disabilities Sexuality 

Topics covered most important to 

Christians 

Sexuality/Gender Religion Poverty 

 

Select Interview Responses: Participant 3 

The transcription for Case Study 3 totaled 29 pages.  Categorization and coding 

amounted to 13 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix H.  The following excerpts are from Participant 3’s 

interview.  The participant was kind enough to meet the researcher at the university at 

which she teaches.  The interview took place in the lobby of an on campus building.  

Background noise required the researcher to listen to the recording twice for an accurate 

transcription.  The researcher began with questions pertaining to the structure and design 

on the course. 

R: How do you select materials for the course?  Do you find the resources you 

select already integrate a Christian worldview, or is it up to you to do that? 

P3:  

I use articles from relevant magazines and newspapers; I go with current 

information that‘s out there.  I also serve on a preaching team for our church of 

1,000 people.  The exposure that I am able to have serving on the preaching team 
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is a resource.  It gives me resource also to some of the current events in the 

articles that are coming out that are pertinent to what we would call the 

postmodern thought, and I always have my ear to the ground on what’s going on.  

If [for example] there is something related to homosexuality, I will grab it and 

hold on to it.  I integrate scripture, too. 

 

The participant has a unique approach to choosing materials for the course and 

integrating faith in the course.  There does not appear to be a required textbook; instead, 

the participant and her students dictate course discussion by means of the current events 

chosen.  What is also interesting about Participant 3’s response is her means of staying 

connected to social issues.  Her participation on the preaching team keeps her abreast of 

relevant social issues.  From this response alone, the researcher was uncertain as to how 

the participant integrates faith by including scriptural references; so, the researcher posed 

a follow up question: 

R: What are your goals for the course? 

P3:  

My personal or for the institutional?  For institutional goals, it really is the main 

goal for this class is to connect our undergrad to our grad programs.  It‘s easily 

measured, right now.  It‘s a small program.  It‘s using transitional courses that 

we‘ve implemented.  You know, they can take three in their undergrad and it 

counts for their grad.  We are making a curve toward bringing in more from my 

undergrad program into our credential.  My personal goals are about exposing 

them to as much as I can in one semester of what’s happening.  What’s happening 

in our public, private, charter, independent, and alternative programs. 

 

The researcher was surprised Participant 3’s response did not indicate at the personal or 

institutional level that including a Christian worldview or integrating faith is a goal.  

Even still, the participant did share throughout the interview questions asked in class or 

on exams that encourage students to apply their faith.  One example shared involved a 

teacher candidate who claimed not to be a Christian: 

 



 

174 

P3:  

I had a student in my class who on a faith question wrote clearly at the top, you 

just need to know Professor [3] from the beginning I am not a Christian.  I don‘t 

have a faith.  He went on to answer the question as best he could.  Sixteen weeks 

later he wrote a final.  Student was clearly a Christian, had become a Christian 

that semester.  I ran into him the first week of school on campus, he came up and 

talked to me.  I said, how are things going, he said, I still don‘t know what I am 

going to do.  I said well if you ever need help you know what I think you should 

be doing [teaching high school]. 

 

Participant 3 did not share the details surrounding the student’s conversion to 

Christianity; it is possible she is not aware.  What the participant’s response does 

insinuate, however, is that Participant 3 somehow played a part in the conversion, or in 

the very least, is a guiding light for the teacher candidate.  Since interviews are semi-

structured, the researcher decided to ask a more pointed follow up question about faith 

integration. 

R: 

Hope International University’s mission is to empower students through Christian 

higher education, to serve the church and to impact the world through Christ.  

What would you say, in design and in discussion, how does your course hit on the 

mission statement? 

 

P3:  

In design, they have 40 hours of observation they have to complete in public 

schools.  I will allow them to view up to 20% of those hours in private schools.  

We have several really strong ones in our area.  Those 40 hours of observation 

have to be completed.  I‘d say by design, they have to be in a classroom and 

observing, and are able to come back and have discussions about how faith and 

how our faith can be empowered, and train us to be effective in the classroom 

setting in educational form. 

 

The response vaguely touched on faith integration, but the researcher was reluctant to 

code it as such.  No examples were offered to evidence how observing in a private school   
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allows teacher candidates to exercise their Christian faith.  The researcher made a 

connection for the participant in hopes she would elaborate.  She did not; however, later 

in the interview, this response surfaced: 

P3:  

We have a small handbook that we use in all of our courses, on grad and also 

undergrad, called Hope for the Future.  It’s on the reformation [movement] from 

the reform churches where hope through the Christian church comes from.  It 

covers issues as far as the word being truth, covers the Holy Spirit.  Knowing they 

have been exposed to that on their undergrad, I bring in parts of those whether 

they‘re exposed to it. . . .  We talk about the role of the word is truth and also the 

work of the Holy Spirit as His work to empower us.  How that comes to play in 

our understanding of scripture and our understanding of how the Holy Spirit 

works in us to address the social issues that are taking place. 

 

R: I suppose even just the idea of sending teacher candidates into the field of 

teaching and serving speaks to Jesus’s mandate for Christians to be salt and light. 

P3:  

That‘s correct.  Also giving them a view that “The Church,” Capital C, as we have 

in our mission statement is not our denominational church, the church is the body 

of Christ.  It is about the church going out to serve.  We are the church.  How we 

are most effective is when we are out in our communities.  We‘re out on the 

streets.  We are making a difference in classrooms.  I would say that‘s how we 

develop the mission. 

 

That Participant 3 uses phrases such as “serve . . . effective in our communities . . . 

making a difference . . .” evidences agent of change language.  Curiously absent from 

responses to interview questions is the connection between the Christian worldview’s 

mandate for Christians to be agents of change.  Also, the researcher noted how much 

prompting was required for the participant to comment on the connection.  Participant 3 

stated she leans on the university distributed handbook, Hope for the Future, as a method 

for faith integration.   
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R: How would you define the term Christian worldview? 

The participant shared two references to scripture used on the first day of the course.  The 

first is 2nd Chronicles 12.  In the verse, Participant 3 points out that those on the Lord’s 

side “understand the times and knew what they should do.”  She references this as a 

bridge to understanding the world so that teacher candidates can be most effective in 

fighting the battle.  The second scripture shared is from Acts 17.  She notes Paul is giving 

the speech at Athens and he goes on to talk about who God is, God the creator, God 

created each person for a specific place in time determined each place in time so that each 

one would come to know Him because He‘s not far from them.   

P3:  

For me, my worldview is being able to take an understanding of the truth that‘s 

been given to us, and then to be able to take the truth, principles, and presets, and 

to understand the day and time we are living in, and asking the Holy Spirit to be 

able to translate and discern.  How does it make a difference?  Not even with 

where we are living today in our little, I have to be careful how I describe it, 

unreal subcultures up in California, but how it translates to third world countries.  

Or even translates to outside of our southern California boundaries.  

Understanding who Christ is, who God is, and what biblical truth is. 

 

R: In what ways does a Christian worldview influence your course? 

 

P3:  

 

I think, I don‘t know that there is a Christian worldview.  I think each person 

coming into the classroom has their own worldview.  It‘s being able to ask the 

right questions to understand what their worldview is.  I can assume that they all 

have my worldview but they don‘t.  Knowing how much I need to expand the 

perimeters [of my worldview] so I help them have a worldview and not a tunneled 

view. 

 

Earlier, Participant 3 defined what she believes comprises a Christian worldview; 

however, and interestingly, the participant did not attempt to explain or provide examples 

of how a Christian worldview affects the ethos of her class.  Instead, the participant 
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speaks of expanding her own view of the world to make room for students who might 

have a different worldview.  As a follow up question, the researcher asked how and 

whether the course might look different if it were taught at a state university.  The 

participant acknowledged that she probably would not use scripture or discuss God.  She 

then stated, 

P3:  

You know, I would say, talking about the value of human life that each one 

counts, each one matters.  When we get to the homosexuality issue I do have my 

own faith bias, but I also know from scripture there isn‘t any sin that is greater 

than any other sin in scripture.  So how I bring that up in, if we were at a state 

university, it is another one of the issues that we need to talk about the pros and 

cons.  Who is going to be coming into our classrooms?  So we‘re going to be 

dealing with the Christian perspective as well as the one from the parents who are 

lesbian parents that you‘re meeting with for parent teacher conference. 

 

Here, the participant struggles to articulate any fundamental differences between a class 

focused on K-12 social issues at a Christian college versus a state university.  Participant 

3 offers the topic of homosexuality as an example.  She rightly notes that a Christian 

perspective on homosexuality as sin can be debated at a private, Christian university, but 

that perspective would likely be omitted at a state school. 

 R: At the end of the course how do you measure how effective the course was?   

P3:  

Again it’s subjective, but I may go back to the initial [part of the semester].  At 

the end of the class, their eyes, when I say don‘t worry about the final you‘re 

going to be prepared, I‘ll give you a week to write to it.  What I do is hand their 

papers back to them.  Their eyes are like “we know what you‘re doing to us.”  I‘m 

able to measure that again.  It‘s measuring whether there has been a shift.  If there 

is not a struggle . . . that’s a problem. 

 

R: How do you measure whether their better equipped to address social issues? 
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P3:  

Just by the dynamic of how often they reflect in the 10 to 12 weeks, they have to 

bring in current issues.  It forces them to be looking outside of their IPod, outside 

of their world, of the university culture, as sometimes we call it, bubbles in our 

private Christian schools.  It forces them to look outside of what their world is 

consisting of, to look at what’s happening in the schools, what’s happening in the 

media.  I‘m going to say just by repeated exposure, I am going to hope that they 

are better prepared.  Just because of the consistency of the exposure that they‘ve 

had to have. 

 

In this response, Participant 3 expressed hope that at the conclusion of the course, 

students will have been challenged to think outside their paradigms.  She implies thinking 

outside one’s paradigm better prepares teacher candidates for the multifaceted issues 

they’ll encounter when teachers of their own classes.  The researcher had hoped to code 

this response under agent of change language, but there is a lack of indication in what 

role a teacher candidate would play in the life of his or her student because of the 

paradigm shift.  Instead, the participant response centers exclusively on the teacher 

candidate as opposed to how the teacher candidate is equipped to be a change agent in 

another’s life.  The researcher also notes the absence of Christian worldview or faith 

integration language. 

 

A Triangulation of the Data: Case Study 3 

The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; and 3) educator as an agent of change to triangulate the data and 

findings within each case.  Triangulation of the data was done across three instruments of 

data collection: 1) the university profile; 2) the design of the course; and 3) the 

participant interview.  Because participant interviews comprise the majority of the data 

collected, and because the researcher was interested primarily in participants’ perceptions 
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of Christian worldview, faith integration, and educators as change agents, more emphasis 

was given to participant interviews during the analysis process. 

 

Christian worldview.  Christian worldview language was predominantly found in 

the university profile.  Hope International University (2013c) includes in its literature 

phrases such as “Empower students through Christian higher education to serve the 

Church and impact the world for Christ” (p. 6) and “To create a Christian environment in 

which students are strengthened in their faith” (p. 6).  From this and similar rhetoric, the 

theme of Christian worldview emerged.  The notion of empowering students to change 

the world also resonates with agent of change theory; however, the researcher believed it 

most closely aligned with Christian worldview theories.  For example, Jeffrey (2006) 

maintains scholars’ have a responsibility to identify themselves as Christians foremost if 

there is to be real meaning in the term Christian university.  That Hope International 

University includes in their mission a desire to serve both The Church and Christ 

evidences a Christian worldview.  Additionally, approaching academia from a Christian 

worldview speaks to purpose, and Hope emphasizes that the Christian perspective’s 

purpose is to change the world.  There is no mention of Christian worldview concepts in 

the course description; however Participant 3 indicated on the course survey that 

integrating a Christian worldview in the social issue course was very important.  

Likewise, there is some discussion and coding of Christian worldview language in the 

participant interview; yet, references are vague and weakly articulated.  For instance, at 

one point in the interview, the participant asserts, “I don‘t know that there is a Christian 

worldview.  I think each person coming into the classroom has their own worldview.”  

On the one hand, the participant correctly asserts worldviews are individualistic; on the 
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other hand, Christian worldview scholars espouse specific principles that comprise the 

Christian worldview. 

 

Faith and learning.  The theme of faith and learning emerged in both the 

university profile and participant interview.  There was no evidence of faith and learning 

integration in the course description or course survey.  Participant 3 referenced the 

university’s handbook, which integrates faith.  She stated portions of this handbook are 

used in her course.  Additionally, the participant spoke of using scripture to frame 

discussions and assignments.  Like the theme of Christian worldview, there was less 

coding for faith and learning in comparison to other participants.  In the university 

profile, the researcher noted the statement, “Hope is committed to the integration of faith, 

service and learning” (Hope International University, 2013d, para. 1).  Furthermore, the 

university requires students to attend chapel two days a week as a means of integrating 

faith and learning. 

 

Agent of change.  Data analysis yielded little evidence of agent of change 

language in the university profile, course description, and participant interview.  There 

were several references in the participant interview to challenging teacher candidates to 

work toward social equality, but the concept of teachers being change agents in students’ 

lives was not well articulated.  Specifically for this study, the researcher was interested in 

the theme of change agents in correlation with Christian worldview and faith integration, 

and there was little connection evidenced.  However, Participant 3 did share at length 

about social issues discussions and challenging teacher candidates’ paradigms.  Still, 

what was noticeably absent in the interview was the reason why or how social issues 
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should be addressed and paradigms should be challenged.  One quote is particular that 

was coded under agent of change does exhibit a connection between the Christian 

educator’s call to be an agent of change; the participant stated,  

The Church is the body of Christ.  It is about The Church going out to serve.  We 

are The Church.  How we are most effective is when we are out in our 

communities.  We‘re out on the streets.  We are in classrooms. 

 

This quote represents the participant’s belief that Christians, regardless of the 

denomination, are part of a larger community and that community is mandated by their 

faith to be a positive difference. 

 

Summary 

A triangulation of the data for Case Study 3 confirmed the theoretical frameworks 

and three major themes of the study are evidenced across the university, the course 

included in the study, and the participant interview.  Nevertheless, the researcher found 

these themes did not emerge nearly as often or as robustly as they did in most other case 

studies included in this research.  Participant 3 indicated on the course survey all areas of 

social issues are included in the scope of the course; yet, few of these topics were 

discussed in the participant interview.  The participant also stated on the course survey 

incorporating a Christian worldview was very important, but in the interview the 

participant shared she was not certain a Christian worldview exists.  Likely, the 

participant meant it would be too difficult to define a Christian worldview into narrow 

terms.   
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Case Study 4: Participant 4 

 

University Profile 

 Participant 4 was selected from Pepperdine University, which is the only 

university included in the study to hold affiliate status rather than membership status with 

CCCU.  With a 32% acceptance rate, the university was also among the more 

academically selective universities included the study.  Pepperdine was established in 

1937 and has roots in the Church of Christ denomination.  It is accredited by WASC.  

Undergraduate and graduate enrollment was approximately 8,000 students at the time of 

this study.  Pepperdine’s main campus is located in Malibu, California; there are six 

campus locations throughout Southern California and an additional six campuses located 

in other countries (Pepperdine University, 2013a).  Participant 4 was interviewed at 

Pepperdine’s Irvine campus, but the participant teaches fulltime between the main 

campus and the satellite campus.  Under the about section on the university’s website, 

Pepperdine welcomes visitors with an overtly faith-based mission statement: “Pepperdine 

University is a Christian university committed to the highest standards of academic 

excellence and Christian values, where students are strengthened for lives of purpose, 

service, and leadership” (Pepperdine University, 2013c, para. 1).  Similarly, the 

university vision statement declares “Pepperdine University will be a preeminent, global, 

Christian university, known for the integration of faith and learning, whose graduates 

lead purposeful lives as servant-minded leaders throughout the world” (Pepperdine 

University, 2013c, para. 2).  There are several evangelical, Christian statements listed 

under the university’s affirmation section; of particular interest to the study is the 

assertion “That the educational process may not, with impunity, be divorced from the 
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divine process” (Pepperdine University, 2013c, para. 7).  Pepperdine main campus 

requires 14 chapel attendances each semester.  Chapel is part of a Convocation Series, 

“Convocation Series, which are activities aimed at building Christian faith, affirming 

Christian values, or addressing ethical and moral issues within a Christian worldview 

posed by current events” (Pepperdine University, 2013d, para. 1). 

 

Course Profile 

 The teacher education program is located within Seaver College, which also 

houses the humanities department.  Like most of the universities included in the study, 

teacher candidates for elementary and middle school grades are Liberal Studies majors 

who simultaneously take courses to fulfill their teaching credentials.  Teacher candidates 

planning to teach at the secondary level major in their specific area of study (English, 

Math, History, and so forth) and simultaneously complete courses for teaching 

credentials.  There is no mention of faith or Christianity under program characteristics or 

learning outcomes on the Seaver College website; however, in the learning outcomes 

there is a reference to equipping students for social diversity.  (The researcher believes it 

is worth noting that Pepperdine’s Graduate School of Education and Psychology website 

provides considerable space to the role faith plays in education and human development.) 

There are several undergraduate course descriptions that mention diversity in the 

classroom; the one selected for this study was EDUC 362, an undergraduate course titled 

“The School and Society.”  At the graduate level, the course is taught much the same way 

and carries the catalog listing of EDU 562.  At the undergraduate level, teacher 

candidates typically take this course their sophomore or junior year.  Participant 4 has 

taught the course for five semesters at Pepperdine and taught a similar course at another 
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university for six or seven semesters.  Although there is no mention of faith or 

Christianity in the course description, the course was selected for its emphasis on social 

issues and diversity in K-12 classrooms.  The course description states, 

This course emphasizes the socialization function of schools and the increasing 

culturally and linguistically diverse students, intercultural relations, and 

educational equity in the classroom, as well as educational issues of school safety, 

family and community involvement and influence, and the place of public schools 

in mediating differences.  The course also includes an introduction to the history 

and philosophy of education.  Twenty hours of fieldwork in a secondary school 

are required.  (Pepperdine University, 2013b, para. 3) 

 

Pre-Interview Questionnaire 

 In a pre-interview questionnaire, the researcher asked Participant 4 to check off 

any of the provided topics discussed in the course (Table 7).  The researcher also 

provided a section for additional topics covered in the course; Participant 4 added the 

word “love.”  The questionnaire then asked participants to rank the top three topics from 

greatest to least that (a) are given the most attention in the course; (b) the participant 

believed are most important for preparing Grades K-6 teacher candidates; (c) are most 

important for preparing Grades 7-12 teacher candidates; and (d) are most important to 

Christians.  Participant 4‘s beliefs are emphasized in evangelical Christian spheres.  Table 

8 reports the answers given by Participant 4.  Lastly, participants were asked to rank on a 

Likert scale ranging from 1 (not at all important) to 5 (very important) how important 

integrating a Christian worldview is when addressing social issues in K-12 classrooms.  

Participant 4 marked “5,” indicating that a Christian worldview is very important.   
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Table 7 

Responses from Participant 4 – Topics Covered in the Course 

Topics Covered in the Course Response 

Racism X 

Classism X 

Sexism X 

Disabilities X 

Poverty X 

Gender Identity X 

Sexuality  

Bullying X 

Language X 

Religion X 

 

Table 8 

Responses from Participant 4– Importance of Topics 

Questions 1 2 3 

Topics that receive the most attention  Classism Race Poverty 

Topics most important for Grades K-6 

teacher candidates  

Classism Poverty Race 

Topics most important for Grades 7-12 

teacher candidates 

Classism Poverty Bullying 

Topics covered most important to 

Christians 

Love Poverty Classism 
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Select Interview Responses: Participant 4 

The transcription for Case Study 4 totaled 27 pages.  Categorization and coding 

amounted to 14 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix I.  The following excerpts are from Participant 4’s 

interview. 

Participant 4 shared at the beginning of the interview that a university committee 

determined the course scope and sequence and even selected the course textbook.  

Knowing this information, the researcher understood there might be facets of the course 

beyond the participant’s influence.  Like most courses included in the study, this course is 

greatly tethered to California’s teacher accreditation standards.  Pepperdine is also 

working toward becoming an NCATE school, which, according to the participant, further 

limits his ability to make changes.  Currently, the textbook used in the course in The End 

of Education: Redefining Education by Neil Postman; however, Participant 4 shared he 

also includes other recourses such as scholarly articles and news current events. 

R: So tell me a little about the departmental goals and your goals for the course. 

P4:  

 

My main goal for the course is to help students unlearn everything they think they 

know about school.  We are all experts at playing school.  I tell them that, you 

wouldn’t be here if you weren’t an expert at playing the game of school that we 

have taught in California.  We all go through the system and we all do it without 

realizing it that we are doing it for a piece of paper, or we are doing it for a grade, 

or we‘re doing it to get money.  So we don’t think about those things. 

 

R:  

 

This is kind of a follow up but why do you want them to unlearn how to do 

school?  Is it because you want them to see that schools are more concerned with 

producing a product?  Their humanity or like what is the goal to unlearning 

school? 
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P4:  

My goal is for them to actually view it as a mission field and get out of the mind 

frame of performance and bring it back to changing the human. . . .  You have a 

chance to change a life.  You can take a kid on day one and change the way they 

view the rest of their lives.  You can make them love learning. 

 

In this response, Participant 4 evidences agent of change theory by discussing how much 

influence teachers have in the lives of their students.  The participant shares that his 

deepest goal for his students is to challenge their paradigms about why they are choosing 

a teaching career.  He hopes, as Christian educators, his students will view their vocation 

as a mission field.  Participant 4 then shared examples of what missional teaching could 

look like. 

P4:  

You can change the way they operate and function in the classroom with people.  

For the rest of their [K-12 students] life, you can change the way a boy looks at a 

woman.  You have an opportunity to change the way these kids are for the rest of 

their lives and that’s a huge responsibility.  That’s my goal is to just get them to 

start thinking about the humanity.    

 

The researcher shifted the conversation back toward worldview questions. 

R: All the schools I’ve selected for this study profess to apply a Christian 

worldview, to somehow integrate it in their courses.  Do you feel that’s true for 

this course? 

P4:  

The University wants to prepare students for purpose and service.  I think this is a 

perfect course for that.  We‘re trying to get them out of the mentality of looking 

for career and a job and into the mentality of this is going to give your life 

purpose and going to be of service because really you’re not going to get a whole 

lot out of this. . . .  I want them to think more like missionaries and teachers by the 

time they are done.  That’s where it’s pretty cool being in a Christian school.  I 

tell them that.  It‘s a mission field.  Go out there and you have a chance to save 

lives.  You really do.  That’s a huge responsibility.  That’s a great responsibility.  

It gives so much meaning to what we do.  It‘s so cool.  I think this class falls 
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perfectly within the mission of our university probably more so than our mission 

of the university.    

 

Here, the participant invokes both agent of change concepts and Christian worldview 

thought.  He points to the university mission, which states that as a Christian university, 

Pepperdine prepares students for Christian purpose and service.  Also, the participant 

uses overtly Christian language when he asserts his goal for teacher candidates to look 

more like missionaries than teachers.  This statement insinuates that teaching, like the 

mission field, is a battlefield for God’s purposes.  Because the response goes beyond 

shaping perspective and into encouraging action, this evidences agent of change theory.  

The participant also shared in brief terms some lament that the university is not more 

overtly evangelical, particularly in comparison to where he taught formerly.  Participant 4 

shared he believes the graduate school has a more secular bend than the undergraduate 

program.  The researcher considers this a fairly common observation at many of the 

universities in the study; however, interestingly enough, for this university the researcher 

coded more Christian worldview language in graduate school literature than 

undergraduate literature. 

R:  

 

On that note, what role does integrating faith in learning play in this course?  

When you talk about – this question is a little bit different than the previous one in 

that you’ve got this diverse classroom, especially at the graduate level – how do 

you help your students be very intentional about integrating faith?   

 

P4:  

Yeah and I would say this is where it‘s different here at Pepperdine than it was 

[where he formerly taught].  [At that university] it was not only intentional it was 

kind of the focus of the class.  I could actually go in and pray with my class.  It 

was very different.  Here, if I were to be as intentional, half my class would drop.  

It would just start dropping out.  So I have to be more creative in how I integrate 

it.  I don’t even share my own, personal, beliefs and faith until we‘ve gotten past 
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the drop period.  So once they’re stuck with me then I start becoming more 

intentional in a way that won’t turn them off because I want them to enjoy it and 

actually be receptive to some of the things we discuss. 

 

At this point in the interview, it became obvious to the researcher that in terms of 

integrating faith in the classroom the participant feels supported by the university in 

theory but not in actuality.  In fact, the participant feels students might drop his course if 

his teaching methods are too overtly faith informed.  Participant 4 joked once students are 

“stuck with him” after the drop date, he then feels more comfortable integrating a 

Christian perspective.  The participant offered an example of a non-Christian student he 

taught who felt Christianity is hypocritical.  Loving students well, Participant 4 believes, 

helps break down faith barriers and stereotypes. 

P4:  P4:  

For me, the most important thing I can do is show them [my students] my faith by 

living it with them.  For example, a class from two semesters ago, asked me if we 

could do a reunion dinner in Malibu.  It‘s going to be so hard for me to reschedule 

my Wednesday night to go make this dinner happen but it means a lot to them.  

And because I have been talking about how we need to love our students, I just 

need to make it happen.  I don’t think a lot of professors or teachers really would 

make as many efforts as I do because I think, for me, lifestyle is the important 

way to show somebody that you love them. 

 

Participant 4 continued to share other examples of what he called sacrificial teaching and 

love as a means of showing Christ to his students.  He referenced his open door policy, 

being prepared for class but shifting agendas when necessary to accommodate students, 

and putting his students first. 

R:  

 

You‘ve talked a good deal about putting students first and showing them love and 

purpose.  I’m finding these are common themes that come up when I am 

interviewing [participants].  How do you define the term, Christian worldview? 

What is a Christian worldview? 
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P4:  

We use the term worldview quite a bit in my class.  In my mind I’m thinking, how 

does God view the world and how does that influence the way we see it?  I would 

say a Christian worldview, starts with God‘s intention for the world.  As 

missionaries, which I think of them [teacher candidates] as, this worldview needs 

to not just consider and appreciate the things going on in the world, but actually 

get involved in it.  Get involved to the point where you can actually feel for 

people in a country that you’ve never been to.  Apply that to how you’re going to 

influence the young minds that are in your classroom. 

 

This response to the question about worldview evidences all three themes.  Primarily, 

Participant 4 speaks to the question by asking the rhetorical question, “How does God see 

the world?”  This question is at the heart of Christian worldview thought.  That the 

participant considers his teacher candidates to also be missionaries also evidences an 

understanding of Christian worldview thought on two levels.  First, it echoes Christ’s 

great commission to share the gospel, and second, it speaks to Christian worldview 

scholars’ assertion that faith and vocation cannot, or rather should not, be separate 

entities.  Integrating faith and learning, or in this case action, evidences the participant 

values integrating faith.  In other words, Participant 4 recognizes “faith without works” is 

not really faith at all.  Lastly, agent of change theory emerges when Participant 4 states 

that an integrated Christian worldview should move students to “feel for people in a 

country that you’ve never been to,” and more specifically, in regards to teaching, 

“influence the young minds.”  

Later in the interview, Participant 4 shared challenging the paradigms of students 

who hail from a “Malibu bubble” to empathize with “others” can be difficult.  One 

example of this, according to the participant, would be encouraging teacher candidates to 

embrace Mexican students—those in the United States legally or illegally— through 

Christ’s perspective.  Another example the participant shared was to send teacher 
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candidates to third world countries for teaching experiences (as opposed to locations such 

as London or Florence). 

R: In what way does a Christian perspective influence your course?  A common 

question I ask during the interview is, “How would your course be different if 

taught at a public, secular university?” 

P4:  

That’s actually a good question.  I think having a Christian worldview changes 

my whole philosophy of education.  We‘re wasting so much time in higher 

education teaching facts and teaching how to live today, when we should be 

teaching people how to think, and how to react, and how to solve problems that 

don’t even exist yet.  It would be a completely different course [at a public 

university]. 

 

R:  

 

How does applying a Christian lens equip teacher candidates to address K-12 

social issues? When you’re applying this Christian lens and you’re applying this 

worldview how does that then allow your students to go out into the world, you 

talked a lot about as missionaries?  What does that do for them?  What is the 

benefit for your teacher candidates or the students they will teach? 

 

P4:  

I think knowing that we are going to be focusing on things that are much more 

important than stuff that‘s in the textbook makes it more exciting.  It applies to 

what they want to do with their lives.  The kids [teacher candidates] that don‘t 

come in with a Christian perspective don‘t use the same lenses, and they tend to 

get frustrated with my class.  They want me to tell them what to regurgitate back.  

They want to get the grade.  They‘re not here to change people.  My class, I 

would say, is wonderful for the kids that are Christians that have the same desires.  

It’s tough sometimes for the kids that don‘t.  They want to play school.  I‘ll say no 

we can’t; I‘m sorry. 

 

Participant 4 implies teacher candidates in his course are able to discern that a Christian 

worldview lens is applied to the course.  For Christian students, the participant believes 

this lens is an exciting way to experience the course; for non-Christian students, however, 

the participant believes the course is a frustrating experience.  According to Participant 4, 



 

192 

Christian students exhibit more of a desire to “change people’s lives” than non-Christian 

students in his class. 

 

A Triangulation of the Data: Case Study 4 

The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; 3) educator as an agent of change to triangulate the data and findings 

within each case.  Triangulation of the data was done across three instruments of data 

collection: 1) the university profile; 2) the design of the course; and 3) the participant 

interview.  Because participant interviews comprise the majority of the data collected, 

and because the study is interested primarily in participants’ perceptions of Christian 

worldview, faith integration, and educators as change agents, more emphasis was given 

to participant interviews during the analysis process. 

 

Christian worldview.  A triangulation of the data revealed several places where 

the theme of Christian worldview thought emerged.  The university course description 

and participant’s description of the course on the pre-interview survey yielded the least 

amount of coding.  The university profile made several references to the university’s 

Christian heritage and Christian perspective.  For example, Pepperdine’s mission states, 

“Pepperdine University is a Christian university committed to the highest standards of 

academic excellence and Christian values, where students are strengthened for lives of 

purpose, service, and leadership”  (Pepperdine University, 2013c, para. 1).  Additionally, 

the university’s affirmation statement includes, “That God is revealed uniquely in Christ” 

and scripture (Pepperdine University, 2013c, para. 6).  The researcher coded this 

statement as Christian worldview thought because understanding God is contingent on 
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understanding Christ and the Bible’s teachings.  This statement affirms Packer and Oden 

(2004) who wrote Christian educators need foremost to live and think according to the 

Trinitarian nature of God as revealed in scripture.  From Participant 4’s interview, several 

statements were coded under the theme of Christian worldview.  For instance, the 

participant summarizes the whole of Christian worldview scholarship in higher education 

when he asserts,  

I would say viewing the world through the eyes of Christ and trying to do 

everything you do in education or in life, through that view.”  Similarly, the 

comment, “I think having a Christian worldview changes my whole philosophy of 

education.  We‘re wasting so much time in higher education teaching facts and 

teaching how to live today, when we should be teaching people how to think, and 

how to react, and how to solve problems that don’t even exist yet 

 

also evidences the theme of Christian worldview in that the participant believes a 

Christian perspective does not educate students for situations but rather for the whole of 

life.  Participant 4’s statement resonates with Harry Lee Poe (2012) who emphasizes 

Christians that understand their faith in Jesus Christ will influence, if not determine, how 

they approach every other issue in life, including higher education.   

 

Faith and learning.  The theme of faith and learning was absent from the course 

description, but emerged in the university profile and participant interview.  On 

Pepperdine’s website, one of the affirmation statements reads, “The educational process 

may not, with impunity, be divorced from the divine process” (Pepperdine University, 

2013c, para. 7).  This reveals an integrated approach to learning because it asserts two 

opposing truths cannot exist.  In other words, it implies all learning, all truth is God’s 

truth, and the two cannot be separated.  Pepperdine’s statement resonates with Doug 

Wilson’s (2003) “The Christian faith is not a condiment to be used to flavor the neutral 
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substance of secular knowledge” (p. 38).  When Christianity is included as a condiment 

rather than the key ingredient it fails to become the foundation and purpose for learning.  

Therefore, integrating a Christian worldview requires educators to prioritize seeking truth 

above all other subordinate pursuits.  The theme of faith and learning also emerged in 

Participant 4’s interview.  In response to the question regarding how the K-12 social 

issues course would be different if taught at a public university; the participant 

acknowledges that devoid of an integrated approach, the course would be completely 

different.  Integrating faith, he continues, is what brings joy to the teaching process for 

the participant.  A few comments made by Participant 4 indicate that for the participant a 

faith integrated approach to teaching and learning must be accompanied by action; it 

cannot be reduced simply to word of thought.  The participant says, “For me, the most 

important thing I can do is show them my faith by living it with them.  For me, lifestyle is 

the important way to show somebody that you love them.”  Interestingly, the participant 

offered a few statements in the interview that insinuated teacher candidates who do not 

hold or appreciate a Christian faith integrated approach to teaching and learning are 

simply “playing a game,” or select the teaching profession for “summers off.”  In other 

words, teacher candidates with a Christian worldview are more likely to hold a 

perspective of teaching that extends beyond them.   

 

Agent of change.  Participant 4’s interview presented agent of change concepts 

much more than did the university profile or the course description.  The university 

mission statement makes references to preparing students to become agents of change 

when it states students will be “strengthened for lives of purpose, service, and leadership” 

(Pepperdine University, 2013c, para. 1).  This language implies the Christian worldview 
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prompts meaning and action in students’ lives so they can in turn do the same in the lives 

of others.  Participant 4 shared several comments regarding challenging his teacher 

candidates’ safe, comfortable lives so they can be better equipped to affect K-12 students’ 

lives.  For example, the participant stated,  

They’re at Pepperdine, their perfect little world, and now we‘re asking them to go 

student teach and teach in schools in LA and out in the valley, in some pretty 

rough areas.  I want my students to be equipped to make a difference outside of 

their little worlds. 

 

According to Participant 4, integrating a Christian worldview into teacher education is 

what better equips teacher candidates.  That the participant equated teaching in 

classrooms with Christians in the mission field also evidences agent of change theory 

because both vocations, according to the participant, are purposed to enact positive 

change and transformation in others for the glory of Christ.  Participant 4 does not just 

consider his teacher candidates to be agents of change; several statements offered during 

the interview indicated Participant 4 sees himself as an agent of change in the lives of his 

teacher candidates.  For instance, the participant declares, “The mark of Christian 

teachers is how much they love their school and their students.  So I emphasize that in my 

class.  I can‘t just tell them ‘yeah love your students’ and not demonstrate it to them 

myself.”  Here, the participant revealed love for students, both his own and teacher 

candidates’ future students, is not only the mark of a Christian educator but that love also 

motivates students to change. 

 

Summary 

The researcher was surprised to discover how many times the themes of Christian 

worldview and faith and learning emerged in the university profile.  She assumed prior to 
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the study the university profile would offer more agent of change coding.  The researcher 

was not surprised by the lack of Christian worldview and faith integration coding after an 

analysis of the course description.  Participant 4’s interview provided several statements 

and fairly equal coding across all themes.  The participant spoke with fervor and 

conviction regarding the role of the Christian worldview in both his course and education 

in general.  Similarly, the participant readily articulated how he integrates faith in his 

course.  It is unfortunate that Participant 4 feels he has the university’s support in theory 

but not praxis.  For example, the participant shared a sense of secularism amongst many 

faculty members and students, so much in fact that the participant clandestinely integrates 

faith in his course until the drop date has passed.  Still, Participant 4 also expressed a 

great appreciation towards teaching at a Christian university as opposed to a state school 

where integrating faith might not be welcomed or tolerated. 

 

Case Study 5: Participant 5 

 

University Profile 

Participant 5 is a fulltime faculty member at Point Loma Nazarene University 

(PLNU).  The University is located in San Diego, California, and there are three satellite 

campuses located throughout Southern California.  The Church of the Nazarene founded 

PLNU in 1902 as a Bible college (Point Loma Nazarene University, 2012a).  Since 1949, 

the university has been accredited by WASC as a four-year university.  Currently, Point 

Loma Nazarene University offers over 60 undergraduate and graduate majors and enrolls 

about 3,500 students.  The university holds membership status with CCCU.  PLNU’s has 

a strong affiliation with the Church of the Nazarene and the Wesleyan tradition, which is 
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evident in the university’s literature and operation.  For example, PLNU’s mission 

statement shows evidence of faith integration:  

Point Loma Nazarene University exists to provide higher education in a vital 

Christian community where minds are engaged and challenged, character is 

modeled and formed, and service becomes an expression of faith.  Being of 

Wesleyan heritage, we aspire to be a learning community where grace is 

foundational, truth is pursued, and holiness is a way of life.  (Point Loma 

Nazarene University, 2012c, para. 1) 

 

Additionally, freshman, sophomores, and juniors are required to attend three weekly 

chapel services.  On the university’s chapel website, the school cites the Gospel of Mark 

as a basis for chapel services; Point Loma Nazarene University believes chapel services 

help students honor Jesus’s command to  

Love the Lord your God with all your heart, and with all your soul, and with all 

your mind, and with all your strength.  This is the first and greatest 

commandment.  And the second is like it: Love your neighbor as yourself. 

(Matthew 22:36-40, NIV) 

 

The university maintains eight core values.  Most of these core values are of particular 

interest to this study: 

1.  Excellence in teaching and learning. 

2.  An intentionally Christian community. 

3.  Faithfulness to our Nazarene heritage and a Wesleyan theological perspective. 

4.  The development of students as whole persons.  

5.  A global perspective and experience. 

6.  Ethnic and cultural diversity. 

7.  The stewardship of resources. 

8.  Service as an expression of faith. (Point Loma Nazarene University, 2012c, 

para. 5) 

 

Course Profile 

 The course selected for this study is EDU 304, “Legal and Ethical Issues in 

Education and Wesleyan Perspectives.”  Of particular interest to the researcher is the 

emphases the course places on Christian integration in the classroom; however, the 
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course description does not focus nearly as much on social issues as the descriptions at 

other universities chosen for the study.  The description reads:  

Major laws and principles regarding the historical and contemporary purposes, 

roles and functions of education in American society are examined.  Research on 

the social and cultural conditions of K-12 schools is analyzed in relation to the 

purposes, functions and inequalities of schools.  The role of Christian educators in 

public and private schools from the Wesleyan tradition and perspective is 

emphasized.  Open to all majors.  Fifteen fieldwork hours are required.  (Point 

Loma Nazarene University, 2012b, course syllabus) 

 

The course is required for all teacher candidates and is generally taken during students’ 

sophomore year.  In addition to EDU 304, students are required to take EDU 306 titled 

“Principles of Language Acquisition.”  Both of these courses are part of a cross cultural 

core curriculum.  The participant has taught the course for over 20 years.  The class is 

taken primarily during students’ sophomore years in the teacher candidate program. 

 

Pre-Interview Questionnaire  

 In a pre-interview questionnaire, the researcher asked Participant 5 to check off 

any of the provided topics discussed in the course (Table 9).  The researcher also 

provided a section for additional topics covered in the course; Participant 5 added 

political influence and Wesleyan tradition.  The questionnaire then asked participants to 

rank the top three topics from greatest to least that (a) are given the most attention in the 

course; (b) the participant believed are most important for preparing Grades K-6 teacher 

candidates; (c) are most important for preparing Grades 7-12 teacher candidates; and (d) 

are most important to Christians.  Participant 5’s beliefs are emphasized in evangelical 

Christian spheres.  Table 10 reports the answers given by Participant 5.  It is worth noting 

that Participant 5 is the only participant to provide all new categories outside of the 10 

offered by the researcher.  Additionally, when asked which topics Participant 5 believes 

http://www.pointloma.edu/undergrad-catalog
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are most important to Christians, the participant did not rank the topics provided but 

instead wrote “all of them.”  Lastly, participants were asked to rank on a Likert Scale 

ranging from 1 (not at all important) to 5 (very important) how important integrating a 

Christian worldview is when addressing social issues in K-12 classrooms.  Participant 5 

marked “5,” indicating that a Christian worldview is very important. 

 

Table 9 

Responses from Participant 5 – Topics Covered in the Course 

Topics Covered in the Course Response 

Racism X 

Classism X 

Sexism X 

Disabilities X 

Poverty X 

Gender Identity X 

Sexuality X 

Bullying X 

Language X 

Religion X 

 

Select Interview Responses: Participant 5 

 The transcription for Case Study 5 totaled 28 pages.  Categorization and coding 

amounted to 19 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix J.  The researcher selected Participant 5 because of the 

overtly Christian language used in the course description and course profile.  Once 
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contacted by email, the participant showed enthusiasm for the study and was eager to 

discuss what integrating faith and learning looked like in context of the course, EDU 304.   

 

Table 10 

Responses from Participant 5 – Importance of Topics 

Questions 1 2 3 

Topics that receive the most 

attention  

Philosophical 

Influence 

Theoretical 

Perspective 

Historical 

Foundations 

Topics most important for 

Grades K-6 teacher candidates  

Historical 

Foundations 

Theoretical 

Perspective 

Cross-cultural 

content 

Topics most important for 

Grades 7-12 teacher 

candidates  

Historical 

Foundations 

Theoretical 

Perspective 

Cross-cultural 

Content 

Topics covered most 

important to Christians 

All of them   

 

During the interview, it became evident that the course is designed to be more 

philosophical than action oriented; still, the course does require 15 hours of fieldwork 

from students enrolled in the course.  After covering preliminary topics about the design 

of the course, textbooks, and teacher certification, the participant shared the overall goal 

for the course. 

P5:  

The course foundationally looks at – the end product is for them to write their 

philosophy of education and the philosophy of education.  It has three core 

components that are foundational.  One, is they have to write a mission statement 

for their life.  Two, they have to define their core values and they have to write 

out 10 belief statements.  Third, the last six deal with professional, what do you 

believe about students, what do you believe about the teaching profession, what 

do you believe about parents, what do you believe about instruction, classroom 

management, etc.?  That is all foundational core worldview issues that drive the 

philosophical foundation for their paper.  Their questions focus on what is real, 
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what is truth – what is reality, what is truth, what is knowledge and/wisdom.   We 

take it to the wisdom context from their spiritual level. 

 

Participant 5 shared early in the interview the main course outcome centers on whether or 

not students can articulate both their life and teaching worldviews.  Although this 

certainly evidences an integration of faith and learning, the researcher coded these 

statements as Christian worldview theme because the onus is on the teacher candidates to 

explain their faith rather than on the instructor to integrate it.  The participant also shared 

the course’s historical scope, which runs throughout the history of education.  

Accordingly,  

P5:  

We look at historical growth of education and we start at the Aztecs and carry 

them all the way through the whole enlightenment and move to the last eight 

pieces of the decades of education starting in the 1900s and moving to the – so 

you have philosophical, theoretical, and political and historical and then we deal 

with major issues. 

 

And the last – fourth capstone area is major issues affecting education then and 

there is where we get every one of those topics so we check them off.  Every one 

of those topics is covered in sort of the context of what it means to be a teacher 

and what was that cultural, political influence so you have the philosophical, 

theoretical, historical and then the cultural and political. 

 

Again, the researcher coded these statements regarding the scope and sequence of the 

course as worldview language because the participant is asking teacher candidates to 

consider who they are in light of their profession and their belief system.  Participant 5 

then explained teacher candidates are evaluated in this and other education courses for 

“dispositional growth.” 

P5:  

Ultimately, it’s about the dispositional view of who you are as a teacher.  You 

basically teach who you are, so who you are [becomes] the focus, hence the 

focusing to the philosophy of values, mission statement, and beliefs.  And we 
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have a dispositional – I don‘t know if you‘ve seen our dispositional, I can email it 

to you.  But these are assessed in every course and through every semester of their 

professional development.  Sometimes in the course they have to self-evaluate 

and then we check off and so their professor evaluator so we rate them in terms of 

our view of their dispositional growth.  Other times they do it and reflect on it and 

in other courses, it is a non-requirement, which means that professors say pick 

one, where are you going to grow and focus on that this semester. 

 

Participant 5 and the School of Education leaders where he teaches, apparently place a 

good deal of emphasis on helping teacher candidates realize their dispositional 

perspective.  According to Kronemyer (2009), “dispositional view is the assumption that 

a person’s behavior is the result of his or her personality (disposition) rather than of 

pressures existing in the situation” (para. 4).  The participant’s focus on teacher 

candidates teaching from their vantage points speaks primarily to worldview concepts but 

also agent of change theory.  In regards to worldview, Participant 5 states teacher 

candidates, “basically teach who you are, so who you are [becomes] the focus.”  In 

reference to agent of change theory, the participant commented in the interview that all 

teacher candidates have something to give, but they cannot offer what they do not have to 

give.  This comment implies that educators have something to offer K-12 students, and 

this something will affect positive or negative change.  Participant 5 then shared how 

easily teacher candidates who graduate from Point Loma Nazarene are able to acquire 

teaching positions; he attributes this to the amount of reflection students are asked to do 

about themselves and their professions.  The researcher coded the comments under agent 

of change because the statements reflect the participant’s belief that there is a direct 

correlation between dispensational—specifically Christian dispensational teaching— and 

they’re ability to teach effectively.   
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R: So even with public schools, they are impressed at the spiritual growth, 

personal growth? 

P5:  

We just met with the superintendent of San Diego Unified.  He said in three years 

I’ll take every teacher you have.  Because we’re gonna be in shortage.  So we 

asked him why and he said because your students are different.  Different how?  

They are more ethical.  They are more professional.  They’re more self-aware.  

And they know the content. 

 

Later in the interview, Participant 5 shared ways he and his colleagues integrate faith and 

the purpose for doing so. 

P5:  

Here, the pursuit of holiness is a way of life.  That is our mantra in terms of our 

profession is that we teach them specifically how to engage in the spiritual life 

walk in their profession. . . .  Well, it’s intentionally designed to focus on the 

foundational dynamics so their mission statement, their core values, and their 

belief system which starts with Shalom (peace) are the foundational pieces of 

which they have to filter everything so we are intentional.  John Wesley and John 

Comenius are the two we start with. 

 

R: How would you define the term worldview, specifically a Christian 

worldview?  And how does this play out in your class? 

P5:  

I’m at a place right now where we throw the term Christian and it becomes very 

definitive in terms of not only on the one end of what your worldview is but on 

the backend of what drives it and so Christian to me now – I tend to use the term 

Follower of Christ.  And so the real issue is are we following Christ?  And 

because in any cultural setting today, you have to ask, so what does it mean to you 

what a Christian is.  If you say you’re a Christian, because the diversity has 

expanded to an extent where it almost makes the term meaningless and so as 

words morph so in context then the Follower of Jesus which is a fundamental 

belief in those creedal aspects of our heritage. 

So Christian in the context what I talk about in terms of following Jesus, 

moves us to a creedal, into a lifestyle so worldview to me is a broad term that 

deals with not only the way you look at the world but the way we live in the world 

and so if – I believe very clearly that behavior is a reflection of beliefs.  And so 

this course foundation deals at the core of what people believe.  And so I‘m 
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interested in terms of shaping and forming worldview and what worldview you 

have is that you have to start at the core foundation level of beliefs driven by 

mission and values.  And so those ultimate questions of what is your source of 

reality, truth and knowledge are fundamentally the shapers of your worldview. 

 

After Participant 5 shared his thoughts on how Christian worldview influences his course, 

he then offered some additional thoughts on how he integrates faith and praxis.  He spoke 

at length about how integrating faith should not have a stagnant effect; on the contrary, it 

should move people to action.  One comment particularly stood out to the researcher.   

P5:  

Yeah, so what changes then, in terms of a perspective, is the purpose of the 

course, which is the conflict of our nation.  Do you understand and know pieces 

of information?  The contextualization of that into professionalism into personal 

life change or style is marginal.  So the purpose of the course shifts.  The 

objective is to know stuff.  In my course, you have to know stuff for who you are.  

It pays to know yourself first.  This whole course is transformational.   

And then out of that, wow, this fits with my call, my vocation.  It‘s not just 

I wanted to be a teacher my whole life, now I understand why.  So strengths, 

understanding those things that you do well and the fact that if you do them well, 

the fact that we blend and have to work communally, our Wesleyan tradition 

starts to play in so the whole team-based learning and focus on an understanding 

because they fight it at the beginning, saying I want individual test scores. 

 

The participant stated he works hard to move his students from test score thinking to 

transformative thinking.  One of the ways he does this is by offering a collective grade on 

an assignment.  Some students protest because other students are lowering their grade, 

but the participant uses this as an opportunity to talk about the value of community with 

classmates and with their own students someday.  The participant does not use a formal 

textbook.  Much of the course is based on discussion and outside resources such as 

scholarly articles.  However, Participant 5 shared that over the years he has brought in 

books from Dr. David Smith, a Christian professor from Calvin College.  The participant 

talked at length about Christian worldview, and he touched on faith integration.  The 
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researcher wanted to honor the participant’s time and so asked a final question about 

measuring course effectiveness. 

R:  

 

Okay, and then the last question, at the end of the course, how do you measure the 

effectiveness of the course so whether personal view was applied, whether 

students are better equipped to address social issues, whether they‘re more 

effective teachers? 

 

P5:  

Two factors: The last presentation is a culminating teacher project, and so we look 

at the comparison between their first presentation and their teaching experience.  

We look at the quality of the typical educational teacher functions.  I also look at 

the consistency and the nature of their philosophy paper so the measurement of 

effectiveness is the transformational dynamic that they can express or that I see in 

terms of their literal worldview about how they see the belief statements, their 

missional statement, and then how that plays out into their philosophy, the 

consistency.  So if there‘s not a consistency in their life flow, their philosophical 

perspective, then we start, that‘s the next level that we go after. 

 

A Triangulation of the Data: Case Study 5 

The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; 3) educator as an agent of change to triangulate the data and findings 

within each case.  Triangulation of the data was done across three instruments of data 

collection: 1) the university profile; 2) the design of the course; and 3) the participant 

interview.  Because participant interviews comprise the majority of the data collected, 

and because the researcher was interested primarily in participants’ perceptions of 

Christian worldview, faith integration, and educators as change agents, more emphasis 

was given to participant interviews during the analysis process. 

 

Christian worldview.  After an analysis, the theme of Christian worldview 

emerged across all three levels of data.  The university profile includes statements 
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referring to the university’s Nazarene heritage and intentionally Christian community.  

The course profile emphasizes the role of the Christian educator in public and private 

schools from the Wesleyan tradition, which evidences the course includes a Christian 

worldview lens (Point Loma Nazarene University, 2013b).  Additionally, Participant 5 

indicated on the survey that including a Christian worldview in the course was “very 

important.”  Data analysis also revealed that the participant interview included more 

Christian worldview coding than the other two themes.  Participant 5 stated EDU 304, the 

course included in this study, is designed to focus specifically on worldview and 

teaching.  Teacher candidates are required to take EDU 306, which focuses more on cross 

cultural teaching.  When asked to share his thoughts on the term Christian worldview, 

Participant 5 commented, “I tend to use the term Follower of Christ.  And so the real 

issue is: are we following Christ?”  The participant raised concern with the negative 

connotations of the word Christian.  He also indicated the term has not only lost 

relevance with people but also that it is not an adequate representation of Christian 

believers.  “Christ follower,” the participant feels, better describes his worldview because 

it places more emphasis on following the teachings of Christ.  These comments resonate 

with Naugle (2002) who affirms a Christian worldview is deeply rooted in the person of 

Jesus Christ.  Participant 5 shared at length about Christian disposition and the difference 

a Christian worldview makes in shaping teacher candidates morally, spiritually, 

professionally, and so forth.   

 

 Faith and learning.  The theme faith and learning was not coded or categorized 

nearly as often as the theme of Christian worldview.  The theme emerged in the 

university profile and was coded and categorized six times.  That the university requires 

http://www.pointloma.edu/undergrad-catalog
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chapel attendance evidences the school’s intention to integrate the school’s Nazarene 

faith and academic studies.  About chapel, leaders at Point Loma believe these services 

help students to honor Jesus’s command to love the Lord with all our heart, soul, and 

strength; additionally, the university chapel website asserts chapel services help students 

learn to better love their neighbor.  The university’s mission statement reads,  

Point Loma Nazarene University exists to provide higher education in a vital 

Christian community where minds are engaged and challenged, character is 

modeled and formed, and service becomes an expression of faith.  Being of 

Wesleyan heritage, we aspire to be a learning community where grace is 

foundational, truth is pursued, and holiness is a way of life.  (Point Loma 

Nazarene University, 2012c, para. 1)  

 

The university’s forthcoming stance on faith and learning integration aligns with 

Williams’ (2006) claim that a Christian university cannot succeed as such unless it 

unapologetically sets forth a Christian identity.  Faith integration did not emerge in the 

university’s course description; however, Participant 5 discussed several ways he 

integrates faith in EDU 304.  For example, one of the course assignments asks teacher 

candidates to define their five core values and write 10 belief statements.  This 

assignment encourages students to engage their faith—Christian or otherwise—with their 

praxis.  Teacher candidates are challenged to consider why they chose teaching as a 

profession and question the role faith plays in both their studies and future K-12 

classrooms.  Additionally, the participant shared several thoughts on the purpose of 

integrating faith and learning.  Regarding his course specifically, Participant 5 described 

the experience as “transformational” for teacher candidates.  The participant’s goal is to 

move students beyond simply learning about the teaching profession and toward a place 

where they “better know themselves.”  In part, these statements resonate with worldview 

thinking because students are challenged to question and understand how they view 
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themselves and their profession in light of their belief system.  At the same time, the 

participant heavily emphasized an intentional integration of faith in order for teacher 

candidates to have a transformative experience.  For instance, one comment made during 

the interview was,  

At the heart of the course, it is our mission as a university to teach, shape and 

send.   This is a shaping course.   This is not just a teaching course.   This is a 

shaping course and the shaping course really begins to say how do I put myself 

together?  What do I really believe? 

 

Participant 5’s comments closely align with Nord (2010) who suggests there are moral 

and civic implications for taking faith and learning seriously.  Faith addresses important 

moral controversies, and likewise, education should confront “the big questions” in life.  

Faith, Nord (2010) contends, helps shape morality and contextualizes justice. 

 

Agent of change.  The theme of preparing Christian educators to become agents of 

change emerged very rarely across all three points of data analysis.  The researcher did 

not code or categorize any statements in the course profile.  Point Loma Nazarene 

University holds eight core values; three of these reflect agent of change theory: core 

value five states the university wants students to hold a global perspective and 

experience; core value six highlights ethnic culture diversity; and core value eight 

emphasizes Christian service as an expression of faith.  These three core values, 

particularly number eight, speak to the idea of equipping students to become positive 

influences in their communities and the world so as to affect constructive change.  

Distinctively, the university seeks to equip students to be change agents with a Christian 

worldview.  The participant interview focused almost exclusively on worldview and faith 

and learning; there was little coding or categorizing of agent of change.  This is not too 
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surprising to the researcher given the course’s description emphasizes philosophical and 

Christian worldview concepts.  Still, Participant 5 mentioned a few ways the Christian 

worldview equips teacher candidates to become more adept K-12 teachers, and the 

researcher coded these statements under agent of change.  First, the participant stated, 

“You basically teach who you are so who you are is the focus [of the course], hence the 

focusing to the philosophy of values, mission statement, and beliefs.”  Here, the 

participant asserts personhood cannot be separated from one’s profession; who one is in 

his or her private life will overflow into the professional life.  This, according to the 

participant, is why the course gives so much credence to worldview and faith integration.  

Participant 5 believed focusing on the personhood of the educator equips him or her to 

become a better teacher.  The participant’s statement aligned closely with agent of change 

theory, namely Parker Palmer (2007) who maintains, “Good teaching cannot be reduced 

to technique; good teaching comes from the identity and integrity of the teacher” (p. 10).  

The participant also suggested in the interview that the more his students understand 

themselves and their worldview, the more they understand why they have chosen—or 

have been called to— teaching as a vocation.  This enlightenment, according to the 

participant, better equips teacher candidates to make a difference in their classrooms.   

 

Summary 

EDU 304, “Legal and Ethical Issues in Education and Wesleyan Perspectives,” 

focuses primarily on teacher candidates’ worldview and the theoretical and philosophical 

undergirding of education.  For this reason, it is not surprising for data analysis to reveal 

in both the participant interview and course description that more worldview and faith 

and learning themes emerged.  The researcher found this to be true in the university 



 

210 

profile as well.  Certain core values in the university profile were coded and categorized 

under the agent of change theme, but Christian worldview emerged at a ratio of 

approximately 3 to 1, and faith and learning was coded at a ratio of approximately 2:1.  

Participant 5 explained to the researcher the course is part of a “cross cultural” series of 

courses at Point Loma Nazarene University and that EDU 304 has a counterpart course, 

EDU 306 “Principles of Language Acquisition.”  This course centers on English 

language learners and the course description states teacher candidates will learn 

“effective instructional strategies that ensure active and equitable participation of learners 

who are culturally, ethnically, and socioeconomically diverse are introduced and applied 

through fieldwork experiences” (Point Loma Nazarene University, 2012b, para. 1).  It is 

likely EDU 304 is purposed to shape students’ worldview and philosophy and EDU 306 

is purposed to offer teacher candidates a practical, pragmatic opportunity to put their faith 

in action.  Therefore, it is not surprising for data to reveal less agent of change coding, 

and the researcher surmises the theory would arise more in EDU 306.  Data analysis also 

revealed the participant holds a thorough, well-articulated explanation for what a 

Christian worldview entails and how to integrate it in his course. 

 

Case Study 6: Participant 6 

 

University Profile 

 Participant 6 is a fulltime faculty member at Westmont College.  Westmont is a 

liberal arts focused Christian university located in Santa Barbara, California.  It was 

founded in 1937 as an interdenominational Bible college.  Today, the university 

maintains its Christian roots as a private four-year liberal arts university.  With 
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approximately 1,300 undergraduate students Westmont College has the smallest 

enrollment of the universities included in the study (Westmont College, 2013a).  

Westmont believes a liberal arts focused curriculum “provides a rich and increasingly 

rare education encompassing all areas of life and promoting intellectual, spiritual and 

personal growth” (Westmont College, 2013c, para. 1).  Also, the university proposes that 

a Christian liberal arts education helps shape students’ biblical worldview.  There are 

several references to faith and learning integration and Christian worldview on 

Westmont’s website.  The school’s mission statement, for example, states “Westmont 

College is an undergraduate, residential, Christian, liberal arts community serving God‘s 

kingdom by cultivating thoughtful scholars, grateful servants and faithful leaders for 

global engagement with the academy, church and world” (Westmont College, 2013c, 

para. 1).  Additionally, literature issued by Westmont repeatedly encourages students to 

live their lives in such a way that reflects Jesus as preeminent. 

 

Course Profile 

 The course selected for this study is ED 105 “Perspectives on Cultural Diversity 

and Education.”  According to the description online the course “introduces students to 

the changing cultural diversity in California and issues of multicultural education relevant 

to K-12 schooling” (Westmont College, 2013b, p. 91).  The description also emphasizes 

that attention is given to the stories of culturally diverse learners.  The syllabus notes that 

the course meets Westmont’s requirements for being globally focused and writing 

intensive.  Under learning outcomes, 8 of the 10 specifically meet California’s 

requirements for teacher candidates; learning outcome speaks to the importance of not 

reducing complex issues into cliché language; learning outcome specifically addresses 
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understanding how the Christian faith affects how one approaches diversity in the 

classroom (ED 105 syllabus, Fall 2012).  The last learning outcome regarding faith and 

diversity made ED 105 an excellent choice for this study.  Five required texts are listed 

for the course.  Authors of these texts are diverse in subject and beliefs and include 

Richard Rodriquez, Ruby Payne, and David Smith (ED 105 syllabus, Fall 2012).  Smith’s 

book, Learning from the Stranger: Christian Faith and Cultural Diversity, specifically 

addresses faith as the catalyst for meeting the needs of diverse students.  The syllabus 

challenges students to use Smith’s book as a guide toward defining what it means to think 

Christianly about diverse issues.  There is a practicum element to the course that requires 

students to partner with a student at a predominately Latino charter school.  The 

participant shared the course is required for the teacher education and liberal studies 

program, but the course is taken by all year ranges—sophomores, juniors, and seniors.  

Prior to Participant 6 teaching the course, the course received poor reviews and no other 

faculty member wanted to teach the course.  Accordingly, faculty felt the course did not 

fit cleanly into one discipline; it was too cross-disciplinary because its topics covered 

education, anthropology, and even English.  Interestingly, the participant shared 

Westmont initially preferred a faculty member of color, which Participant 6 is not, teach 

the course.  Since the participant has taught the course, reviews have improved and 

students outside of the teacher education major have taken the course as an elective.  

Participant 6 shared he has a lot of academic freedom when selecting course material, but 

like other participants in the study, he is held accountable to meeting California teaching 

credentials.  Some of the authors used in the course include Richard Rodriquez, Peggy 

McIntosh, Guadalupe Valdes, David Smith, Vivian Paley, Lisa Delpit, and Ruby Payne. 



 

213 

Pre-Interview Questionnaire  

 In a pre-interview questionnaire, the researcher asked Participant 6 to check off 

any of the provided topics discussed in the course (Table 11).  The researcher also 

provided a section for additional topics covered in the course; Participant 6 added that the 

course is open to student inquiry about any related topics and that school finance’s 

relationship to classism is also addressed.  The questionnaire then asked participants to 

rank the top three topics from greatest to least that (a) are given the most attention in the 

course; (b) the participant believed are most important for preparing Grades K-6 teacher 

candidates; (c) are most important for preparing Grades 7-12 teacher candidates; and (d) 

are most important to Christians.  Participant 6’s beliefs are emphasized in evangelical 

Christian spheres.   

Table 11 

Responses from Participant 6 – Topics Covered in the Course 

Topics Covered in the Course Responses 

Racism X 

Classism X 

Sexism “a little” 

Disabilities “a little” 

Poverty X 

Gender Identity X 

Sexuality X 

Bullying “in directly” 

Language X 

Religion X 
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Table 12 reports the answers given by Participant 6.  It is worth noting that Participant 6 

added a few new categories outside of the 10 offered by the researcher.  Lastly, 

participants were asked to rank on a Likert Scale ranging from 1 (not at all important) to 

5 (very important) how important integrating a Christian worldview is when addressing 

social issues in K-12 classrooms.  Participant 6 marked “5,” indicating that a Christian 

worldview is very important. 

 

Table 12 

Responses from Participant 6 – Importance of Topics 

Questions 1 2 3 

Topics that receive the most 

attention  

Race/Ethnicity Class Achievement gap 

Topics most important for 

Grades K-6 teacher 

candidates  

The nature of 

culture 

Latino culture Class 

Topics most important for 

Grades 7-12 teacher 

candidates  

Same as above   

Topics covered most 

important to Christians 

Diversity Not equating faith 

and cultural 

expression thereof  

Homosexuality 

 

Select Interview Responses: Participant 6 

The transcription for Case Study 6 totaled 37 pages.  Categorization and coding 

amounted to 22 pages.  A sample of the researcher’s method for coding and analyzing 

themes can be found in Appendix K.  The researcher met Participant 6 on Westmont’s 

campus in Santa Barbara.  The participant began the interview by briefly describing 
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Westmont’s teacher education program, which encompasses a liberal arts interview.  The 

participant shared with the researcher that he has taught the course for five years.   

R: Let’s start with you telling me a little more about the course.  For example, 

what is taught? What are the goals? 

P6:  

It’s certainly an eclectic collection of things.  I want them [students in the course] 

to think about the nature of culture and how that is – how that is connected with 

school and that they have a culture that it’s not just those people that have a 

culture.  We talk about the achievement gap and or the alleged achievement gap 

depending on where you – and various responses to that.  Is the problem white 

culture or mainstream culture in which case we bring in lots of Peggy McIntosh. 

The problem that schools haven’t been sufficiently culturally responsive.  

I don’t like jargon and I avoid it to a fault, but most of the class, about two-thirds 

of the class is – would fit loosely into a culturally responsive pedagogy model. 

 

While analyzing the data, the researcher noted that in the participant’s initial description 

of the course, he emphasized not only the importance of teacher candidates understanding 

their K-12 students’ culture, but also understanding their own culture.  This statement 

aligned with both worldview and agent of change categorization.  First, the participant 

wants teacher candidates to understand their own worldview.  The second part of the 

statement implies the participant wants teacher candidates to understand their worldview, 

or culture, because it impacts K-12 students.  This is consistent with agent of change 

theory.  Additionally, the participant claims his course is structured to be “culturally 

responsive,” language often associated with agent of change theory. 

 Participant 6 then shared an example of how one of the social issues topics might 

be covered in his course. 

P6: 

We talk about gender, too.  I left out poverty in there.  I mean, one, Ruby Payne 

comes out and says ethnicity has nothing to do with the achievement gap, it’s all 
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about class.  So we do spend a week and a half taking that argument [put forth by] 

Ruby Payne—unless the students are too much of a fan of Ruby Payne, in which I 

switch gears and say there is no research base for her book and so forth. 

 

About ethnicity, the participant shared he focuses predominantly on Latinos because this 

is the minority group most represented in Santa Barbara; however, Participant 6 stated he 

is careful not to ignore other ethnicities.   

R:  

 

You said you start with Latino people group first, but would you say you do that 

under poverty or achievement or religion even.  Like right now, we’ve been 

talking a lot in the media about the Latino voter.  Under what or in what context 

would you say that? 

 

P6:  

In several ways, it would not be obvious that – well, we start out reading Hunger 

of Memory, which is a book I have some ambivalence about.  Every time I read it, 

I like it more.  We actually read it as, along with some parallel activities to help 

students think about the nature of culture.  This isn’t necessarily on the syllabus; 

we do kind of basic cross-cultural activities.  But they are learning something 

about Latino culture, but they are – what we are trying to do there is think about 

the nature of culture.  So he [the author, Richard Rodriguez] divides his book into 

family, school, religion. 

 [His book] provides a nice structure for them to write about themselves.  

Especially in light of cultures that lean more towards individualism, collectivism, 

cultures that are polychromic, monochromic.  Cultures that – and so forth.  [We 

focus on] high locus, internal locus of control, external locus of control.  Those 

are the kinds of things and we try to relate that to them and relate that to Richard. 

 

Participant 6 uses Rodriguez’s book, Hunger of Memory, to spark conversation about 

Latino culture, particularly in regards to family, school, and religion.  Interestingly, the 

participant comments that the book is a “nice structure to get them writing about 

themselves [the teacher candidates].”  Here, the researcher noted and coded agent of 

change theory.  That the participant wants his students to see and consider their culture in 

light of others’ (specifically Latino in this case) evidences agent of change theory.  The 



 

217 

participant continued to share some of the authors used in the course, one of whom is 

David Smith. 

P6:  

[David Smith] deals very specifically with cultural relativism.  And our students 

are so bathed in cultural relativism that they don’t – they can’t imagine any other 

way to be.  So this author is very popular and in accessible language helps them to 

– yeah, I try to find books that actually speak in a slightly different voice than my 

own because otherwise why would you have books or why would you have the 

professor. 

 

That the participant includes Dr. Davis Smith to combat cultural relativism speaks to 

Christian worldview thought.  Cultural relativism bucks against the idea of one definitive 

truth; the Christian worldview, on the other hand, maintains God’s truth, biblical truth, is 

absolute.  After some discussion about authors used for particular topics, the researcher 

inquired about approaching these authors and topics with a Christian worldview. 

R: So how do you really narrow down all of this and then integrate faith in all of 

that? 

P6:  

It’s so hard, [researcher’s name], and when I first taught the course I thought how 

on earth am I going to fill up all that time.  And now it’s – It’s not logical and 

systematic.  I am very conscious of student’s budgets and I’m also very conscious 

of there has to be some intrinsic interest in the material.  In this course, and 

there’s a note in the syllabus you may have seen.  But I decided that I really 

wanted them to start thinking – it’s pretty early and pretty basic, but start thinking 

about how do we learn more about educational problems in light of our faith?  

Like I feel The Gift of a Stranger [by Davis Smith] – in some ways it becomes a 

recap of the course. 

 

There is an obvious struggle here to articulate exactly how faith is integrated into 

educational social issue topics such as racism, classism, gender identity, and so forth.  

The struggle is not uncommon.  The participant moves away from comments directed at 

integration of faith in course materials and toward worldview language.  Participant 6 
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appears to go back to one of the course’s fundamental goals: encourage teacher 

candidates to think about their faith and education.  This statement aligns with Christian 

worldview perceptions.  Additionally, Participant 6 again references Smith (2000), a 

book that looks at both the implications of Christian faith for foreign language education 

and the Christian responsibility to love the stranger among us.  It proposes an approach 

to the field based on the Christian understanding of hospitality. 

R: In your opinion, how does this course integrate the university mission 

statement? 

P:  

I don’t know that I’m the best explainer of it.  I don’t know that I’m the most 

winsome and persuasive with students, but I do believe in it very much.  I want 

this to be a liberal arts kind of class, not a how to kind of class.  It’s the same 

tension that you talked about with am I allowed to do this?  Am I allowed to do 

this? 

We try to offer some historical context in that this whole diversity is an 

unfolding thing and we’re at a particular moment in history right now.  And 

where your parents were and where your grandchildren are.  So we take the 

liberal arts seriously.  We take the Christian seriously.  It’s very much intended to 

do something we try to do in all of the education courses – look at the world from 

multiple perspectives and honor people’s voices and honor people’s perspectives 

without saying all opinions are created equal—without saying, without being too 

postmodern or relative.   

I don’t know how much traction I’ve gotten on this point, but I say, yes, I 

want you to listen.  I want you to listen.  For the students that say day one, well I 

don’t have a problem with diversity.  That’s a bit of a caricature, but I say, No.  I 

want you to move from “I’m not a racist, to actively listening.” 

 

Once more, the researcher noted during data analysis that Participant 6 struggled to 

articulate how faith is integrated in the course.  He affirms that philosophically he agrees 

with both a liberal arts approach to education and a Christian worldview.  Still, the 

participant’s attempt to connect the two to the course is strained.  In a previous faith 

integration question, the participant moved from the topic of integration to Christian 
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worldview.  Here, the participant moved from faith integration to agent of change theory 

when he concludes his response with sentiments about teacher candidates challenging 

their worldviews so that they are better equipped to know or “listen” to their students.  In 

hopes of the conversation progressing, the researcher shared briefly with Participant 6 her 

own struggle to integrate faith in a similar course taught at a Christian university. 

R: We can talk about integrating a Christian worldview, but at the end of the day, 

it’s really about educating the whole person, and that can’t be— or shouldn’t be— 

put into definitive terms. 

P6:  

 

And Christina, this is off the track, but as someone going into teacher education, 

this is a great concern of mine.  Every time I’m on an accreditation review 

committee for somewhere else, my colleagues are all troubled when they find that 

there are two different version of explorations in teaching, or two different 

version of the elementary science class.  And I’m all for accountability on some 

level, but I, I think you can kill the spirit by too much standardization. 

 [ . . . ] I’m not going to give you an exhaustive response, but in context I 

constantly try to make connections with things that students would have studied in 

their religion courses, Christian doctrine, new testament, old testament.  This is 

something that Smith has helped with, but I was doing that before already.  The 

early church was dealing with issues of diversity when they talked about the 

Greeks and the Jewish believers.  When we talk about more fatalistic cultures and 

more internal locus of control cultures, I say well you’ve studied in doctrine 

Calvinists who so emphasized the sovereignty of God.  And this is 

oversimplifying a little bit versus Armenians who think it’s all – so I try to 

integrate at the knowledge level things that they have studied in their religion 

classes. 

In terms of the motivation for doing things – some retired colleagues 

tended to – the hidden curriculum was all about staying out of trouble with the 

administration.  And so it’s not – it’s appealing – I’m not making the connection 

with the Christian there, but it’s – the motivation for things is being the most 

effective servant of God, using your gifts to help people.  Using your – being 

willing to be an advocate.  Being willing to defend your faith.  It’s more about – 

yeah, I’m being redundant here. 

 

Here, the participant offered a lengthy explanation that touches on church history and 

different Christian denominations, specifically reformed denominations, but again, 
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Participant 6 struggled to articulate how his Christian worldview is integrated into the 

course.  The participant again moved from a faith integration discussion toward the 

Christian responsibility to be an agent of change.  The participant concluded with an 

admission that the question was not sufficiently answered and that he is talking in circles, 

so to speak.  The researcher moved on to another question but one still in the vein of faith 

integration. 

R: If this course were taught at a state university, as opposed to a Christian 

university, how would it be different? 

P6:  

I think the examples and anecdotes would often be different.  Certainly, the 

treatment of human sexuality, both our brief foray – we spend half a day on girls 

and boys in the classroom, but we spend a whole day on the gay lesbian set of 

issues.  Students would have less knowledge to work with when we do Richard 

Rodriguez there’s a whole chapter on his Catholicism and Irish Catholicism 

versus Mexican Catholicism, pre-Vatican II versus post-Vatican II. 

 

R: How does applying a Christian lens or worldview equip teacher candidates to 

address K-12 issues?   

P6:  

I’m having a little trouble getting to the essence of the question, but let me throw 

out a couple of thoughts . . . if they have two mothers come in for parent 

conference or they want to do a family history kind of assignment, which I used to 

believe in, and am increasingly thinking, no, this is a whole can of worms.  I want 

them to not have this hit them cold, and I want them to know that other Christian 

teachers have faced these issues before and there are resources for thinking about 

the issues.  I don’t know if this has come up in other conversations, but SB48, 

[California’s] K-12, making sure that LGBT heroes are integrated. 

 How is this going to equip them?  Well, I want them to know that others 

have thought through these things before.  I want them to be available and to 

know resources and yeah, I think Charles Haynes has done a good job at the first 

amendment center.  He has a specific thing on homosexuality.  He has a thing on 

religion.  Those are getting older, but maybe they’ve been updated over the years.  

I alert my students to those. 
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Within this response, the participant shared an example of a religion major he taught who 

pointed out that sometimes Participant 6 encourages his students to be culturally 

responsive and sometimes he encourages them to be culturally resistant.  The student felt 

Participant 6 sent a mixed message.  The participant’s response was this: 

P6:  

And I said, “Yes, Kyle, yes!  I very much want you to be potentially counter 

cultural.  If your faith is to matter at all, there are going to be times where I at 

least want you to be aware of the potential for tensions, and I want you to – when 

you’re reading the history book and there’s a kind of embedded relativism that 

Christians have their creation account and the Mayans have their creation account.  

I want you to at least be aware of the potential for tension and be – have some 

ways for dealing with that.  If it’s to delete that from the textbook.  If it’s with 

older students, more sophisticated students, at least start naming the philosophy 

that’s there. 

And so how in this course are they going to be equipped to deal with 

issues?  Probably – issues that have to do with the Christian worldview.  [ . . . ] I 

still feel like I’m missing the question. 

 

R: I don’t know that I have any better way to ask it.  So basically, how does 

integrating faith and learning actually make them better teachers? 

P6:  

I think as we emphasize listening we are making them – they’re going to have 

better relationships with parents.  They’re going to have better relations with 

students.  They’re going to have better relationships with fellow teachers.  

Attitudes of humility are attractive and maybe we are too humble here.  We’re not 

– we don’t promote a kind of Christian militancy that some of the reform people 

do.  We – they’re going to be better teachers because they are aware of some of 

their own – simply having more cultural – but is that the faith part?  See, I’m 

having trouble separating some of what we talked about from – because faith is 

infused.  But, by having thought more critically about the values that they were 

raised with and being able to step back a little bit and name those and become 

conscious of them, they’re a little less apt to be judgmental of parents who come 

with very different values.  They’ve grown in empathy through the course as a 

whole, but their Christian faith should be a catalyst to practice that empathy even 

more. 
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From this point, the researcher stopped coding the interview because the researcher spent 

the last 10 minutes explaining the theories of Christian worldview, faith integration, and 

Christian educators as agents of change.  Because the researcher felt she was explaining 

her study to the participant in an effort to help him understand the questions, she declined 

to include any of the participant’s responses after this question.  Moreover, the majority 

of the last 10 minutes transcribed were the researcher’s words. 

 

A Triangulation of the Data: Case Study 6 

 The researcher applied three fixed themes: 1) Christian worldview; 2) faith and 

learning integration; 3) educator as an agent of change to triangulate the data and findings 

within each case.  Triangulation of the data was done across three instruments of data 

collection: 1) the university profile; 2) the design of the course; and 3) the participant 

interview.  Because participant interviews comprise the majority of the data collected, 

and because the researcher was interested primarily in participants’ perceptions of 

Christian worldview, faith integration, and educators as change agents, more emphasis 

was given to participant interviews during the analysis process. 

 

Christian worldview.  The researcher coded and categorized the data for any 

emerging themes of Christian worldview.  In Case Study 6, Christian worldview emerged 

most in the university profile.  Several statements within the university’s core values, 

mission statement, and community statement evidence the theme of Christian worldview.  

For instance, Westmont states on their website in the “about us” section, “Westmont 

College is a liberal arts college committed to Jesus Christ and belonging to the worldwide 

evangelical Protestant tradition” (Westmont College, 2013c, para. 3).  This statement 
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asserts a specifically evangelical and Protestant worldview.  Additionally, Westmont 

maintains faculty all hold to a similar Christian worldview in that “faculty participate in 

many different churches and with them confess such historic statements of the church as 

the Apostles‘ Creed and the Nicene Creed” (Westmont College, 2013c, para. 3).  The 

university also claims that this worldview guides faculty and students in learning, 

teaching, and living.  These statements support Elzinga (2010), who emphasizes faculty 

members at Christian universities should be able to claim belief in the Nicene or Apostles 

Creed without crossing their fingers; in other words, faculty members should be 

followers of Jesus.  In the course design, one of the eight learning outcomes specifically 

addresses understanding how the Christian faith affects how one approaches diversity in 

the classroom, which is what initially interested the researcher in the course and the 

participant.  Participant 6 made several comments that were coded under the theme of 

Christian worldview; however, this was the theme with the least amount of coded 

statements.  In the interview, the participant referenced Christian scholar and professor, 

David Smith in several of his answers to worldview.  Some of these answers were 

considered faith integration, but three were coded as Christian worldview because the 

participant uses the author to help shape students’ perspective.  For example, the 

participant believes Smith helps teacher candidates combat culturally competing 

worldviews: “[David Smith] deals very specifically with cultural relativism.  And our 

students are so bathed in cultural relativism that they don’t – they can’t imagine any other 

way to be.” 

 

 Faith and learning.  The theme of faith and learning emerged primarily in the 

university profile.  University statements such as “Rooting the liberal arts in Christ means 
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that we educate the whole person and encourage students to develop biblically based, 

intellectually strong convictions and worldviews” under faith and learning (Westmont 

College, 2013d, para. 1.  This particular example evidences faith and learning theory in 

three ways.  First, Westmont’s claim to educate the whole person aligns with faith and 

learning worldview.  Second, a biblically based education speaks to the integration of a 

Christian worldview across academic learning.  Third, integrating faith and learning 

requires faculty, staff, and students to think critically about their Christian convictions 

and worldview.  Westmont is explicit about being both a Christian and a liberal arts 

university.  One assertion included in their literature reads,  

Learning depends on truth-centered attitudes.  It thrives in an atmosphere of 

discriminating openness to ideas, a condition that is characterized by a measure of 

modesty toward one’s own views, the desire to affirm the true, and the courage to 

examine the unfamiliar.  (Westmont College, 2013d, para. 4) 

 

In other words, the university strives to be both open-minded and grounded in biblical 

truths.  In the course description, only one statement was coded and categorized as faith 

and learning integration.  In the course syllabus, a statement reads, “The course syllabus 

challenges students to use Smith’s book as a guide toward defining what it means to think 

Christianly about diverse issues.”  Christian author and professor, David Smith was 

referenced several times in the participant interview, and some of the participant’s 

statements were coded under the theme of Christian worldview; however, Participant 6 

relied heavily on Smith to explain ways the participant integrates faith.  In particular, the 

participant shared, “I decided that I really wanted them to start thinking – it’s pretty early 

and pretty basic, but start thinking about - how do we learn more about educational 

problems in light of our faith?”  The participant then proceeded to share how Smith’s 



 

225 

books, The Gift of a Stranger in particular, provide students with a framework to 

integrate faith and education. 

 

Agent of change.  This theme emerged primarily in the participant interview.  The 

university profile makes three coded and categorized references to preparing students 

with a Christian worldview and education so that students will then impact the world, 

which certainly speaks to agent of change theory.  The course description mentions 

placing emphases on culturally diverse K-12 student stories so teacher candidates are 

culturally relevant and responsive, and this aligns with agent of change concepts.  Much 

of Participant 6’s responses to questions reflected a grounded belief that integrating faith 

should catapult teacher candidates to classroom compassion and leadership; therefore, 

responses suggesting this concept were coded and categorized under agent of change 

language.  A few of these statements include, “We talk endlessly about diversity and 

inclusion and being a culturally responsive church” and “Is the problem white culture or 

mainstream culture?  In which case, you want to do lots of Peggy MacIntosh.”  The first 

response encompasses all Christians under the ecumenical concept of “The Church.”  In 

other words, the participant believes The Church body has a responsibility to be 

culturally responsive to the needs of those living in life’s margins—the diverse, the non-

included.  The second statement reflects agent of change language because the participant 

challenges his majority white students to consider what influences and privileges they 

carry with them into the K-12 classroom, specifically an ethnically and economically 

diverse classroom. 
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Summary 

After the researcher coded and categorized three levels of data collected (the 

university profile, the course profile, and the participant interview), the researcher then 

triangulated the data’s findings.  An analysis found that all three themes emerge across 

the three levels of data collected, but they emerge at varying degrees.  For instance, 

Christian worldview theory was most prevalent in the university profile.  In fact, 

Participant 6 struggled to articulate what constitutes a Christian worldview, and he also 

found it difficult to explain precisely how it is integrated into the course.  Similarly, the 

theme of integrating faith and learning was found most overtly in the university profile 

with only a brief mention in the course description and syllabus.  Again, Participant 6 

makes clear, obvious attempts to integrate faith, namely by including Christian authors, 

but the participant found it challenging to explain how faith is integrated beyond textbook 

recourses.  The theme that emerged most was agent of change theory, and it was most 

commonly found in the analysis of the participant interview.  Several responses to 

questions, agent of change oriented questions or otherwise, spoke to the idea that 

Christian teacher candidates should lean into their worldview so that they will be more 

compassionate, relevant, and responsive in K-12 classrooms.  When the researcher asked 

specifically about whether integrating a Christian worldview better equips teacher 

candidates to address K-12 social issues, the participant appeared somewhat stumped.  

Ultimately, he affirmed that it does indeed, and he shared his hope that ED 105 provides 

teacher candidates with the space needed to wrestle with a Christian worldview through 

common K-12 issues.  The participant stated he did not want his students to be caught off 

guard once they are in their own classrooms.   
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Cross Case Analysis of Subthemes 

 Theme identification is one of the most fundamental tasks in qualitative research.  

The researcher conducted a cross case analysis using participant interviews from the six 

case studies to examine subthemes that emerged from the data.  For the six case studies, 

the researcher used three pre-fixed themes derived from the study’s literature review.  For 

the cross case analysis, however, the researcher looked for emerging subthemes under the 

already pre-fixed themes using an inductive, post priori coding method.  For coding and 

categorizing, the researcher looked for word repetition (Strauss & Corbin, 1990), 

compare and contrast (Glaser, 1978), and metaphors and analogies (Lakoff & Johnson, 

1980; Quinn, 1998).  According to Creswell (2007), code names may be “in vivo, names 

that are the exact words used by participants . . . or names the researcher composes that 

seem to best describe the information” (p. 153).  The researcher used a combination of 

participants’ words and the researcher’s own for categorizing subthemes.  Commonly, 

subthemes were identified, coded, and categorized two to three times across all six case 

studies.  Where there are exceptions, the researcher noted these.  A sample of coding and 

categorization can be found in Appendix L.  Table 13 displays the subthemes that 

emerged from a cross-case analysis of all six participants.  Following this table, the 

researcher evidenced her findings.  A discussion of the study’s themes and subthemes in 

context of the research questions is presented in Chapter Five. 
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Table 13 

Subthemes from Cross-Case Analysis – All Participants 

Christian Worldview Faith and Learning Agent of Change 

Informs all of life Purpose Responsibility 

Understanding God’s design Image of God Community 

 Discipleship Justice 

 

 

Christian Worldview Subthemes 

 

Informs all of life. When cross analyzing participant interviews, two subthemes 

emerged from Christian worldview theory.  First, the notion that a Christian worldview, 

sometimes referenced by participants as a biblical worldview, “informs all of life” 

occurred across all six case studies.  Participants expressed sentiments about this 

worldview being the foundation of who they are, what they believe, and how they interact 

with the world.  They also shared thoughts on topics such as “capital T truth,” meaning 

God’s word is infallible and accurate, which gives Christians a moral compass and 

perspective for life.  The following excerpts evidence the subtheme “informs all of life”: 

“At the end of our mission statement is that we‘re an evangelical community of 

scholars, to whatever ends, brings a Christian perspective on truth in life.”  “I trust that 

God will lead them to truth even though they‘re [teacher candidates] still kind of working 

at it.   At least they understand that this is a real issue going on.” 

I think everything stems from what we would call truth with a capital T and that 

how we see our world if framed by that truth and I don’t see it as an add-on 

feature I see it as a core.  It informs all of life. 
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Understands God’s design.  Second, in four of the six case studies, participants 

made reference to a Christian worldview helping students “understand God’s design.”  

Participants referenced that a Christian worldview better informs their students of God’s 

design on the earth, God’s design for their life, and God’s design for K-12 students’ lives.  

Participants made comments referencing God as a creator and a designer.  They 

emphasized God’s evidence in both all of creation and in the individual lives of students.  

There was a heavy emphasis in participant responses regarding discerning God’s design.  

The following excerpts evidence this subtheme: “[…] so a Christian worldview would be 

looking at how the world was designed to be by God and how it‘s going to be played out 

in using the authority of scripture as your framework.” 

After we talk about a Christian worldview and what that means to love 

everybody, they start looking at education differently.  They start realizing you 

know what, it is not fair, that that kid had to grow up in Mexico and his parents 

have to sneak him across to get him an education.  And they start wondering what 

God’s design is for that kid. 

 

 “I tend to use the term Follower of Christ.  And so the real issue is are we following 

Christ?  Do we understand God’s design for our lives?” 

 

Faith and Learning Subthemes 

 

Purpose.  In a cross analysis of participant interviews, three subthemes emerged 

under faith and learning.  First, participants commonly referenced the concept of purpose.  

The researcher coded words, comments, and responses that indicated integrating faith and 

learning provides university students with a greater sense of purpose about their life and 

others’ lives.  Participants indicated integrating a Christian worldview and learning offers 

a plan and purpose for students, thereby helping to shape their identity.  This subtheme 
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differs slightly from the subtheme of design because it takes design one step further; 

according to participant responses, students not only understand God design for their 

lives but that he also provides everyday purpose for their being.  The following excerpts 

evidence a purpose subtheme: 

I think what’s special about Biola too and it is what I love about our students is 

that they understand that to be an educator is a calling.  It’s not for everybody; it’s 

something that God specifically picks you out for and equips someone for. 

 

I think one of the main differences [between teaching this course at a state 

university versus a Christian university] would be sense of calling I’m not sure 

that a state university would talk about God’s calling.  They might have some 

things similar but I don’t think they would say this is God’s purpose for your life. 

 

The University wants to prepare students for Christian purpose and service.  I 

think this is a perfect course for that.  We‘re trying to get them out of the 

mentality of looking for career and a job and into the mentality of this is going to 

give your life purpose. 

 

 

Image of God.  The second subtheme that emerged from data analysis was the 

image of God concept.  The researcher coded and categorized comments across 

participant interviews insinuating or directly stating Christians should reflect God’s 

image.  Within Christian education, there is an emphasis placed on Christians—followers 

of Christ—to reflect the image of Christ.  The following excerpts evidence this subtheme: 

“Do you believe there‘s inherit value to this student because they‘re created in the image 

of God?”  “Where did they [K-12 students] come from?  I believe they come from 

almighty God and part of the creative work of God.” 

From a Christian point of view how are you going to approach that student?  

Remember individuals are made in God’s image, what does it mean to show 

respect for someone made in God’s image when a student or parent walks into 

your classroom. 
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Discipleship.  A third subtheme emerged under faith and learning’s cross case 

analysis was the concept of discipleship.  The notion that Christian university instructors 

are commissioned to disciple their students surfaced in four of the six participant 

interviews.  One participant specifically noted Jesus lived an integrated life of teaching 

and discipleship.  The following excerpts from participant interviews evidence the 

discipleship subtheme: 

And part of our job is to help [students] figure that out their strengths and we 

might overly ask, “What gifts has God given you?”  So how can I as a teacher 

draw those out of you and make sure that you’re doing the very best work that 

you can. 

 

We want to see love and compassion in these [teacher candidates] because really 

that‘s the mark of a Christian [college professor] is how much they love their 

colleges and their students.  So I emphasize that in my class.  I can‘t just tell them 

yeah love your [K-12] students and not demonstrate it to them myself. 

 

“For me, the most important thing I can do is show them my faith by living it with them.” 

 

Agent of Change Subthemes 

 

Responsibility.  Within the cross case analysis of the agent of change theme, the 

researcher categorized three subthemes.  First, participants spoke at length about 

Christian responsibility to love and serve others.  That Christians are biblically mandated 

to love one another and the stranger among them surfaced in participant interviews.  

Participants emphasized teacher candidates’ responsibility to love, serve, honor, and so 

forth K-12 students in their future classrooms.  Additionally, participants commonly 

referenced their own and the university’s Christian responsibility to students.  The 

following excerpts evidence this subtheme: “It’s the responsibility of the Christian 
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educator to bring that student to a place where they may have an opportunity to achieve a 

multicultural education on an equal playing field.”   

And there is a measure of grace that we have been afforded and that we are 

obligated to show our students in return.  And so the grace and love that we’ve 

experienced through Jesus Christ we then have a responsibility to offer to our 

students. 

 

What is our Christian responsibility towards these students as Christian 

educators?  As Christians who are educators so that’s different than being an 

educator who happens to be a Christian.  So Christian comes first and then 

educator as an outflow of that calling and that equipping. 

 

 

Community.  Second, and similarly, the subtheme of community was found in four 

of the six participant interviews.  These participants indicated that teachers who are 

agents of change foster a sense of community in their classrooms.  Moreover, the idea 

that teachers have a communal duty to promote what is best for the greater good of their 

classrooms, society, and Christianity.  The following excerpts evidence community as a 

subtheme: 

And I ask, “now what does it look like for you as a teacher to love students as 

yourself, to love families as yourself?”  Because that is what God calls us to do.  

It’s very clear people who we would call aliens and foreigners are still part of our 

community. 

 

[Teacher candidates] have a chance to change a life and an entire classroom.  

They can take a kid on day one and change the way they view the rest of their 

lives.  They can make them love learning.  They can create a positive learning 

experience for [a K-12 student] and the class. 

 

It’s important for my students to remember that they will be with their students more than 

some of their students’ parents.  Their [K-12 classroom] act almost like a family. 

 

Justice.  Lastly, the researcher coded the subtheme justice under agent of change 

responses.  Four of the six participants specifically used the word “justice” or the phrase 
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“social justice” within the context of seeing evidence or results from Christian’s faith.  

All participants made references to the idea that tangible positive results should surface 

as a result of the Christian faith; specifically, Christian educators’ faith should manifest 

itself as agents of change.  The following excerpts evidence this subtheme: “The other 

thing is to remember that God is a just God and he is the author of social justice.  He 

desires social justice the issues that are important to Him.”  “We’re not able to 

completely fix it but as God leads us with his spirit we can be agents of bringing social 

change that will redirect back to maybe a more Godly just society.”  “I try to emphasize 

with my [teacher candidates] that the Bible calls us to do justice.  In our classrooms, as 

teachers, we can fulfill God’s commands.” 

 

Chapter Four Summary 

In Chapter Four, the researcher presented the results from six case studies.  Data 

were transcribed, coded, categorized, and analyzed for each case study.  The researcher 

used pre-fixed themes from the study’s theoretical framework and literature review—

Christian worldview, faith and learning, and teachers as agents of change—to guide each 

case study’s data analysis.  Then, the results of those six case studies were cross analyzed 

for emerging themes.  Under the theme of Christian worldview, two subthemes emerged 

from the six case studies.  First, the idea that a Christian worldview informs all of life, 

and second, that it helps people better understand God’s design for all of humanity.  A 

cross case analysis of the theme, faith and learning, yielded three subthemes.  First, the 

notion of discipleship emerged.  According to participants, integrating faith, or a 

Christian worldview mentors K-12 and university students so that they become more like 

Christ.  Second, participants indicated that incorporating faith and learning better equips 
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students to find God’s vocational purpose for their lives.  Primarily, participants were 

referring to students at the university level.  A third theme emerged from a cross analysis 

of faith and learning was the subtheme “made in the image of God.”  Some participants 

used this specific phrasing while others suggested integrating faith and learning with both 

K-12 and university students is required of Christian educators because we are all made 

in Christ’s likeness.  Agent of change theory was cross analyzed, and three subthemes 

emerged: responsibility, community, and justice.  In summary, participants indicated 

Christian educators, specifically their teacher candidates, have a faith-bound obligation to 

the well-being of their students.  Similarly, participants expressed educator obligation to 

create a sense of community in their classrooms and to promote justice, particularly from 

a biblical sense of the word.  A discussion of the results and the implications of these 

findings are presented in Chapter Five in context of the research’s guiding questions. 
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CHAPTER FIVE 

Discussion, Conclusions, and Implications 

 

America has a lengthy and debatably contentious relationship with faith 

integration in public K-12 classrooms.  The struggle to maintain an unapologetically 

Christian perspective in public schools, without interference at the state or federal level, 

is more evident than ever.  This struggle poses a challenge for Christian universities 

preparing teacher candidates for K-12 public schools.  Christian universities have both 

the freedom and the mandate to define their faith-based distinction, but preparing teacher 

candidates to engage their faith in public spheres is somewhat problematic.  Contrary to 

public schools and universities, a distinctly Christian education holds that faith belongs in 

the classroom.  “All truth is God’s truth” is a theme that emerged often in this study’s 

literature review and participant interviews.  Christian educators hold there is no way to 

separate learning from worldview, specifically the Christian worldview; education cannot 

be separated from one’s worldview.  A teacher’s worldview influences the way he or she 

approaches both learning and life.  This study was particularly interested in how a 

Christian worldview influences professors and their students to approach K-12 social 

issues.  Worldview orientation and execution is not defined solely by an individual 

teacher’s agenda but also by the ethos of the university, and it was for this reason data 

collection, reporting, and analysis included an examination of the university where each 

participant teaches.   

Should professors encourage their students, future K-12 public school teachers, to 

integrate faith in public schools?  Is it even possible for Christian educators to approach 
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education without an integrated approach?  Can Christian educators teach K-12 students 

about religion without indoctrinating them or violating the constitution?  Throughout the 

interviews, participants wrestled to express the tenets of a Christian worldview, identify 

how to integrate faith and salient K-12 education issues, and affirm how integrating a 

Christian worldview equips teacher candidates to become agents of change.  As was 

evident from participant interviews and university profiles, Christian professors strive to 

use Christianity as their touchstone and guidepost for decisions, both professionally and 

personally.  What differed from participant to participant, however, was how they defined 

a Christian worldview, how an integration of faith and learning was applied to their 

courses, and what constitutes teacher candidates becoming K-12 agents of change.  In 

this chapter, the researcher presents Chapter Four’s findings in context with the research 

questions posed.  Chapter Five also includes the study’s implications, association to the 

literature review, significance for the readers, limitations of the study, and suggestion for 

future research.   

The study’s overarching question asked, “What are professors’ perceptions about 

teaching social issues with a Christian worldview in teacher education programs?”  The 

study includes three sub questions: 

1. How do professors interpret what it means to engage a Christian worldview in 

courses addressing K-12 social issues?  

2. How do professors design their course(s) to reflect their beliefs about the role 

of K-12 social issues and a Christian worldview?  
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3. At the end of the course, in what ways do professors consider teacher 

candidates better equipped to become agents of change by engaging a 

Christian worldview to address K-12 social issues?  

The three sub questions guiding the study were based on the three theoretical frameworks 

informing the study: Christian worldview, faith and learning, and educators as agents of 

change.  These three frameworks provide the basis for Chapter Five’s discussion.  The 

researcher’s discussion focuses primarily on participant interviews but looks to the 

university profiles and course design as well. 

 

Discussion 

 

 

Participants Interpret a Christian Worldview 

The study’s first research question asked, “How do professors interpret what it 

means to engage a Christian worldview in courses addressing K-12 social issues?”  The 

researcher interviewed six participants, all of whom are fulltime professors at Christian 

universities.  The researcher was not only interested in understanding how professors 

interpret a Christian worldview, but more importantly, she was interested in whether or 

not these professors relied on this worldview to inform their course.  According to 

leading Christian scholars, the Christian worldview is not one among others that a person 

might hold; it is the central one through which someone interprets everything else 

(Dockery, 2012; Marsden, 1991; Moreland & Craig, 2003; Naugle, 2002; Noll, 1994).  

This worldview is based on a biblical understanding of humanity’s creation, fall, 

redemption, and restoration (Poe, 2012).  Personal formation is at the heart of this 

education process.  It aims to shape the commitments, convictions, perspectives, and 
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assumptions that people have about life, learning, and what it means to be a follower of 

Jesus Christ.   

To live and teach from a Christian worldview is to “think Christianly,” as 

Participant 2 phrased it.   

To think secularly is to think within a frame of reference bounded by the limits of 

our time on earth; it is to keep one’s calculations rooted in this worldly criteria.  

To think Christianly is to accept all things within the mind as related directly and 

indirectly to man’s eternal destiny as the redeemed and chosen child of God.  

(Blamires, 1978, p. 44) 

 

Evangelical Christian universities and professors included in this study reflect a Christian 

worldview perspective in regards to preparing teacher candidates for K-12 classrooms.  

All six of the university profiles included overt references to approaching higher 

education through a Christian lens.  Azusa Pacific University, for instance, states, “Our 

identity in Christ gives meaning and purpose to our existence.  Knowing who we are as a 

Christ-centered university informs our behavior, guides our decisions, and provides a 

clear identity for our community” (APU, 2013f, p. 1).  Pepperdine University, the only 

college included in the study holding affiliate rather than membership status with the 

CCCU, had the least amount of coded and categorized worldview language.  

Nonetheless, Pepperdine’s welcome statement reads, “Pepperdine University is a 

Christian university committed to the highest standards of academic excellence and 

Christian values, where students are strengthened for lives of purpose, service, and 

leadership” (Pepperdine University, 2013c, para. 1), a statement that clearly defines how 

Christianity influences the school’s ethos.   

Identifying statements pertaining to Christian worldview was not difficult when 

coding the six university profiles.  Where a lack of Christian worldview language was 
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evident was in course profiles.  Point Loma Nazarene University’s EDU 304 was the only 

course description coded for Christian worldview language; specifically, the description 

states the course is taught from a Wesleyan perspective: “The role of Christian educators 

in public and private schools from the Wesleyan tradition and perspective is emphasized” 

(Point Loma Nazarene University, 2013b, course syllabus).  What is unique about this 

course is that the focus centers more on shaping teacher candidates’ philosophical 

approach to education as opposed to focusing on common K-12 social issues.  It was not 

surprising, then, that Christian worldview language emerged in participant interviews but 

not course descriptions.  Generally, instructors have little influence over course 

description language.  It is not uncommon for committees or the original course designer 

to write the description and the description often does not get altered or updated when a 

new instructor inherits the course.  What was surprising, however, was the amount of 

Christian worldview language found in the university profiles but not in the course 

descriptions.  This implies disconnect or breakdown between what is articulated in the 

overall university goals and the departmental or course goals. 

All six participants indicated on the course survey that approaching their course 

with a Christian worldview is “very important” to them.  They spoke of having to 

negotiate space between their faith and culture, and for many of them, it is a valiant, 

albeit difficult struggle to implement a Christian worldview.  To describe or define a 

Christian worldview, participants used phrases such as, “I attempt to start with an 

understanding of humanity in light of God’s creation” (P1), “I think everything stems 

from what we would call truth with a capital T” (P2), and “a Christian worldview, starts 

with God‘s intention for the world” (P4).  The responses from professors interviewed for 

http://www.pointloma.edu/undergrad-catalog
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the study aligns closely with scholars included in this study’s literature review.  

Participant 1 described a Christian worldview as  

looking at how the world was designed to be by God and how it‘s going to be 

played out in using the authority of scripture as your framework.  Trying to look 

at things in life through a Christian prism or lens. 

 

Participant 4 rightly notes that a Christian worldview entails, “viewing the world through 

the eyes of Christ and trying to do everything you do in education or in life, through that 

view.”  Statements such as these, and other comments offered by participants during the 

interviews, substantiate that these six professors believe a Christian worldview provides a 

systematic interpretation of the world.  Moreover, professors’ responses resonate with the 

belief that a Christian worldview is deeply rooted in the person of Jesus Christ (Naugle, 

2002).  Participants 3 and 5 had the least amount of coded and categorized responses 

under the theme Christian worldview even though interview times and transcriptions 

lengths were on par with the other four participants.  The researcher believes it was more 

challenging for these participants to articulate what constitutes a Christian worldview, but 

this does not necessarily imply that they disagree with the foundations of this worldview 

thinking or that they are any less faithful to upholding a Christian worldview. 

When data were triangulated across all six case studies, two subthemes emerged 

under Christian worldview.  The researcher labeled the first subtheme “informs all of 

life” and the second the researcher labeled “understand God’s design.”  Participants’ 

responses highlighted that a Christian worldview is the touchstone and guiding light for 

understanding life.  They commonly spoke of how a Christian worldview illuminates the 

way they and their students see life; it influences the way they approach all of life.  One 

participant commented that even if he misses the mark in regards to implementing a 
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Christian worldview he trusts “God will lead them to Truth even though they‘re still kind 

of working at it.”  In other words, this professor indicated that the Christian worldview 

will illuminate truth; it will lead students to a holistically, truthfully informed perspective.  

Similarly, participants also spoke of how a Christian worldview helps them and their 

students understand God’s design.  Some participants made references to the design of 

the earth or even humanity.  One participant spoke to understanding her place in the 

world once she better understood the authority of scripture: “So a Christian worldview 

would be looking at how the world was designed to be by God and how it‘s going to be 

played out in using the authority of scripture as your framework.”  More commonly, 

participants discussed how a Christian worldview clarifies God’s design for their 

students’ life, specifically students’ teaching vocation.  The majority of the participants 

indicated that a Christian worldview encourages their teacher candidates to find purpose 

in teaching that extends beyond educating children.  Professors included in this study 

indicated that a Christian worldview and understanding God’s design encourages teacher 

candidates to see teaching as a mission field, a way of fulfilling God’s mandate to care 

for others, a means of sharing the gospel, and so forth.  Across all six case studies, the 

universities’ missions and visions statements and the participant professors evidenced an 

understanding and appreciation for a Christian worldview perspective.  Participants 

indicated a desire to approach their course(s) from a biblically informed worldview. 

 

Participants Design Courses to Integrate Faith 

 The study’s second research question asked, “How do professors design course(s) 

to reflect their beliefs about the role of K-12 social issues and a Christian worldview?”  

With this question, the researched looked specifically at faith and learning integration.  
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The phrase “integrating faith and learning” has become common—and arguably over-

used language—in Christian schools, both in K-12 and higher education circles.  The 

phrase is inadequate because it fails to fully encompass what universities and participants 

included in this study actually do.  The goal is not to make equal space for learning and 

faith; rather, the goal is to infuse Christianity into the very fabric of learning.  That is 

integrated learning.  Christian universities and professors are not attempting to provide 

equal attention to biblical studies and math or history or English.  On the contrary, they 

infuse all of learning with a biblical perspective through a Christian worldview lens.  

Although all participants suggested they believe faith and learning must occur 

simultaneously and without disconnect, most participants struggled to articulate how this 

philosophy plays itself out in everyday teaching.  Four of six participants repeatedly 

referenced books they use in courses to foster faith-based conversations.  Certainly faith-

based, intentionally Christian books do integrate faith and lead students  to “think 

Christianly” about complicated K-12 social issues; however, including a few Christian 

books in the course does not necessarily reflect an integrated Christian worldview.  

According to Christian scholars and educators referenced in Chapter Two, the integrated 

approach moves beyond textbooks and extends to the professor’s life. 

Integrating faith and learning entails not only Christian worldview teaching but 

also living, and most of the participants’ responses reflect this discernment.  All of the 

professors in this study expressed a conviction that integrating faith and learning is a vital 

part of the university mission and their own.  Where about half of the participants 

struggled was with articulating what it looks like to integrate faith and learning.  
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Participant 6 was honest about the difficulty he has experienced integrating faith when he 

stated,  

I don’t know that I’m the best explainer of it.  I don’t know that I’m the most 

winsome and persuasive with students, but I do believe in it very much.  I want 

this to be a liberal arts kind of class, not a how to kind of class.  It’s the same 

tension that you talked about with am I allowed to do this?  Am I allowed to do 

this? 

 

Participant 6 is not only uncertain about his method for faith integration but also whether 

he is “allowed” to do so in a course so heavily regulated by California’s board of teacher 

accreditation.  Much like the literature review indicated, there is no methodological 

process for incorporating Christianity and university studies.  The researcher’s literature 

review and case study analysis points to faith integration as beginning with the 

instructor’s philosophical worldview, moving toward intentional teaching and course 

design, and perhaps ending with the opportunity for students to “think Christianly” about 

their learning, to look at the subject through a Christian perspective. 

There is a distinction between Christians in education and Christian education.  

About this Arthur Holmes (1975) states, “what we need is not Christians who are also 

scholars but Christian scholars, not Christianity alongside education but Christian 

education” (p. 7).  Integrated learning begins first with a professor or educator’s faith 

integrated life.  Participant 4, for instance, spoke of modeling his faith for his teacher 

candidates as a method for integrating it in the course: “For me, the most important thing 

I can do is show them my faith by living it with them.  For me, lifestyle is the important 

way to show somebody that you love them.”  About this, Dockery (2012) argues 

Christian character points to ethics:   
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Certainly it is possible to act one way and to think another, but it is not possible to 

do so for long, for even the biblical writer has admonished us in Proverbs 23:7, 

“As [a person] thinks in his heart, so is he.” (p. 21) 

 

In other words, both Participant 4 and Dockery (2012) argue students will be able to 

discern between professors who genuinely live a faith integrated lifestyle and those who 

attempt to “add faith as a condiment to learning,” as Participant 2 stated.   

Dockery (2012) emphasizes that those who have been called to serve as Christian 

educators have been given the responsibility to not only think deeply about how the 

Christian faith influences academies and campuses but also how faith influences life and 

culture.  A cross case analysis of the faith and learning theme yielded three subthemes 

that resonate with Dockery’s (2012) assertion.  The first subtheme is discipleship.  Four 

out of six participants made references to the idea that integrating faith and learning is 

akin to discipleship.  Participant 1 likened integrated learning to the way Jesus lived life 

with his disciples.  According to this participant, Jesus was “patient, available, 

intentional, and gave all glory to the Father.”  This statement and the subtheme itself 

resonates with Beckwith and Moreland (2009) who hold integrating faith and learning is 

an act of discipleship that yields spiritual and moral formation in students.  The second 

subtheme that emerged was vocational purpose.  All six participants made reference to 

how integrating faith and learning in their courses helps teacher candidates better 

understand the purpose of their vocation.  Participant 2 believes integrating a Christian 

worldview helps see their vocational purpose more clearly.  About this she stated, “What 

I love about our students is that they understand that to be an educator is a calling.  It’s 

not for everybody; it’s something that God specifically picks you.”  Participant 4 referred 
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to his teacher candidates as missionaries, and one of his goals is to help students think 

“missionaly” about their professional choice.   

The third theme that emerged from a cross case analysis of faith and learning was 

the notion that students are made in the image of God.  Three participants indicated an 

integrated approach to learning illuminates for teacher candidates that their K-12 students 

have equal value as they do in God’s eyes.  One of the ways Participant 1 encourages 

teacher candidates to consider K-12 students’ value is by asking them, “Where did they 

[K-12 students] come from?  I believe they come from almighty God and part of the 

creative work of God.”  By integrating a Christian worldview in class discussions, 

Participant 1 is able to challenge his teacher candidates to see the same worthiness for K-

12 students as God sees.  Similarly, Participant 2 encourages teacher candidates to apply 

a Christian perspective that encourages teacher candidates to treat others as God would  

From a Christian point of view how are you going to approach that student?  

Remember individuals are made in Gods image.  What does it mean to show 

respect for someone made in God’s image when a student or parent walks into 

your classroom? 

 

Each of the six professors included in this study discussed ways faith is integrated into 

their courses.  Most cited specific Christian books included in the course; some also 

referenced conversations they have with their students in hopes of fostering Christian 

worldview thinking.  Only two participants emphasized the philosophical over the 

pragmatic.  In other words, two of the six professors moved the conversation beyond the 

concrete and tangibles of the course design and discussed integration as a lifestyle and 

belief system. 
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Equipping Agents of Change 

 The researcher posed a third question to guide the study: “At the end of the 

course, in what ways do professors consider teacher candidates better equipped to 

become agents of change by engaging a Christian worldview to address K-12 social 

issues?”  Whether the discussion centers on teacher candidates or the everyday layperson, 

the concept of agent of change requires the acting agent to recognize his or her identity, 

agency, and role in social justice.  Identity refers to how individuals, or in this case 

teacher candidates, develop relationships that exist within the culture and community in 

which they practice.  When identity refers to one’s teaching praxis, identity is a self-

awareness of who one is and is not in context to where he or she teaches (Gee, Allen, & 

Clinton, 2001; Holland, Lachicotte, Skinner, & Cain, 1998; Wenger, 1998).  Agency is 

typically defined as gaining control over one’s behavior (Holland et al., 1998; Inden, 

2000).  It is the power to act purposely and powerfully.  Agency is contingent on identity 

because teacher candidates must first know themselves before they can be effective, 

positive leaders in their classrooms.  Enacting social justice requires teacher candidates to 

play an active role in bringing forth constructive social advancement.  Commonly, social 

justice in the classroom means teacher candidates work to create classroom environments 

where all students feel supported in learning (Tate, 2001).   

This research question examines whether or not professors at Christian 

universities believe that by holding a Christian worldview and integrating it in courses, 

their students—who are teacher candidates—are better equipped to become agents of 

change in K-12 classrooms.  In other words, do teacher candidates exhibit more identity, 

agency, and social justice because of the Christian lens they use?  Teachers and schools 
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provide orienting stories that powerfully shape student identity.  This is true for teacher 

candidates as university students as well as children in Grades K-12.  But if the Christian 

narrative is not welcomed in public schools, what are Christian educators to do, and how 

does this impact the ways Christian colleges prepare teacher candidates?  Professors 

included in this study have varying goals and perspectives on what it means for their 

students to become agents of change. 

In his article, “Raising Resident Aliens,” Glanzer (2009) reminds Christian 

educators our true citizenship is in heaven (Philippians 3:20), and for this reason we 

should prepare Christian students to practice what it means to be a resident alien.  The 

premise of this argument is to approach public education as if this world is our temporal 

home, not our final destination.  This approach, while biblical, is not without 

complication.  Glanzer (2009) notes that public K-12 schools may encourage students to 

love being a resident too much, and private schools might fail to adequately foster alien 

identity.  Applying alien resident identity is just as complicated at the university level as 

it is in K-12 schools.  For Christian universities to prepare teacher candidates to go into 

public classrooms, with a Christian worldview, and become agents of change is arguably 

inconsistent.  On the one hand, Christians have a biblical mandate to live in and engage 

with the world; on the other hand, the world is temporal and a Christian perspective is not 

welcomed in many pluralistic or secular spheres.  This undoubtedly creates conflict for 

how Christian professors encourage teacher candidates to assume an agent of change 

identity—in Christ’s name.  A resident alien perspective provides educators with biblical 

purpose, but it does not offer much by way of teaching praxis. 
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Four of the six participants spoke at length about modeling justice or goodness for 

their teacher candidates in hopes that these candidates would in turn model this for their 

future students.  Davis and Wadell (2009) speak to Christian educators working as agents 

of change theory when they model for K-12 students what it means to work toward the 

common good.  They maintain students will discover a desire to work toward the good 

only when they first see it embodied by their K-12 and university educators.  Davis and 

Wadell (2009) seemingly use the terms good or the common good synonymously for 

biblical pursuits, which resonates with participant responses.  Several participants 

asserted in their interviews “actions speak louder than words” (Participant 4); meaning 

faith should be accompanied by actions.  Participants concede with Davis and Wadell 

(2009), K-12 students need models and mentors of goodness.  Before they can love the 

good, they must first see it modeled in educators.  Participants echo Davis and Wadell 

(2009) who hold, “The lure of goodness will captivate [students] when they see how it 

has deepened and transformed our own lives, and when they see the rich joy that can be 

found in steadfast love and costly commitments” (p. 42).  In a pursuit of goodness 

approach to being an agent of change in K-12 classrooms, students witness an ongoing 

quest for goodness modeled by their teachers.  Davis and Wadell (2009) imply this 

approach to fostering a love of goodness and justice will subtly lead students toward 

truth. 

Although modeling justice and goodness are certainly hopeful byproducts of any 

Christian educator, modeling goodness and justice are not exclusive to Christian 

educators; after all, secularist and atheist can find common ground on working toward the 

common good.  Participants 3 and 6 used the word “love” in several responses to agent of 
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change questions.  Their responses imply Christian educators should have an extra 

measure of observable love for K-12 students.  Again, even though love should definitely 

be evident in a Christian educator’s praxis, non-Christian teachers are capable of 

exhibiting love without the influence of a Christian worldview or without the benefit of a 

faith integrated education. 

Three of the six participants referenced “purpose” as a marked difference between 

Christian and non-Christian educators.  Purpose, they indicated, manifests itself in three 

subthemes: responsibility, community, and justice.  These subthemes, according to the 

professors in this study, evidence Christian agent of change behavior.  Participant 1 

emphasized Christian educators’ responsibility to students when he stated, “It’s the 

responsibility of the Christian educator to bring that student to a place where they may 

have an opportunity to achieve a multicultural education on an equal playing field.”  

Here, the participant suggests Christian teachers have a biblical responsibility or mandate 

on their lives to be agents of change by working toward multicultural equality in schools.  

Likewise, Participant 4 references the Christian responsibility to make a difference in K-

12 students’ lives when he asserts,  

My goal for [teacher candidates] is to actually have them view teaching as a 

mission field and get out of the mind frame of performance and bring it back to 

changing the human because they’re going to spend more time in a classroom 

with these [K-12 students] than their own parents will. 

 

With this comment, the professor indicates teachers have arguably more influence 

over K-12 students than their parents, and for this reason, they have the opportunity to 

transform students’ lives in ways similar to parental influence.  Additionally, that 

Participant 4 hopes his teacher candidates will view their classrooms as the mission field 

speaks to the biblical mandate to preach the gospel and transform lives in Jesus’s name, 
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much like a Christian missionary.  Participant references to Christian responsibility 

separates Christian educators from non-Christian educators because of the biblical 

mandate placed on Christ following educators.  Professors in this study believe in 

preparing teacher candidates to be agents of change because there is a biblical, Christian 

responsibility to do so. 

In the cross case analysis of agent of change, the second subtheme “community” 

emerged.  Participants spoke of community much the same way the term is used by 

Parker Palmer (2007).  In his book, The Courage to Teach, Palmer emphasizes the 

importance of academic community when he writes, “We need a way of thinking about 

community in higher education that relates it to the central mission of the academy—the 

generation and transmission of knowledge (p. 71).  Palmer (2007) dedicates significant 

space to the discussion of support communities for educators.  This premise of his 

argument is that teachers who feel supported by a community fare better as educators.  

Palmer also discusses the importance of fostering community within classrooms.  Palmer 

writes primarily in regards to higher education, but his principles apply in K-12 education 

circles as well.  Similarly, participants in this study spoke of the importance of 

community both within their higher education classroom and within teacher candidates’ 

future classrooms.  For three of the participants, in their responses to agent of change 

questions, they spoke of “love” and “community” almost synonymously.  In reference to 

a question about faith in action and how the Christian worldview encourages agent of 

change behavior, Participant 3 stated,  

And I ask [my students], “now what does it look like for you as a teacher to love 

students as yourself, to love their families as yourself?”  Because that is what God 

calls us to do.  It’s very clear people who we would call aliens and foreigners are 

still part of our community. 
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In this response, it is apparent Participant 3 believes to love students and their families 

are to welcome them into the community.  In response to a similar question, Participant 5 

replied, “[Christian professors are] Creating a community of learners where we have 

respect for those students because of who God created them to be.”  Again, the subtheme 

community emerged in the context of teacher candidates as agents of change.  Within this 

context, the participant believes when Christian professors integrate a Christian 

worldview it equips teacher candidates to respect K-12 students as God would and then 

welcome them into a shared community. 

The third subtheme that emerged from a cross analysis of agent of change 

responses was “justice.”  Because justice is at the core of both agent of change theory, 

and it is also a Christian mandate, the researcher was not surprised by the amount of 

references to justice and social reform.  Participant 2 emphasized the importance of 

differentiating biblical justice and social justice for her teacher candidates; she stated, 

“The thing is to remember that God is a just God and he is the author of social justice.  

He desires social justice on the issues that are important to Him.”  The researcher coded 

and categorized this comment first under agent of change and then under the subtheme of 

justice.  In this comment, the participant reflects a belief that Christian educators are 

agents of change because God is the author of justice.  All participants referenced the 

Christian worldview as an impetus for social action; four of the six participants 

specifically used the term “justice.” 

The difference between an educator who is an agent of change and a Christian 

educator who is an agent of change comes down to purpose.  The subthemes 

responsibility, community, and justice give purpose to classroom teachers, but they also 
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connect Christian educators to an even higher purpose.  The idea of working toward the 

“common good” has been an integral part of education for over 2,000 years.  A 

humanistic approach to education strives toward the common good as the end goal; 

Christianity, however, works toward the common good in order to fulfill a biblical 

mandate.  Purpose is the distinction between non-Christian agents of change and 

Christian agents of change.  One participant said it best when he stated,  

encouraging [teacher candidates] to become social justice advocates without 

giving them the biblical premise for why would be a lot like cutting off a beautiful 

flower from its root.  Sure, the flower might last a while and look nice, but soon it 

will wither and die. 

 

Christian educators do not believe you can sever the power from the power source.  The 

flower must remain connected to its root or foundation in order to thrive.  Rightly, this 

professor recognizes that agent of change theory must be linked to something more 

meaningful, more purposeful than the end product; it must be connected to the power 

source for Christian teachers to substantiate becoming agents of change. 

 

The Overarching Question: Professors’ Perceptions 

The overarching question in this study asks, “What are professors’ perceptions 

about teaching social issues with a Christian worldview in teacher education programs?”  

The researcher relied on three sub questions and three theoretical frameworks to examine 

six professors’ overall perceptions about teaching K-12 social issues courses from a 

Christian worldview.  The researcher found all six professors in this study strive to 

approach their courses from a Christian worldview, integrate that worldview in their 

courses, and hope teacher candidates are encouraged and equipped to become agents of 

change in their K-12 classrooms. 
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This study evidences how six professors are striving to equip teacher candidates 

with a Christian worldview approach to learning so teacher candidates will make a 

positive difference in K-12 classroom.  Participant responses indicate Christian 

educators’ faith may have to be covert rather than overt and action based rather than 

verbal.  Nevertheless, all participants placed emphasis on Christian educators’ biblical 

mandate to be agents of change in their classrooms.  These professors recognize 

standards, for aims such as goodness, morality, and justice, are derived from biblical 

principles and that apart from the Christian narrative these terms are devoid of any 

significant meaning.  They emphasize moral education is dependent upon the biblical 

standard of Judeo-Christian teachings, and they believe the public is beginning to 

recognize the harm in divorcing biblical principal from a religious context.  Generally 

speaking, professors interviewed did not have difficulty discussing the importance of a 

Christian worldview or the significance of integrating it into teacher education courses.  

Where professors struggled was in articulating how a Christian worldview or integrated 

approach to learning equips teacher candidates to be agents of change more so than a 

course devoid of a Christian perspective.  Moreover, it was challenging for participants to 

cite specific examples explaining how their former teacher candidates, many of whom are 

now practicing in K-12 schools, have relied on their Christian worldview to address 

social issues in the classroom.  After a consideration of the literature and data, it appears 

being an agent of change from a Christian perspective requires a certain about of 

pluralism from the educator; Christian educators may not be required to compromise their 

faith, per se, but neither can they assert their faith as the only perspective relevant to K-12 

social issues—at least not without pushback from public, pluralistic influences. 
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Conclusions 

This study substantiates that integrating faith in social issues courses is a common 

struggle for Christian professors, even for professors who value faith integration.  

Participants had little trouble articulating what comprises a Christian worldview, and 

when framing their explanation of this worldview, they often referenced theologians and 

scholars included in this study’s literature review.  Undoubtedly, participants approach 

their teacher education courses from a Christian worldview, but their interview responses 

and course designs highlight that integrating faith in the classroom is a struggle, and 

integrating faith does not come as naturally as they would like for it to.  Participants feel 

an internal and external pull to please both God and man, so to speak.  That is to say, 

even when professors value integrating faith, they struggle to strike a balance between 

their desire to approach topics from a Christian worldview and an obligation to remain 

neutral or impartial for the sake of their students or in order to please state requirements 

for teacher certification.  The researcher believes there is a common expectation in 

education for teachers to remain neutral, almost indifferent, to one particular perspective 

in order to avoid alienating their students or dictating for them what constitutes truth.  For 

this reason, instructors sometimes fall victim to a pluralistic or dualistic approach to 

teaching, whereby biblical truths are thrown by the wayside and supplanted with a 

postmodern perspective that allows each students’ truth to become the right answer.  

That Christian educators should themselves adopt a pluralistic perspective is not 

an argument the researcher cares to advocate; although, the researcher does believe there 

is great value in giving students an opportunity to engage in public conversation with 

diverse religious perspectives.  When biblical truth is sought, even through the most 



 

255 

varied and obscure perspectives, it will prevail.  The majority of the participants in this 

study expressed a similar belief.  Additionally, our common and public search for 

meaning can be unifying.  About this Parker Palmer (1983) writes,  

The word public as I understand it contains a vision of our oneness, our unity, our 

interdependence upon one another.  Despite the fact that we are strangers to one 

another—and we will stay strangers for the most part—we occupy a common 

space, share common resources, have common opportunities, and must somehow 

learn to live together.  To acknowledge that one is a member of the public is to 

recognize that we are members of one another.  (p. 19) 

 

Theologian Walter Brueggemann (2010) beautifully and biblically depicts for Christian 

educators the intersection of faith languages in a public setting.  He offers the example of 

when the Israelites were attacked they spoke with their enemy in a language that was not 

their own.  The Assyrians stood on one side of the wall, and the Israelites stood on the 

other.  In order to come to a place of peace and understanding, the Israelites did not use 

Hebrew, the language of their faith; rather they spoke Aramaic, the language of the 

Assyrians.  Brueggemann (2010) uses this biblical example to illustrate how Christian 

educators might teach students to speak their own religious language as well as the 

language of the other. 

There is no doubt a sectarian conflict between public pluralism and private faith 

exists.  Those of nonsectarian ideology believe it is beneficial for America to function as 

a pluralistic society, and they espouse that tolerance for individual faith systems is at the 

foundation of peace and progress.  They argue not for religious tolerance but for religious 

pluralism.  Chris Beneke (2006) makes a distinction between religious pluralism and 

religious tolerance.  Accordingly, America has historical functioned as a religiously 

tolerant country.  Throughout the 17th century, religious minorities experienced 

persecution and discrimination for their non-protestant religious associations; by the 18th 
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century, however, America had become more tolerant of various religions.  During this 

century, persecution ceased but discrimination increased.  By the end of the 18th century, 

religious tolerance transformed into religious liberty, and offered minority religions more 

protection from discrimination.  Many of America’s colonial, founding fathers advocated 

for religious pluralism.  George Washington, Benjamin Franklin, and Thomas Jefferson, 

for instance, advanced religious liberty in the public square.   

It is helpful to think of the intersection between public and private faith as a 

conversation with one another.  At the heart of this conversation there is a dialectical 

process, an exchange.  The conversation may resemble a back and forth dialogue where 

each member shares his thoughts.  In such conversations, Christians can respond in one 

of three ways: affirming similarities, assenting, or negating.  When Christians actively 

partake in this dialectical process, they are engaging in the on-going, public dialogue 

concerning faith in America.  The Rogerian approach to argument, whereby each party 

brings his or her opinions to the table and common ground is sought, ought to be the 

framework by which these conversations take place.  Common ground conversations are 

not polarizing; these conversations are unifying because they engage members in such a 

way that it is impossible to leave the public square completely intact.  Our conversations 

about religious pluralism should enlarge our understanding of our own faith as well as 

others’ faith.  On this Palmer (1983) writes, “without public experience we cannot 

experience the fullness of God’s word for our private lives (p. 101).”  He asserts that the 

strangers in our public spheres have great influence on the way we experience God, and 

in turn, we too have influence on the strangers.  As this study presents, exactly how 
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Christians are to contribute to a religious conversation in public spheres, specifically 

public schools, remains debatable and even controversial. 

This study not only highlights professors’ struggle to integrate faith but also the 

struggle to articulate whether or not a Christian worldview equips teacher candidates to 

become better change agents.  In the design of the study, the researcher postulates a 

Christian worldview better equips teacher candidates to become effective agents of 

change than would any other competing worldview such as humanism, secularism, or 

postmodernism, for example.  Much like integrating a Christian worldview into their 

courses, participants emphatically speak of how Christian educators have a responsibility 

to their community (both public and private communities) to enact justice, but where 

there appears to be a breakdown in participant responses was in regards to how or why a 

Christian worldview is essential in order to do so.  

Repeatedly, the Bible reminds Christians of their responsibility to each other, 

their neighbors, to the poor, broken, orphaned, widowed—to the least of these.  Several 

passages in the Bible speak specifically to the Christian’s responsibility for what he or 

she has been given.  For example, Luke 12:48 reads “To whom much is given, much is 

expected.”  In the parable of the sheep and the goats, Jesus commends the sheep on his 

right who have fed the hungry and clothed the naked, but he condemns the goats on his 

left who have not used their resources to care for the stranger.  Scripture reads that we are 

to use our giftings to build up the body of Christ (Ephesians 4:11-12), edify the body of 

Christ (1 Corinthians 14:3-5), and love the stranger among us (Leviticus 19:34).  Again, 

participants easily supported their assertion that Christian educators’ have a biblical 

responsibility to seek justice and positive change regarding issues that affect their 
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students, but they had difficulty expressing why their teacher candidates are better 

equipped to do so because of a Christian worldview. 

After two years of investigating how professors integrate faith and why this 

integration matters, the researcher believes the difference a Christian worldview makes 

comes down to the notions of motivation and purpose.  An atheist educator can assume 

an agent of change role and enact justice in classrooms just as effectively as a Christian 

educator.  For instance, there may be no difference in outcome between the atheist 

teacher and the Christian teacher who both prevent classroom bullying.  Both educators 

are acting as agents of change when they foster a classroom environment of love and 

acceptance and refuse to tolerate bullying.  The response, then, to how or why a Christian 

educator is better equipped than the atheist educator is found in his or her motivation or 

purpose.  An atheist educator’s motivation for establishing classroom acceptance may be 

founded on secular humanistic principles such as working toward a common good or 

placing value on each student’s human agency.  The Christian educator, however, would 

likely cite motivators such as divine inspiration or calling; he or she might also point to 

the biblical mandates such as “do good and seek justice” (Isaiah 1:7) or to “love kindness 

and walk humbly” (Micah 6:8).  Although the atheist and Christian educator may both 

establish a friendly, tolerant classroom by eliminating bullying, they differ on the 

motivation and purpose for doing so because of the worldview each educator holds. 

Just as the church body is called to engage biblical teachings in both private and 

public spheres, so too is the Christian educator called to be an extension of the church 

body and serve in private and public spheres.  The Bible places a great deal of 

responsibility into the hands of teachers, and the Christian teacher is warned that he or 
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she will be judged more strictly (James 3:1).  The Greek word used for teacher in this 

context is didaskalos, which is the same word used 48 times in scripture to reference 

Jesus; additionally, it is the same Greek word used outside the Bible for unbelievers such 

as Socrates, Homer, and Plato.  In other words, the word teacher used in James is meant 

to refer to all those who teach.  Christian author Michael Markowski (2008) asserts that 

the original language of Matthew 28:21 to go “make disciples of all nations” makes clear 

that Jesus’s command was directed more at teachers than evangelist or preachers.  

Accordingly, Christians have a responsibility to use their gift of teaching in both public 

and private schools because they serve a higher purpose.  Christian educators’ faith 

should be the catalyst for becoming agents of change because doing so honors God’s 

mandate to a) share the gospel of Christ through word and deed and b) bring restoration 

to a broken and fallen world by seeking justice.  When professors at Christian universities 

integrate faith in their teacher education courses, this integration highlights the biblical 

mandate for teachers to become agents of change. 

The researcher concludes that there is no one or best method for faith integration, 

at least no methodology for doing so emerged from this study.  What did emerge, 

however, is the importance of integrating faith in teacher education courses so teacher 

candidates are provided an opportunity to consider K-12 social issues through a Christian 

worldview.  Universities and professors included in this research place great value on 

faith integration principles, as evidenced by this study.  Currently, there is plenty of 

conversation in Christian higher education on the importance of integrating faith, but 

there is a lack of academic dialogue on how professors should integrate it.  Additionally, 

that professors value equipping teacher candidates with a Christian worldview but are 
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unable to articulate reasons why this worldview is essential for pedagogical purposes is 

concerning.  The researcher suggests Christian universities should shift the academic 

conversation away from whether faith integration matters—there is an abundance of 

literature affirming that it does—and toward what faith integration looks like in course 

design, discussion, and outcome.  More specifically, further research and conversation is 

needed in order for Christian professors to better articulate not only why faith integration 

matters but also how faith is integrated into courses and how integrating a Christian 

worldview equips teacher candidates to become agents of change in K-12 classrooms. 

 

Limitations 

 The nature of this study presents a few limitations that should be addressed.  Most 

obviously, that this study was designed as qualitative research means attentiveness should 

be applied when extrapolating or generalizing results beyond the six case studies 

presented.  Second, the researcher limited the study to Christian universities located in 

Southern California, and all universities used in the study held member or affiliate status 

with the Council of Christian Colleges and Universities.  Additionally, to meet selection 

criteria, universities had to offer a social issues centered course for teacher candidates.  A 

third limitation to the study was the inclusion of only one outside reader, a university 

colleague with an interest in the study, who reviewed data for reliability and consistency.  

Participants were provided copies of interview transcriptions.  Time and travel 

boundaries presented a fourth limitation to the study.  The researcher would have liked to 

have conducted follow-up interviews after coding and categorizing data, but time and the 

distance of the universities did not make it possible to do so.  In this study, the researcher 

investigated primarily professors’ perceptions of worldview, faith integration, and teacher 
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candidates as agents of change.  A possible fifth limitation to the study, the researcher 

was unable to include teacher candidates’ perspectives, particularly when addressing 

agent of change preparation.  Participants’ students would likely have a better, more 

accurate account of whether professors equipped them to become agents of change in K-

12 classrooms. 

 

Implications and Suggestions for Future Research 

 The results of this study have important implications for Christian universities, 

teacher preparation programs, teacher candidates, and K-12 education.  First, Christian 

universities, particularly those associated with the CCCU, place great emphasis on 

teaching through a Christian worldview.  Laden in these universities’ literature are 

references to approaching university learning through a Christian lens.  This research 

provides a sample of comparison for how Christian universities articulate their missions 

and faith statements.  This study also provides insight about the myriad of ways faith 

integration occurs across campus and interdepartmentally.  Second, teacher preparation 

programs at these universities might be interested in learning about the relationship 

between the university or departmental stance on faith integration and professors’ 

attempts to incorporate faith in courses.  This study highlights a sample of professors who 

articulate their understanding of a Christian worldview, integrate their faith in education 

courses, and encourage teacher candidates to use Christianity as a catalyst for positive 

change in K-12 classrooms.  Third, the findings of this research might be of interest to 

students applying to Christian universities, specifically applicants considering K-12 

education as a field of study.  Data collected and analyzed suggests the six universities 

and professors included in this study take seriously the charge to approach teacher 
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education from a Christian worldview; however, the study also highlights a struggle to 

articulate how exactly to do so.  Lastly, the study has implications relevant to K-12 

education in general.  Namely, this research evidences how difficult, if not impossible, it 

is for educators to separate their worldview from their teaching praxis.  As scholars and 

participants in this study indicate, educators teach who they are and what they believe.  

Faith systems influence decisions.   

 For future research, the investigator suggests an expansion of colleges included in 

the study.  Because this research was bound to Southern California Christian universities, 

extrapolating the study’s findings to other Christian colleges in the Midwest or Northeast, 

for example, may prove somewhat of a challenge.  It is possible the language used and 

the methods implemented vary from the region included in the study.  Additionally, the 

researcher suggests including graduates of these universities’ teacher education program 

as participants.  When considering agent of change preparation, in particular, practicing 

K-12 educators who have completed the courses in this study provides another dimension 

of analysis.  The assessment of former teacher candidates, who are now fulltime K-12 

teachers, would provide a more holistic perspective about whether integrating a Christian 

worldview, equipped them to become agents of change in their classrooms.   
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Research activities in accordance with this submission may not begin until this office has 
received a response to these conditions and issued final approval. 

 

This submission has received Expedited Review based on the applicable federal regulation. 
 

If you have any questions, please contact David Schlueter at (254) 710-6920 or 
david_schlueter@baylor.edu. Please include your study title and reference number in all 
correspondence with this office. 

 

 

 

 

http://www.baylor.edu/research/irb
mailto:david_schlueter@baylor.edu
mailto:david_schlueter@baylor.edu
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Sincerely, 

 

David W. Schlueter, Ph.D.  

Chair, Baylor IRB 
Generated on IRBNet 

 

PLEASE NOTE: Modifications to your project can only be made by submitting a "Subsequent 

Package" within this project. Instructions for submitting a "Subsequent Package" to the Baylor 

IRB can be found at http://www.baylor.edu/content/services/document.php/127576.pdf. 
 
cc: 

 

  

http://www.baylor.edu/content/services/document.php/127576.pdf
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Please note that Baylor University Institutional Review Board has taken the 
following action on IRBNet: 
 
Project Title: [362339-3] Teaching for Transformation: Engaging a 
Christian Worldview When Preparing Teacher Candidates to Address K-12 
Social Issues. 
Principal Investigator: Christina Crenshaw, M.Ed. 
 
Submission Type: Continuing Review/Progress Report 
Date Submitted: July 18, 2013 
 
Action: APPROVED 
Effective Date: July 24, 2013 
Review Type: Expedited Review 
 
Should you have any questions you may contact David Schlueter at 
david_schlueter@baylor.edu. 
 
Thank you, 
The IRBNet Support Team 
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APPENDIX B 

Recruitment Letter 

 

Christina Crenshaw, PhD Candidate, Baylor University 

Christina_Crenshaw@baylor.edu 

 

Thank you for participating in this study. I am a doctoral student at Baylor University 

earning a PhD in Curriculum and Instruction in the School of Education. I am currently writing 

my dissertation, and I would like to invite you to be a participant in my research study. The 

purpose of my research is to investigate and better understand what it means for faculty to 

incorporate a Christian worldview when teaching teacher candidates.  Specifically, I am 

interested in the various ways faculty at Christian universities equip future teachers to address K-

12 social issues.  

This study is tentatively titled Teaching for Transformation: How Faculty at Christian 

Universities Engage a Christian Worldview When Preparing Teacher Candidates to Address K-

12 Social Issues. This study operates under the assumption that the Christian worldview 

underscores the way Christian educators teaching in elementary, secondary, and postsecondary 

schools engage their profession. Under this assumption, the researcher will inquire as to how 

professors at Christian universities structure their courses to encourage teacher candidates to 

integrate a Christian worldview when addressing K-12 social issues.  

For selection purposes, I am contacting faculty members at Christian universities in 

California who have taught or currently teach a course purposed to address K-12 classroom social 

issues. The social issue topics discussed in the course might range from racism, classism, religion, 

gender, sexuality, and disabilities, to name a few.  

As a participant in this study, you will be asked to complete a short questionnaire about 

the class you teach. Participation also requires a single, one-on-one, semi-structured interview 

that will take approximately 60 to 90 minutes. The interview will be recorded and transcribed. I 

will rely on print resources such as faculty syllabi, departmental course descriptions, university 

mission statements, and previous research to guide my questions and study. As a participant, you 

will be provided prompt questions prior to the interview. You may also obtain a copy of the 

researcher’s transcriptions and conclusions. All collected information will be kept securely and 

pseudonyms will be used to protect participant identity. At the conclusion of the study, all 

information collected will be destroyed for privacy purposes. This study has received IRB 

approval through Baylor University. 

I sincerely hope that my dissertation research is of interest to you, as I believe your 

teaching experience will contribute to my study. If you are interested in participating in this 

doctoral research project, please contact me at Christina_Crenshaw@baylor.edu. Your consent 

does not prevent you from opting out of this study in the future. As the researcher, I value your 

time, and I will make every effort to collect data within your schedule. When we meet, I will 

bring a letter of consent with more information about the study and your freedom to remain 

anonymous.  

Thank you for your consideration, 

 Christina Crenshaw  

mailto:Christina_Crenshaw@baylor.edu
mailto:Christina_Crenshaw@baylor.edu
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APPENDIX C 

Survey 

 
Researcher: Christina Crenshaw 

Interview Participant:  

 

Dissertation Title: Teaching for Transformation: Engaging a Christian Worldview When 

Preparing Teacher Candidates to Address K-12 Social Issues 

 

Survey Questions 

 

I. Course Description (in your own words). 

 

 

II. Which of the following topics are discussed in this course? Please indicate below. 

 

_____ Race 

 

_____ Classism 

 

_____ Sexism 

 

_____ Disabilities 

 

_____ Poverty 

 

_____ Gender Identity 

 

_____ Sexuality 

 

_____ Bullying 

 

_____ Language 

 

_____ Religion 

 

III. Are there any other topics covered? 
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IV. Of the topics covered, please rank the top 3 issues that receive the most attention in this 

course. 

 

1. 

 

2. 

 

3. 

 

V. Of the topics covered in this course, please rank in order of most to least significant to 

public school K-6 grade teacher candidates. 

 

1. 

 

2. 

 

3. 

 

VI. Of the topics covered in this course, please rank in order of most to least significant to 

public school 7-12 grade teacher candidates. 

 

1. 

 

2. 

 

3. 

 

VII. Of the topics covered in this course, which do you believe are emphasized most in 

evangelical Christian spheres? Please rank in order of most to least significant. 

 

1. 

 

2. 

 

3. 

 

VIII. On a scale of 1 to 5, how important is it for Christian educators to apply a Christian 

worldview when addressing social issues in K-12 classrooms? 

 

_____1. (Not at all important) 

_____2. (Somewhat unimportant) 

_____3. (Neutral) 

_____4. (Important) 

_____5. (Very Important)  
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APPENDIX D 

Informed Consent Form 

Certification of Informed Consent 

Principal Investigator: Christina Crenshaw, Doctoral Candidate Curriculum & Instruction, Baylor University 
 
This form asks for your consent to participate in an educational research study. The purpose of this study 
is to examine how professors at Christian colleges encourage teacher candidates to draw on their 
worldview to influence the ways teacher candidates become effective agents of change in K-12 schools. 
 
The following outlines the various components requiring participation for this study: 
- Complete a questionnaire regarding the scope and sequence of the course(s) you study (5-10 minutes). 
- Allow the researcher to access your syllabi, course description, and materials used to teach the course. 
- Engage in an interview with the researcher regarding your experiences teaching social issues topics to 
teacher candidates (1-1.5 hours). 
 
This study meets the American Psychological Association’s standards for “Minimal Risk” and poses no 
known physical or psychological risk. All data collected will be completely confidential and anonymously 
coded to ensure privacy of faculty. Pending departmental approval, institutions will be mentioned by 
name in the study; however, names of participants will be kept anonymous in the study and any 
publications. All data collection will be kept in a secure location and will be disposed of upon completion 
of the study. 
 
An analysis of the study will be written upon completion of the research and will be available for you to 
review, should you be interested. Please direct all inquiries to Christina Crenshaw, Doctoral Candidate 
Curriculum & Teaching, Baylor University, Christina_Crenshaw@baylor.edu or her advisor Dr. Betty 
Conaway, associate professor Curriculum & Instruction, Baylor University, One Bear Place # 97314, Waco, 
TX 76798, Betty_Conaway@baylor.edu, (254) 710-3246. If you have any questions regarding your rights as 
a participant, or any other aspect of the research as it relates to you as a participant, please contact the 
Baylor University Committee for Protection of Human Subjects in Research, Dr. David W. Schlueter, Ph.D., 
Chair for Baylor IRB, Baylor University, One Bear Place #97368 Waco, TX 76798-7368. Dr. Schlueter may 
also be reached at (254) 710-6920 or (254) 710-3708. 
 
A check in one of the boxes below along with your signature constitutes your consent to either participate 
or your desire not to participate in this study. There is no penalty for non-participation, and you may 
withdraw from the study at any time also without penalty. Please return the signed consent form in pdf 
format via email to Christina_Crenshaw@baylor.edu.   
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I have read and understand this form, am aware of my rights as the parent of a participant, and have 
agreed, based on the information provided, to participate in the study in the manner indicated below. A 
copy of the signed form will be provided to me and the original will be kept in the researcher’s office. 
 
 

□ I do not agree to participate in the study.  □ I agree to participate in the study 

 
 
Name of faculty    University   Date 
 
 
Christina Crenshaw  Baylor University  10-9-12 

Principal investigator      Date 
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APPENDIX E 

Interview Questions 

 
Researcher: Christina Crenshaw 

Dissertation Title: Teaching for Transformation: Engaging a Christian Worldview When Preparing 

Teacher Candidates to Address K-12 Social Issues. 

University:  

Course:  

Interview Questions:  Interview, Semi-structured, Open-ended 

Question Sub question 

1. Do teacher candidates earn a degree in 

education or liberal studies? 

A. For elementary, multiple subject? 

B. For secondary, single subject? 

2. What year in the program do students 

typically take this course? 

A. Is the course required for their major? 

B. Are any other diversity courses offered or required? 

Question Sub Question 

3. Please describe the course you teach. 

How many semesters you have taught it? 

A. What topics are covered? 

B. In what depth/detail are these topics covered? 

C. Follow up question 

4. How do you decide what materials to 

use for your course? 

A. Textbooks, articles, etc. 

B. Follow up questions 

5. What are your goals (and departmental 

goals) for this course? 

A. How do you set these goals? 

B. Follow up question 

6. In your opinion, how does this course 

integrate the university mission 

statement? 

A. In design? 

B. In discussion? 

7. What role does the integration of faith 

and learning play in this course? 

(Faith and Learning) 

A. In design? 

B. In discussion? 
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8. How would you define the term 

“Christian worldview?” 

A. In what ways does a Christian worldview influence your 

course? 

9. If this course was taught at a state 

university, and a Christian perspective 

was eliminated, in what ways would the 

purpose differ? 

A. In design? 

B. In discussion? 

C. In purpose? 

10. How does applying a Christian lens 

equip teacher candidates to address K-12 

issues? 

(Christ and Culture) 

A. Philosophically? 

B. Spiritually? 

C. In praxis? 

11. At the end of the course, how do you 

measure the effectiveness of the course? 

 (Agent of Change) 

A. Whether a Christian worldview was applied? 

B. Whether students’ are better equipped to address social 

issues? 

C. Whether they will be more effective teachers 
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APPENDIX F 

Participant 1 – Sample – Coding and Analyzing Themes 

 

Table F.1 

 

Participant 1 – Christian Worldview 
 

University Profile Course Design Participant Interview 

“Our identity in Christ gives 

meaning and purpose to our 

existence. Knowing who we 

are as a Christ-centered 

university informs our 

behavior, guides our decisions, 

and provides a clear identity 

for our community.” 

“[The university strives] to 

become a ‘city on a hill’ that 

reflects the life of Christ and 

shines the light of Truth.” 

“[The university] encourages 

students to develop a Christian 

perspective of truth and life.” 

“The four cornerstones of 

Azusa Pacific are listed in 

order of Christ, scholarship, 

community, and service” 

“biblically informed 

perspective” 

“We seek to cultivate a 

community in which members 

exercise freedom, 

responsibility, and discretion in 

responsiveness to the Holy 

Spirit” 

Participant 1 ranked integrating 

a Christian worldview into the 

course as a 5, “very important.” 

 

Two texts with Christian authors 

and content are used in the 

course. 

“I attempt to start with an 

understanding of humanity in light 

of God’s creation.” 

“[The course] also has some 

university goals, such as 

understanding the Christian truth 

on perspective and life.” 

“[I ask my teacher candidates] Do 

you believe there’s inherit value to 

this student because they’re 

created in the image of god?” 

“At the end of our mission 

statement is that we’re an 

evangelical community of 

scholars, to whatever ends, brings 

a Christian perspective on truth in 

life.” 

“A Christian worldview would be 

looking at how the world was 

designed to be by God and how 

it’s going to be played out in using 

the authority of scripture as your 

framework.  Trying to look at 

things in life through a Christian 

prism or lens.” 

“I think trying to help [teacher 

candidates] understand where we 

all come from.  As Chuck Colson 

would say, Why are we in such a 

mess?  What’s gone wrong?” 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 1. 
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Table F.2 

 

Participant 1 – Faith and Learning 
 

University Profile Course Design Participant Interview 

“An evangelical Christian 

community of disciples and scholars 

who seek to advance the work of God 

in the world through academic 

excellence in liberal arts and 

professional programs of higher 

education.” 

“The four cornerstones of Azusa 

Pacific are listed in order of Christ, 

scholarship, community, and service” 

3 weekly mandatory Chapel 

attendance.  

Two texts with Christian 

authors and content are used in 

the course. 

“The departmental goal is for 

them to understand how 

Christian perspective works in 

the classroom.” 

“We always talk about 

Christian terms and then look 

at a term of diversity.”   

“I think the way [a Christian 

worldview] kind of shapes the 

purpose of the course would 

be trying to understand and 

education in the sense of a 

collection of students. Where 

did they come from?” 

“Our students [teacher 

candidates], then, begin to, in 

some limited way, just to tell 

the 4
th

 graders it’s a belief in 

God [that defines them].  

That’s the foundation of the 

college-- our faith.  They just 

move along to that point.” 

“I trust that God will lead 

them [teacher candidates] to 

truth even though they’re still 

kind of working at it.  At least 

they understand that this is a 

real issue going on.”  

 

Note.  Table represents faith and learning across the university profile, course design and build, and 

interview with Participant 1. 
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Table F.3 

 

Participant 1 – Agent of Change 
 

University Profile Course Design Participant Interview 

“The four cornerstones of Azusa 

Pacific are listed in order of Christ, 

scholarship, community, and service” 

“The educational system plays 

a critical role in nurturing 

multiculturalism, creating 

instructional environments, 

which encourage tolerance and 

praise for cultural diversity, 

and honoring cultural 

differences as assets rather 

than deficiencies.” 

“Educators have a moral and 

civic responsibility to ensure 

that multicultural attitudes and 

values permeate the total 

school curriculum and 

learning environment.” 

“Students study the nature of 

culture and learn to appreciate 

the strong influence that a 

student’s culture has on 

learning behavior and values.” 

“Based off of that humanity, 

looking at the reality of 

academic achievement, across 

racial lines, and then I attempt 

to get our students to question 

why it is what it is?” 

“[The purpose of the course] 

for our pre-service teachers is 

to hopefully deconstruct any 

race perspective, racism 

attitudes, and construct a 

healthier appreciation 

difference so they can be more 

influential.”   

“They [K-12 students] deserve 

value and respect from 

teachers regardless of their 

academic achievement due to 

a variety of factors.” 

“I ask [teacher candidates], is 

there anything redeemable?  

Hopefully the sense that they 

get is that students they’ve 

been working with deserve to 

be redeemed.” 

“God retains us through 

Christ.  He pays a price to 

bring us back into a 

relationship.  What’s that 

price on the educator?” 

“It’s the responsibility of the 

educator to bring that student 

to a place where they may 

have an opportunity to achieve 

a multicultural education on 

an equal playing field.” 

Note.  Table represents educators as agents of change across the university profile, course design and build, 

and interview with Participant 1. 
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APPENDIX G 

Participant 2 – Sample – Coding and Analyzing Themes 

 

Table G.1 

 

Participant 2 – Christian Worldview 
 

University Profile Course Design Participant Interview 

Christ illuminates the world with 

light and truth 

As a global center for Christian 

thought and an influential evangelical 

voice that addresses crucial cultural 

issues, Biola University aspires to 

lead, with confidence and 

compassion, an intellectual and 

spiritual renewal 

Biola University is biblically 

centered education, scholarship and 

service—equipping men and women 

in mind and character to impact the 

world for the Lord Jesus Christ 

Dedicated to Students’ Optimum 

Development for God’s Ultimate 

Glory 

None coded Everything stems from what we 

would call truth with a capital T 

and that how we see our world 

if framed by that truth and I 

don’t see it as an add-on feature 

I see it as a core. 

It’s really important for students 

to keep in mind one is man’s 

fallen nature and that when we 

approach our students we have 

to remember that the children 

are coming from broken homes 

or are coming as sinful creature 

just as we are. 

Everything is not the way it is 

supposed to be right now 

because we live in a fallen 

world it’s in the hands of 

somebody who is very evil and 

the worlds system that operates 

here is not the original intent. 

Our mission is for Biola 

university is equipping men and 

women to impact the world for 

the Lord Jesus Christ so I would 

say that’s definitely for the 

university that’s part of that is 

equipping them. 

We know the truth and we seek 

the truth and we want to 

approach our world not from 

our truth and not from the 

worlds truth but what God said 

is truth. 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 2. 
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Table G.2 

 

Participant 2 – Faith and Learning 
 

University Profile Course Design Participant Interview 

Required chapel attendance 

 

The departmental mission is to 

“equip Christian educators to impact 

public, private, mission and home 

schools through biblically centered 

education, scholarship and service” 

 

The School of Education’s vision “is 

to equip a generation of influential 

educators, focused on God’s calling, 

devoting their strengths, gifts and 

scholarship, to meet the needs of 

diverse students and to advance the 

Kingdom of God” 

 

Committed to Living Out God’s 

Calling as Christian Educators 

One assignment worth 100 

points asks students to write a 

narrative reflection and 

biblical integration. The 

assignment’s requirements ask 

students to “Reflect on the 

assignment with specific 

attention to the impact of a 

strengths-based approach 

versus a ‘deficit’ model, and 

consider ways to integrate a 

Biblical worldview relating to 

English learners 

I share different scriptures too. 

There are a lot of scriptures in 

the Psalms that talk about 

Gods justice his judgment 

over things that are evil.  

 

The faith integration piece it 

may not be a required text 

book although I have shared a 

lot from this book which is 

great.   It is called Education 

for Human Flourishing … it’s 

just really an eye opening – 

maybe just an approach to 

what is education.    

 

Another way is we do 

devotions sometimes the 

students will do them and 

sometimes I will do them and 

I’ll bring in whatever issues 

are topic is for that day. 

 

I definitely I’ll bring in 

Christian viewpoints scripture 

whenever it applies to – okay 

here’s a case study of this is a 

situation that happened in the 

class room.   How would you 

handle this as a teacher?  

Okay from a Christian point 

of view how are you going to 

approach that student?   

 

We talk about having integrity 

as a teacher … 

 

I think what’s special about 

Biola to is what I love about 

our students is that they 

understand that to be in an 

educator is a calling. 

Note.  Table represents faith and learning across the university profile, course design and build, and 

interview with Participant 2. 
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Table G.3 

 

Participant 2 – Agent of Change 
 

University Profile Course Design Participant Interview 

Committed to Living Out God’s 

Calling as a Christian Educators 

 

Teacher candidates will appreciate 

and value cultural diversity through 

engagement in diverse educational 

settings that differ from their prior 

experiences in order to become 

advocates for equity and justice 

 
And so were not able to 

completely fix it but as God 

leads us with his spirit we can 

be agents of bringing social 

change that will redirect back 

to maybe a more Godly just 

society. 

 

And what can I do as a teacher 

to meet that students needs in 

the classroom and try to help 

them connect their education 

with their life.   

 

So they identify at least one 

strength in each of those areas 

and then write a strategy 

application activity, that the 

teacher could use to build on 

those strengths.    

  

And I said now what does it 

look like for you as a teacher 

to love students as yourself, to 

love families as yourself.   

Because that is what God calls 

us to do and it’s very clear and 

because we are working with 

a lot of immigrant and people 

who we would call aliens and 

foreigners. 

 

My goal would be to make 

sure that they are seeing the 

children through God’s eyes 

and that they are having those 

tools to recognize any basis in 

themselves and to be able to 

say is this how God wants me 

to approach this situation? 

Note.  Table represents agent of change across the university profile, course design and build, and interview 

with Participant 2. 
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APPENDIX H 

Participant 3 – Sample – Coding and Analyzing Themes 

 

Table H.1 

 

Participant 3 – Christian Worldview 
 

University Profile Course Design Participant Interview 

The university’s mission is to 

empower students through Christian 

higher education to serve the Church 

and impact the world for Christ. 

 

To remain Christ-centered, biblically 

based and focused on serving the 

Church while maintaining the values 

of the Restoration Movement (Core 

Value 1). 

To create a Christian environment in 

which students are strengthened in 

their faith (Core Value 2). 

 

No mention in course 

description. 

 

On course survey, participant 

ranked integrating a Christian 

worldview as 5, “very 

important.” 

For me, my worldview is 

being able to take an 

understanding of the truth 

that’s been given to us, and 

then to be able to take the 

truth, principles, and presets, 

and to understand the day and 

time we are living in, and 

asking the holy spirit to be 

able to translate and discern. 

 

I think, I don’t know that there 

is a Christian worldview.  I 

think each person coming into 

the classroom has their own 

worldview.  It’s being able to 

ask the right questions to 

understand what their 

worldview is.  I can assume 

that they all have my 

worldview but they don’t. 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 3. 
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Table H.2 

 

Participant 3 – Faith and Learning 
 

University Profile Course Design Participant Interview 

Hope is committed to the integration 

of faith, service and learning. 

 

Hope requires undergraduate students 

to attend Tuesday small groups and 

Thursday campus-wide chapel 

services. Chapel is indented to 

“extend the call of Christian 

discipleship and service to our 

campus community,” and small 

groups exist “for the purpose of 

personal, relational and spiritual 

growth.” 

No mention in course 

description. 

We have a small handbook 

that we use in all of our 

courses, on grad and also 

undergrad, called Hope for the 

Future… Knowing they have 

been exposed to that on their 

undergrad, I bring in parts of 

it. 

 

Two passages that I share with 

students in my class when we 

start the semester… 

Note.  Table represents faith and learning across the university profile, course design and build, and 

interview with Participant 3. 
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Table H.3 

 

Participant 3 – Agent of Change 
 

University Profile Course Design Participant Interview 

To equip servant leaders in their 

chosen professions to change the 

world for Christ in contextually 

appropriate ways (Core Value 3). 

 

To conduct research in order to act as 

a change agent in communicating the 

relevance of the Gospel (Core Value 

5). 

 

No mention in course 

description. 

 

Participant 3 listed several 

social issues discussed in the 

course. 

My bent is more the social 

issue so we’ve done field trips 

to go see movies.  Waiting for 

Superman and Voice to 

Nowhere and I have been 

bringing current events.   

 

The church is the body of 

Christ.  It is about the church 

going out to serve.  We are the 

church.  How we are most 

effective is when we are out in 

our communities.  We’re out 

on the streets.  We are in 

classrooms. 

Note.  Table represents agent of change across the university profile, course design and build, and interview 

with Participant 3. 
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APPENDIX I 

Participant 4 – Sample – Coding and Analyzing Themes 

 

Table I.1 

 

Participant 4 – Christian Worldview 
 

University Profile Course Design Participant Interview 

Church of Christ denomination. 
 

“Pepperdine University is a Christian 

university committed to the highest 

standards of academic excellence and 

Christian values, where students are 

strengthened for lives of purpose, 

service, and leadership” 

Nothing coded in course 

description. 
 

The participant stated 

integrating a Christian 

worldview in the course is 

“very important.” 

Every perspective we have, 

we talk about law for 

example, having a Christian 

worldview changes what we 

feel about immigrants coming 

into our schools.  It changes 

all of our discussions around 

that. 
 

I would say a Christian 

worldview, starts with God’s 

intention for the world.  As 

missionaries, which I think of 

them as, this worldview needs 

to not just consider and 

appreciate the things going on 

in the world, but actually get 

involved in it. 
 

I would say viewing the world 

through the eyes of Christ and 

trying to everything you do in 

education or in life, through 

that view.  That’s my 

Christian worldview. 
 

I think having a Christian 

worldview changes my whole 

philosophy of education.  

We’re wasting so much time 

in higher education teaching 

facts and teaching how to live 

today, when we should be 

teaching people how to think, 

and how to react, and how to 

solve problems that don’t even 

exist yet. 

 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 4. 
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Table I.2 

 

Participant 4 – Faith and Learning 
 

University Profile Course Design Participant Interview 

“Pepperdine University will be a 

preeminent, global, Christian 

university, known for the integration 

of faith and learning, whose 

graduates lead purposeful lives as 

servant-minded leaders throughout 

the world” 

 

“The educational process may not, 

with impunity, be divorced from the 

divine process” 

 

Required chapel attendance as part of 

a convocation series.  

Nothing coded in course 

description 

Looking with a Christian 

worldview, you start seeing 

what we are actually doing in 

education, and I think the 

Christian worldview is what 

changes all of it.  If I had to 

teach this course at USC it 

would be completely different.  

It would take all of the joy out 

of it for me.  I wouldn’t be 

able to teach. 

 

The university wants to 

prepare students for Christian 

purpose and service.  I think 

this is a perfect course for 

that.   

 

Here, if I were to be 

intentional [about my faith] 

half my class would drop.  It 

would just start dropping out.  

So I have to be more creative 

in how I integrate it.  I don’t 

even share my own, personal, 

beliefs and faith until we’ve 

gotten past the drop period.   

 

For me, the most important 

thing I can do is show them 

my faith by living it with 

them. For me, lifestyle is the 

important way to show 

somebody that you love them.   

 

The kids that don’t come in 

with a Christian perspective 

don’t use the same lenses tend 

to get frustrated with my class.  

They want to get the grade.  

They’re not here to change 

people. 

 

Note.  Table represents faith and learning coding across the university profile, course design and build, and 

interview with Participant 4. 
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Table I.3 

 

Participant 4 – Agent of Change 

 

University Profile Course Design Participant Interview 

Pepperdine University is a 

Christian university committed to 

the highest standards of academic 

excellence and Christian values, 

where students are strengthened 

for lives of purpose, service, and 

leadership. 

There are a few references 

to social justice; most of 

these references are not in 

conjunction with 

Christianity or Christian 

worldview. 

They’re at Pepperdine, their perfect 

little world, and now we’re asking 

them to go student teach and teach 

in schools in LA and out in the 

valley, in some pretty rough areas. I 

want my students to be equipped to 

make a difference outside of their 

little worlds. 

 

The mark of a Christian teacher is 

how much they love their colleges 

and their students.  So I emphasize 

that in my class.  You can’t just tell 

them yeah love your students and 

not demonstrate it to them myself. 

 

After we talk about a Christian 

worldview and what that means to 

love everybody in the world not just 

our California status it starts 

changing.  They start looking at it 

differently.  They start realizing you 

know what, it is not fair, that that kid 

had to grow up in Mexico and his 

parents have to sneak him across to 

get him an education.   

 

My goal is for [teacher candidates] 

is to actually view it as a mission 

field and get out of the mind frame 

of performance and bring it back to 

changing the human because they’re 

going to spend more time with these 

kids than their own parents will. 

 

It’s a mission field.  Go out there 

and you have a chance to save lives.  

You really do.  That’s a huge 

responsibility.  That’s a great 

responsibility.  It gives so much 

meaning to what we do.  It’s so cool. 

Note.  Table represents agent of change coding across the university profile, course design and build, and 

interview with Participant 4. 
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APPENDIX J 

Participant 5 – Sample – Coding and Analyzing Themes 

 

Table J.1 

 

Participant 5 – Christian Worldview 
 

University Profile Course Design Participant Interview 

Core Value Number 2: An 

intentionally Christian 

community 
 

Core Value Number 3: 

Faithfulness to our Nazarene 

heritage and a Wesleyan 

theological perspective 

The role of Christian 

educators in public and private 

schools from the Wesleyan 

tradition and perspective is 

emphasized. 

Well, I have three so we’re 

dealing with philosophical, the 

theoretical and all of those flow to 

– so the dispositional worldview. 
 

Well, this course, 304, is a 

foundational and it covers all of 

that from a worldview so it’s the 

worldview course. 
 

I’m at a place right now where we 

throw the term Christian and it 

becomes very definitive in terms 

of not only on the one end of what 

your worldview is but on the 

backend of what drives it and so 

Christian to me now – I tend to 

use the term Follower of Christ.  

And so the real issue is: are we 

following Christ? 
 

The noble character is the 

distinguishing piece for Point 

Loma.  It’s not that other schools 

can’t do it, but there’s a difference 

between a faith-based school and 

one that isn’t.  So do good 

teachers come out of San Diego 

State?  Yes.  So what’s different?  

Well, disposition, perseverance 

with challenge, caring, 

compassion, honesty and integrity, 

that’s a big one.  When our 

teachers say we will be there, 

they’re there.   

 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 5. 
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Table J.2 

 

Participant 5 – Faith and Learning 
 

University Profile Course Design Participant Interview 

Point Loma Nazarene University 

exists to provide higher education in 

a vital Christian community where 

minds are engaged and challenged, 

character is modeled and formed, and 

service becomes an expression of 

faith. Being of Wesleyan heritage, we 

aspire to be a learning community 

where grace is foundational, truth is 

pursued, and holiness is a way of life. 

 

Freshman, sophomores, and juniors 

are required to attend three weekly 

chapel services. 

 

Point Loma Nazarene University 

believes chapel services help to 

students honor Jesus’s command to 

“Love the Lord your God with all 

your heart, and with all your soul, 

and with all your mind, and with all 

your strength. This is the first and 

greatest commandment. And the 

second is like it: Love your neighbor 

as yourself” 

 

Core Value Number 4: The 

development of students as whole 

persons 

None coded They [teacher candidates] 

have to define their five core 

values, and they have to write 

out ten belief statements. 

 

So and the pursuit of holiness 

is a way of life.  That is our 

mantra in terms of our 

profession is that we teach 

them specifically how to 

engage in the spiritual life 

walk in their profession. 

 

[on integrating faith and 

learning] So how do these 

decisions translate into your 

behavior?  And remember, the 

minute I see a behavior, I’m 

gonna know what you believe.  

And so beliefs become a very 

triggering point for them to 

really look at that belief 

structure. 

 

So the purpose of the course 

shifts.  The objective is to 

know stuff.  In my course, you 

have to know stuff and who 

you are.  It pays to know 

yourself first. This whole 

course is transformational. 

Note.  Table representing faith and learning across the university profile, course design and build, and 

interview with Participant 5. 
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Table J.3 

 

Participant 5 – Agent of Change 
 

University Profile Course Design Participant Interview 

Core Value Number 5: A global 

perspective and experience 

 

Core Value Number 6: Ethnic and 

cultural diversity 

 

Core Value Number 8: Service as an 

expression of faith 

 

None coded You basically teach who you 

are so who you are is the 

focus, hence the focusing to 

the philosophy of values, 

mission statement and beliefs.   

 

It’s not just I wanted to be a 

teacher my whole life, now I 

understand why.  So strengths, 

understanding those things 

that you do well and the fact 

that if you do them well, the 

fact that we blend and have to 

work communally, our 

Wesleyan tradition starts to 

play in so the whole team-

based learning and focus on 

an understanding 

Note.  Table represents agent of change across the university profile, course design and build, and interview 

with Participant 5. 
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APPENDIX K 

Participant 6 – Sample – Coding and Analyzing Themes 

 

Table K.1 

 

Participant 6 – Christian Worldview 
 

University Profile Course Design Participant Interview 

“Westmont believes a liberal arts 

focused curriculum “provides a rich 

and increasingly rare education 

encompassing all areas of life and 

promoting intellectual, spiritual and 

personal growth.” 

 

The university also proposes that a 

Christian liberal arts education helps 

shape students’ biblical worldview. 

 

Literature issued by Westmont 

repeatedly encourages students to 

live their lives in such a way that 

reflects Jesus as preeminent. 

 

“Westmont College is a liberal arts 

college committed to Jesus Christ 

and belonging to the worldwide 

evangelical Protestant tradition. In 

that tradition, the college’s trustees, 

administrators, and faculty participate 

in many different churches and with 

them confess such historic statements 

of the church as the Apostles’ Creed 

and the Nicene Creed. In faithfulness 

to God, who is the source of truth, 

and under the authority of scripture, 

we joyfully and humbly affirm the 

following articles of faith, which 

guide our learning, teaching, and 

living.” 

 

1 of the 8 learning 

outcomes specifically 

addresses understanding 

how the Christian faith 

affects how one 

approaches diversity in the 

classroom. 

[David Smith] deals very 

specifically with cultural 

relativism.  And our students are 

so bathed in cultural relativism 

that they don’t – they can’t 

imagine any other way to be. 

 

So we take the liberal arts 

seriously.  We take the Christian 

seriously.  It’s very much intended 

to do something we try to do in all 

of the education courses – look at 

the world from multiple 

perspectives and honor people’s 

voices and honor people’s 

perspectives without saying all 

opinions are created equal.  

 

[On discussing worldview and 

culture with a student] I very 

much want students to be 

potentially countercultural.  If 

your faith is to matter at all, there 

are going to be times where I at 

least want you to be aware of the 

potential for tensions, and I want 

them at least be aware of the 

potential for tension. 

 

And so how in this course are they 

going to be equipped to deal with 

issues?  Probably – issues that 

have to do with the Christian 

worldview. 

 

Note.  Table represents Christian worldview across the university profile, course design and build, and 

interview with Participant 6. 
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Table K.2 

 

Participant 6 – Faith and Learning 
 

University Profile Course Design Participant Interview 

 “At Westmont, Jesus Christ holds 

preeminence. With our commitment 

to historic Christianity, we encourage 

students to integrate their beliefs with 

their studies and to live out their faith 

in service to others. Rooting the 

liberal arts in Christ means that we 

educate the whole person and 

encourage students to develop 

biblically based, intellectually strong 

convictions and worldviews.” 

 

“Learning depends on truth-centered 

attitudes. It thrives in an atmosphere 

of discriminating openness to ideas, a 

condition that is characterized by a 

measure of modesty toward one’s 

own views, the desire to affirm the 

true, and the courage to examine the 

unfamiliar. As convictions are 

expressed, one enters into the “great 

conversation” of collegiate life, a task 

best approached with a willingness to 

confront and be confronted with 

sound thinking.” 

The course syllabus challenges 

students to use Smith’s book 

as a guide toward defining 

what it means to think 

Christianly about diverse 

issues. 

I decided that I really wanted 

them to start thinking – it’s 

pretty early and pretty basic, 

but start thinking about how 

do we learn more about 

educational problems in light 

of our faith? 

 

[On using David Smith] 

Although I’m introducing one 

chapter.  And students said – I 

appreciate that he touches 

briefly on – he doesn’t go into 

detail on specific groups, but 

he touches on some themes 

that we have explicitly or 

implicitly dealt with all 

semester long, and asks us to 

think about that from an 

explicitly Christian 

perspective.   

 

I don’t know that I’m the best 

explainer of it.  I don’t know 

that I’m the most winsome 

and persuasive with students, 

but I do believe in it very 

much.  I want this to be a 

liberal arts kind of class, not a 

how to kind of class.  It’s the 

same tension that you talked 

about with am I allowed to do 

this?  Am I allowed to do this? 

 

I want them to not have this 

hit them cold, and I want them 

to know that other Christian 

teachers have faced these 

issues before and there are 

resources for thinking about 

the issues. 

 

Note.  Table represents faith and learning theory across the university profile, course design and build, and 

interview with Participant 6. 
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Table K.3 

 

Participant 6 – Agent of Chance 
 

University Profile Course Design Participant Interview 

“Westmont College is an 

undergraduate, residential, Christian, 

liberal arts community serving God’s 

kingdom by cultivating thoughtful 

scholars, grateful servants and 

faithful leaders for global 

engagement with the academy, 

church and world” 

 

“At Westmont, Jesus Christ holds 

preeminence. With our commitment 

to historic Christianity, we encourage 

students to integrate their beliefs with 

their studies and to live out their faith 

in service to others. Rooting the 

liberal arts in Christ means that we 

educate the whole person and 

encourage students to develop 

biblically based, intellectually strong 

convictions and worldviews.” 

The course description 

emphasizes that attention is 

given to the stories of 

culturally diverse learners. 

We talk endlessly about 

diversity and inclusion and 

being a culturally responsive 

church. 

 

We talk about the 

achievement gap and or the 

alleged achievement gap 

depending on where you – and 

various responses to that.   

 

Is the problem white culture 

or mainstream culture? In 

which case you want to do lots 

of Peggy MacIntosh. 

 

The problem is schools 

haven’t been sufficiently 

culturally responsive.  I don’t 

like jargon and I avoid it to a 

fault, but most of the class, 

about two-thirds of the class is 

– would fit loosely into a 

culturally responsive 

pedagogy model 

Note.  Table represents agent of change across the university profile, course design and build, and interview 

with Participant 6. 
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APPENDIX L 

Sample – Coding and Categorization 

 

Table L.1 

 

Subthemes from Cross Case Analysis 
 

Christian Worldview Faith and Learning Agent of Change 

Informs all of life Discipleship Responsibility 

At the end of our mission 

statement is that we’re an 

evangelical community of 

scholars, to whatever ends, 

brings a Christian perspective on 

truth in all of life. 

 

I trust that God will lead them to 

truth even though they’re still 

kind of working at it.  At least 

they understand that this is a real 

issue going on.   

 

Having a Christian worldview 

changes everything we’re doing.  

Every perspective we have, we 

talk about law for example, 

having a Christian worldview 

changes what we feel about 

immigrants coming into our 

schools.   

 

 

And part of our job is to help 

[students] figure that out their 

strengths and we might overly 

ask, “What gifts has God given 

you?” So how can I as a teacher 

draw those out of you and make 

sure that you’re doing the very 

best work that you can.    

 

We want to see love and 

compassion in these [teacher 

candidates] because really that’s 

the mark of a Christian [college 

professor] is how much they 

love their colleges and their 

students.  So I emphasize that in 

my class.  I can’t just tell them 

yeah love your [K-12] students 

and not demonstrate it to them 

myself.   

 

For me, the most important thing 

I can do is show them my faith 

by living it with them. 

 

So and the pursuit of holiness is 

a way of life.  That is our mantra 

in terms of our profession is that 

we teach them specifically how 

to engage in the spiritual life 

walk in their profession. 

 

It’s the responsibility of the 

Christian educator to bring that 

student to a place where they 

may have an opportunity to 

achieve a multicultural education 

on an equal playing field.   

 

My goal is for them to actually 

view it as a mission field and get 

out of the mind frame of 

performance and bring it back to 

changing the human because 

they’re going to spend more time 

in a classroom with these than 

their own parents will.   

 (continued)  
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Christian Worldview Faith and Learning Agent of Change 

Understanding God’s design Vocational Purpose Community 

So a Christian worldview would 

be looking at how the world was 

designed to be by God and how 

it’s going to be played out in 

using the authority of scripture 

as your framework. 

 

After we talk about a Christian 

worldview and what that means 

to love everybody?  They start 

looking at education differently.  

They start realizing you know 

what, it is not fair, that that kid 

had to grow up in Mexico and 

his parents have to sneak him 

across to get him an education.  

And they start wondering what 

God’s design is for that kid. 

 

I tend to use the term Follower 

of Christ.  And so the real issue 

is are we following Christ?  Do 

we understand God’s design for 

our lives? 

 

I think what’s special about 

Biola to is what I love about our 

students is that they understand 

that to be in an educator is a 

calling.  It’s not for everybody; 

it’s something that God 

specifically picks you out for 

and equips someone for. 

 

I think one of the main 

differences [between teaching 

this course at a state university 

versus a Christian university] 

would be sense of calling I’m 

not sure that a state university 

would talk about God’s calling. 

They might have some things 

similar but I don’t think they 

would say this is Gods purpose 

for your life.   

 

The University wants to prepare 

students for Christian purpose 

and service.  I think this is a 

perfect course for that.  We’re 

trying to get them out of the 

mentality of looking for career 

and a job and into the mentality 

of this is going to give your life 

purpose […] 

 

And I ask, “now what does it 

look like for you as a teacher to 

love students as yourself, to love 

families as yourself?”  Because 

that is what God calls us to do.  

It’s very clear people who we 

would call aliens and foreigners 

are still part of our community. 

 

[Teacher candidates] have a 

chance to change a life and an 

entire classroom.  They can take 

a kid on day one and change the 

way they view the rest of their 

lives.  They can make them love 

learning. They can create a 

positive learning experience for 

[a K-12 student] and the class. 

 

[We are] creating a community 

of learners where we have 

respect for those students 

because of who God created 

them to be.   

 

 

 

 

 

 (continued)  
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Christian Worldview Faith and Learning Agent of Change 

 Students made in image of God Justice 

 
Where did they [K-12 students] 

come from?  I believe they come 

from almighty God and part of 

the creative work of God. 

 

I feel like if we all come from 

the same race, the human race, 

created by God then what’s gone 

wrong?  What kind of academic 

achievement does that leave us? 

Why do we have still have 

racism?  That then would lead to 

the way humans have conducted 

themselves. 

 

From a Christian point of view 

how are you going to approach 

that student? Remember 

individuals are made in Gods 

image, what does it mean to 

show respect for someone made 

in Gods image when a student or 

parent walks into your 

classroom. 

 

The other thing is to remember 

that God is a just God and he is 

the author of social justice.   He 

desires social justice the issues 

that are important to Him.  

 

So we’re not able to completely 

fix it but as God leads us with 

his spirit we can be agents of 

bringing social change that will 

redirect back to maybe a more 

Godly just society. 

 

I try to emphasize with my 

[teacher candidates] that the 

Bible calls us to do justice. In 

our classrooms, as teachers, we 

can fulfill God’s commands. 

 

Note.  Table representing sub themes that emerged from a cross case analysis. 
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