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Introduction

Elizabeth €. Nordbeck
Andover Newton Theological School

A_n'_l.runl_' wha has lsbared foreven ashort Hme in theological education knows
that preparing persons for minlatry is no precise science. Effective preparation
in part experience, part reflecton, part careful planning and evaluation, part
sheer grace, Whal these several essays suggest is that effeclive preparation is
also an art, involving consclous acts of creative imagination from both indi-
widhual teachers and teaching communities.

For this issue of Thealogical Educabion, member schools responded toa call
for papers on “Theological Education and the Practice of Ministry.” Although
the topics of the essavs ace extremely diverse, ranging from writing skills to
human sexwality, there is one commonality: today’s thealogical educators are
tiredesely inventive in their attempts to discover faithful methods and pedagno-
gies that will be authentically transformative of both persons and ideas

Transtormation, broadly conceived, 18 the subject of the opering article,
“Conversion of Mind and Heart in Theclogical Education,” by Kathleen
Hughes, RSC], of the Catholic Thealogical Union. Faculty members generally
agree that postbive change, or conversion, is an important goal of effective
theological education, But does such change actually ocour—and if so, how?
Hughes presents evidence, gleaned from exit interviews, that students do
experience significant change in their beliefs, values, and behavior when
certain conditions are present—ameong them adequate time, discussion, diver-
sity of perspectives, and integration of materal Fdurators themselves, she
urges, need to be responsive to the phenomenon of conversion by using a
variety of pedagogical stvles, and by being attentive to the liminal nature of
thieir students” learming experiences.

A cluster of five articles reveals some of the concrete, creative ways in
which teachers and achonls are attempting—with greater and lesser sucress—
to provide the kind of context in which genuine conversion of mind and heart
can take place. First, Bruce Shields of Emmanuel School of Religion offers
“Integrating Ministry and Theslogy: One Seminary's Story,.” In the late 1950s
the Emmanuel faculty created a new, team-taught introductory course in
“Christian Ministries.” Its goal was to help foster integrative thinking early in
students’ seminary careers by exposing them to the various fields within the
general ministey area. Over several yvears, the intransigence of student schied-
ules, as well as criticism of some of the elements of the course, have madified
the original design, Nearly a decade later the goal of integration remains vitally
important but somewhat elusive, and presently faculty are redesigning both
this course and other integrative opportunities, including field education.

Thealagical Edwecatian, Vilems 33, Mumbse 2 (153050 vev)l W
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Susanne [ohnson and Patricia Davis, both of Perkins School of Theology,
recount @ more forused kind of classroom experiment—but also one with
mixed results—in *Dialogue and Advocacy: A Case Study of a Course on
Human Sexuality.” Responding to a request from the Texas Uinited Mothodist
Conference, they sought to develop a course on human sexuality that would
both “take embodied human sexuality seriouely” and that would reflect
responsibly the perspectives of feminist and libemtionist theology, For them,
the dilemma was the issue of advocacy, specifically for gay and leshian persons:
how is it possible to employ a methodology of advocacy in a context in which
dialogue remains genuinely open and free? Johnson and Davis describe a
"messy, paradoxical, and sometimes terroe-filled” teaching experiment during
which each became more conscious of her own pawer and the possibility that
exists for the abuse of power.

In "Theological Education as Pastoral Care,” [, Earl Thompson of Andover
Newton Theological School reminds readers that the classroom may bea locus
for the working out of significant personal issues and problems, as well as a
place for academic study. A surprisingly high number of today’s theological
students have experienced personal trauma, grief, and loss prior to entening
saminary. The result—particularly if these experiences remain unresolved--—
can be despair, apathy, and shame, all of which may impair a stadent’s ability
to minister effectively as well as his or her ability to relate meaningfully with
others. Thompson argues that theological schools need to offer these students
a "secure basa,” that is, o compassionate, collaborative environment in which
they are encouraged to explore their own experiences with “sacred serious-
ness.” This can happen through lectures, small group work, prayer asaregular
part of class instruction, and specific courses that focus, for example, on issues
related to bereavement.

Pew subjects are more universal than writing—and few are more ne-
glected in theological education generally. In *Writing Practice and Pedagogy
Across the Curriculun Teaching Writing in a Theological Contesxt,” Lucretia
Bailey Yaghjian of Episcopal Divinity School and Weston [esuit School of
Theology offers a new paradigm for writing instruction in thealogical schools.
Writing in this educational context, she contends, is more than the mastery of
technical skills or the appropriation of the rhetoric and habits of theological
discourse; it is itself a thealogical practice and an important {though often
unrecognized) means for thealogical learning, Chur schools, she argues, would
do well to “render the writing process more visible™ by envisioning writing as
a theological task in which students integrate their own theological reflection
with the technical requirements of the writing prooess,

In the last article in this cluster of five, Malcolm Warford of Lexington
Theoiogical Seminary offers some broad and personal reflections an the teach-
ing of practical ministry in "Renewing the Practices of Ministry." Arguing
against "quick fixes"” for the problems that plague both liberal Protestantism

vi
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and theological education, Warford calls for a rethinking of the critical *prac-
tices of the Christian life”—preclamation, formation, and mission. This re-
newal, he cautions, must invalve more than a focus on improving skills; it must
be anchored in an adequate understanding of leadership, a disciplined life of
prayer, and an adequate awareness of the church as both organization and
bearer of living tradition.

The next three articles deal specifically with research as it can and does
have an impact on theological education. In “Teaching Research Skills in
Clinical Pastoral Education,” Margot Hover of the Sloan-Kettering Cancer
Center in New York describes an experiment at Duke University Divinity
School, beginning in the late 19805, that involved CPE students in research on
gpirituality and pastoral care. Despite initial resistance, Hover reports, the
program eventually won wide support, encouraging students to become
familiar with research methodologies, to read critically, and to explore avail-
able resources. An interdisciplinary approach—psychology and sociology
professors as well as chaplains participated—provided mutual insight ns well
ag valuablo experience in collaboraticn; one reault was a broadened focus on
bath quantitative and qualitative research.

In “Congregations and Theclogical Education and Research,” Thomas
Edward Frank of Candler School of Theology describes another ambitious
experiment. Supported by a grant from Lilly Endowment, seven faculty mem-
bers and eighteen research assistants—all from diverse disciplines and de-
nominational backgrounds—embarked on a three-year program to study the
practices of congregational life, Committed to a fully collaborative style of
inquiry and research, the participants contended throughout with differences
in methodology, status, common definitions, and “not least” with overbur-
dened achedules. Nevertheless, it was the struggle to remain in the conversa-
tiom, to “speak in (their] own vaoices” while honoring the voices of colleagues
that was ultimately transformative of the participants’ collegiality and peda-
BOgY-
The final article, from Robert K. Martin of Yale University Divinity School,
reflects on "Congregational Studies and Critical Pedagogy in Theclogical
Perspective.” Using these two popular contemporary modes of analysis for
mutual critique, Martin reveals their imitations, as well as the correctives they
offer each other. If both congregational studies and critical pedagogy could
"coalesce,” Martin believes, they could contribute significantly to the transfor-
mation and rearientation of the church o its true identity and mission,

Wil
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Conversion of Mind and Heart
in Theological Education

Kathleen Hughes, R5C]
Cathelic Theological Union

iﬂi few yeirs ago the Midwest Associabion of Theological Schools [MATS) ook
e the focus of its annual meeting the question of whether and to what extent
we can identify change happening within our students in the course of theair
studies, The “change” that we explored during the meeting was change of
direction, change for the better, the change we have come to associate with the
word “conversion” as described, for example, by Bernard Lonergan as follows:

One frees cneself [rom the inauthentic. One grows in authentic-
ity. Harmful, dangerous, misleading satisfactions are dropped.
Fears of discomfort, pain, privation have less power to deflect
one from one's course. Yalues are apprehended where before
they were overlooked. Scales of preference shift. Errors, ratio-
nalizations, ideologies fall and shatter to leave one apen o
things as they are and to [humanity] as [it] should be,

Cruring the MATS's meeting | was asked to reflect on student capacity [or
change® in the classroom setting, specifically, on these questions: Whal changes
can we expect from o program of theological studies? Is the student potential
for change boundless or is it actually quite limited? 14 it possible thatin a course
of studies students move from very narrow and rigid viewpoints to broader
understandings of the tradition of the church, the naming of God, the identity
of the minister, methods of pastoral care, and so on? Purthermore, in consider-
ing the classroom as the locus of conversion of a person's beliefs, attitudes,
behavioms, values, viewpoints, and perspective, what is helpful in effecting
such change?

[his topic wias selected by the Midwest Assaciation of Theological Schools
in light of statements i the 1993 Program aof Priestly Formation (PPFY, a
document that delinestes the essential structuee and content of a seminarian’s
preparation for ordination in the Roman Catholic Church but whose broad
pedagogical scope might offer appropriate questions for any who ponder the
possibilities of formation and transformation through a course of studies.

According to the FFF, as candidates progreas in their studies they should
“grow personally inte ever more committed disciples by virtue of what they
learn [333].% The document further suggests that the goal of intellectual
formation is the conversion of mind and heart, the only sure foundation for a
lifetime of teaching and preaching, The PPF acknowledges that such learning

Theological Education, ¥Yolume 33, RMumber 2 [1967): 1-10 1
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will not come easily or automatically, but is the result of sffort and hard weork
an the part of an individual and through a program that is comprehensive,
extensive, pastorally oriented, ecumenically sensitive, and perscnally appro-
priated.

Appropriation obviously is the key, as the PPF concludes: “A sound
theological education is essentially incomplete without personal appropriation
by seminarians, With such appropriation, as faith and knowledge penetrate
interior understanding, intellectual conversion should fallow [347].%

But does it? And if so, how, in what areas, and under what conditions?

The tollowing reflections on these questions fall into two parts: personal
testimonies of change acquired through student exit interviews will be fol-
lowed by a brief excursion into the meaning of intellectual conversion, together
with some conclusions and questions this raises for theological education.

Testimonies of Change

Oine wiay bo assess student capacity for change is the exit interview, either
by written quaestionnaire or in person, The following responses were provided
by a random sampling of recent graduates, men and women of a variety of ages
and backgrounds from many different cultures, Interviewees received a letter
with a series of questions to consider before the interview, among them:

How do vou think you have changed in the classroom? For
example: did youexperience change in any attitudes or values?
Was a cherished viewpoint or perspective challenged by what
you read or talked about? Did any patterns of behavior shift
becanse of your coursa of studies? Can you identify anything
you could call a “conversion” in your study of thealogy?

Every single respondent said YES. Here is a sampling,

The mest dramatic testimony was offered by a young Fortuguese man,
prabably in his late bwenties; he was a member of an international missionary
commsniby, and was in a four-vear Master of Divinily degree program prepar-
ing for erdination, By his own admission “Carlos” began his studies with “an
attitude * He did not choose to study in the United States, in fact he was very
negative about the eountry and ita culture and even more so about the church
in the United States which ha balieved to be guilty at least of material henesy,
especially about the role of women, Furthermore, he had an image of the
ordained minister as The oss and as The Holy One. He came to the United States
with some fear and with anger that his request for study in Italy or Germany
had been denied. Add to this the agony of loneliness, of unfamiliar foods, of
difficult communication, of unfamiliar pedagogical approaches and practices,
and it is elear that Carlos was very vulnerable and a perfect candidate for
change. In his exit interview Carles said he would conclude his etudies with a
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different idea of church, of the United States, of the American church, of
ministry and the many ministries in the church, of the erdained minister as a
servant, of the meaning of discipleship.

How did this happen? First, hime was important, Twenty-tour years of
personal history were being undone and mdically modified, Second, profi-
ciency in Englich and work on study skills before embarking on theological
studies was very important because it made Carlos feel he was on s level
plaving feld with other students from the beginning and not inferior to native
English speakers, Third, and perhaps most important in this case, was the
power of radimy—new books and new ideas, Carles had a voragious appelite
for reading and he really engaged material, struggled with it, raised questions,
let it get under his skin. Fourth, Carlos was amazed at the fact that “people
asked me tothink!™ He had been used toa different system of study marked by
lecture and memaorzation for exams, During his theolegical studies he recog-
mized the value of critical thinking in the appropriation of material and its
integration. "I discovered freedom in different perspectives and a sensitivity to
other ways of thinking besides my own,” Fifth, it was particularly his Mew
Testament courses, especially rigorous exegetical methods, combined with
guestions of contemporary meaning that made Carlos come boterms with new
images of discipleship and the person and work of a true disciple. Sixth, women
beachiers weore new o Carlos, who had wondered al the outsel whal women
could possibly teach bim abowt becoming a priest! Purther, he had to come to
terms with the presence of women among his classmates, even in classes in
preaching and presiding-—and nok just their presence but their gifts, commit-
ment, and obyvious competency, In his words: "Tsaw them in action! Teould not
deny it Finally, because Carlos chose (o specialize in Word and Worship he
said he came to believe that the repewal of his church {Portugal) was possible
it the syribolic level because of the power of symbol to shape ﬂ'u:-ug]'ltl

While the experience of Carlos represents a radical conversion, his experi-
ence is not isolated. Again and again, perhaps in less dramatic ways, other
students articulated similar experiences in their exit interviews. “Bernadette,”
a middle-aged woman, had begun her shudies in the school's fall term in Israel
and then finished her sabbatical year studyingbiblical spirituality in a continu-
ing education program.

Bernadette was able to speak of two “conversions,” the first about change
itsell, "1 developed a more conscicus understanding of how change happens
and how change is resisted,” she wrote, Resistance o change crystallized for
hier when she heard someone quote the writer and poet, Annie Dillard: "1 often
think of the set pleces of liturgy as certain words which people have success-
fully addresaed to God without their getting killed. " Bernadette left her studies
“better equipped to deal with change and to work for renewal” after ber
updating in sacraments, canon law, and ethics, Of the latter she found it
particularly liberating to discover the role of personal conscience,
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Secondly, and probably typical for most persons onsabbatical in theologi-
cal schools, Bernadette reviewed her life and treated her sabbalical like & vear
of retreat. “I had time; 1 had great ad visement; | studied with wonderful people,
and my confidence was rebuilt. T have gifts and skills and T am a part of the
church!™

Among the factors Bernadette identified as important in the process of
conversion were! (1) ime; (2} assignmenta that allowed for integeation and
application; {3) the diversity and mix in the classroom; (4) particular teachers;
(5] & nurturing and open classroom environment; (6) the presence of other
middle-aged learners like hersell; and (7) the welcoming of discussion and
dissent as catalyst lo personal thought,

"Toseph,” a priest from India, was completing a two-yvear Master of Arts
research degree when he responded to the exit interview, The impetus for
conversion that he found most challenging was the cross-cultural reality he
encountered in the classroom, “1 discovered that my experience was not the
while of reality but only one point of view among many. There is a need for give
and take, and when respect for diversity is present and people are welcoming
of the ather, there is a great richness. [ will never again gee with mono-culbural
eves!™

Joseph identified the style of pedagogy he encountered as critical to his
experience of conversion, Before beginning his M.A. studies [oseph had been
used to classes extending the entire day in which professors imparted knowl-
edge and students—Ilike empty vessels—recelved it unquestioningly. loseph
apoke of one example after ancther in which his eves were opened, and as he
spoke he was identifving a pedagogical shift feom the deductive to the empiri-
cal, Irom the static lo the dynamic, from the abstract to the concrete, from the
universal to the particular, from invariable rules to intelligent adaptation. He
also addressed the importance of affirmation and openness and, above all,
patience, while he found his*land legs” in anew classroom situation and style,

loseph, incidentally, also spoke about women and his conversion with
regard to their role in the church, He gaid he had valued collaborative oppar-
tunities in classes, especially small groups, group assignments, student feed-
back alongside a teacher’s comments, and group presentations as ways thit
colfgboration (one of his conversions) was nurtured,

His other specific learning was about priesthood. He would leave his
studies, he said, with a better sense of his role and his human limitations.
Among other insights, he had made a commitment to bring some balanoce to his
life, to find time for reading and reflection, for more contemplative sermon
preparation, rather than working twenty-four hours a day as he had,

A group exit interview yielded ather interesting comments about copacity
for change, Four women stodents gathered one day to reflect together about
their experience of study. They stated at the outset that they chose a group
interview hecause it would be more in keeping with the way they had ap-
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proached their whole program of studies. Twa of these women were in the
Miaster of Divinity program and the other two were completing their Master of
Theolsgical Studies degrees, These four women were in thear thirties and
forties; one wis married and three were not

What was common in their experience was this: the change that happened
in them was that all had leamed o trust their own human and religious
experience as valid and true. Further, they clammed that their intellects were
atrefched and their powers of discernment were sharpened,

Women regularly have a difficult adjustment to theological studies when
they expenence themselves as simultanecusly a subtle threat to others even
while they have little personal seli-confidence that they can do theology, learn
e theological vocabulary, and so on, Each of these women said she began
heer studies wondering: “Can [ do 47

What helped these women? Firstofall, ina colloquinm they discovered the
similarities in their hopes and their fears, they came to rely on one another in
an experience named by one as “liminal” and by another as “transibion and the
inevitable leveling of o new situation,” As ome said: “Tn the midst of insecurity
there must be some security or change simply cannot happen,”

The conversion of these wormen was inaccepting their own podentiality. To
make that possible they identified, besides the collogquivm: (1) & study skills
workshop that F-rl_'rl.ri.r.l:'.d, at the outset of their work, a familiarity with the tools
and metheds of doing theolegy; (2) the constant assurance during orientation
wiek that it would be normal B feel overwhelmed;: (3) teachers and other
students who were genuinely interested in thelr prior life experience and
willing o vse (b as a resource for the rest of the class; (4) the regular option of
reflection Pipers and 'll,l'l.l:l'nl.'ll,‘r—whil:"'l"l. these warmen idenlified as "harder than
research work,” and which gave them permission to struggle with questions
and issues; (5] facultymemberswho themaelves modebed anability tolive with
questions without fear and who “love whal they teach and make us want to
learn it"; and (6] constant interaction with different cultures and being
stretched by different points of view. Inaddition, ecumeniam was identified
as 4 live issue by these women, especially because of the regular cppertu-
nity te cross-register into other local seminaries for classes and thus to have
frequent, even daily contact with students of many different communions.

Che last interview proved instructive on the topic of capacity for change
and conversion in the classroom, “Teff” is a United States citizen whose interest
in a ministerial voration and thus the studies in preparalion for ministry
developed after teaching as a layman in a religious order seminary. Jeff
identified a reordering of his understanding of ministry and priesthood in the
course of his studies. The specific shift he could name was in his conception of
ministry: nolonger of domination and rale but of oversight and leadership. Jeff
came o this awareness in studies, bul even more, in personal interaction with
others, in the accessibility of faculty and staff, in " theology over the lunch lable®
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and opportunitios for infarmal faith sharing, Jeffidentified the import of Bme
for adjustment to graduate study, communal hiving, ministry, and urban life.
His statement about adjustment suggests that it is not just internationgl stu-
dents whao need time and patience at the beginning of their programas but that
pvery student s diealing with liminal experiences of vulnerability, solation,
| v F il 'il:!n:_'nhi'_'r'.. aried a variety ol s - omsr ious insocu el li.EﬁiI.E'IJ‘lE_‘!.-‘ bE'EiH
thyi r:'l'|_|-;:|:|.' of Ihl:llln:_wg'_l.r. Jeff also adentified the Hilegra li|'|g seTTUNES as critical in
.'I:'|'|T|i'|'|j; ti l:r_',';c.l.'l.lli,.:q:- Tt I'I'||'|1I'Ii11§5.- L':-Irll.'l"i..'l]]!," fara 1.!1.-E—|I|mmi:nﬁ converl o
Christianity like himself who came with lots of misinformation and preconcep-
b,

Jeff was pumuaing a double degree, & Master of Divinity and a Master of
Arte. Hie worked Bard and found that “The more T H‘.ud_'r' tha lesa [ keniowe. Gaod
1% more elugivie my im.ﬂHl.‘::i b bisen stretched, shattered, -:.'hm:"nﬁ-e‘.d. and have
becomie more sacred. Tradition has become a positive wored. 1 have a new
ecclesinlogical vision and & shift in my thinking from a Bishop-centered church
o a chiurch centered on the People of God,” A certain mature realism was a
procuct of his studies aswell: *Tam free te face the shorlcomings in thechurch,
Tdenot feel Tmusat defend it but there s thisodd parados: asmy cynicism about
the ehierch has RO at the asme Lime iy love for the church kas also
dt:l;-pl,ﬂ.m:-c‘].""

Whiat are we to make of all these personal testimonies? s there a way to
underatand the dynamics of change that can make sense of such pmmund
transformations as articulated in this sampling of exit interviews?

Intellectiial Conversion and s Ramifications

YWhether or not graduates explicitly vsed the language of “conversion™
whien they described the change that happened 5o them during their study of
theology, it was clear that they had found themsalves engaged in life<changing
tranaformations of thinking and believing, of attitudes and patterns of bahav-
1or; of hopes and expectations, Can we call these kinds of articulations “conwver-
gien”?

Amang the enormous and growing literature on the topic of conversion,
Bernard Lonergan's ground-bregking distinction of different types of conver-
sion is partcularly cogent and helpful ! For Lonergan, when cobversion ocours
iry the lves of individiils, B cannot simply be described as a change or even s
development, On the contrary, conversion s a radical translormationthat plays
el out, onall levels of one’s life, in g whole series of changes and dE!.'EJ-:rp-
ments. Something which was taken for granted and may have gone unnoticed
now Becomes present. What attracted little concern may now preoccupy with
a certain urgency. One’s thinking, understanding, valuing, and loving may be
radically reversed and so, ton, one's relationships to other persons and to God
are alsp radically reoriented.
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Mot all conversion is as total as this of course, nor perhaps as radical!
Conversion has many dimensions and many different patterns. It also has
miany and varied triggers. A changed relationship with God may precede or
follow ather changes that are personal or social, moral or intellectual. There ane
ne fixed rules of anteced ence and consequence, no necessity of simultaneity, no
preseribed dimensions of change, Conversion may be telescoped into a single
micment of blinding realization as Saul knew on the road to Damascus or it may
be extensive over fime, even the slow maturing process of o lifebme, IE may
happen somewhere in between, [t may even happen in our classrooms!

What is brue fo say of genuine conversion is this: the one who experiences
conversion perceives differently, values differently, and relates o others
differently because the person s different. And the new percepbions and
understandings are not so much a new set of statements, butb rather new
mueanings thatattach themsebves to almost any previously perceived meaning,
Paul deseribed such a conversion when be said: *[f anyone is in Christ, there is
a new creation; evervthing old has passed away; sen, overything has become
new! (2 Cor, 517 Perhaps the same experience iscommuricated in the phease:
“How changed are my ambitions.”

Changed ambitions, a new world, and a new ardes—this surely captunes
the import of the student testimonies described above, Students spoke of
-;'.'|:‘I.|l|'|.Er."d ambitiong and a cew world arder with TEN ril tovtherr wind ersland lrlﬁ
af church and of the churches, of priesthood, ministry and discipleship, of
culture and the relativity it impases, of self and self-waorth, of community, of
Laemd,

Lonergan distinguishes a theeefold conversion: ™, . an inkellectual conver-
sion by which withoul reserve one enters the world mediated by meaning; a
maoral conversion by which one comes o live ina world motivated by values;
and a religious conversion when one accepts God's gift of |, . . love bestowed
theough the Holy Spirit."™ How are we to understand intellectual conversion
and to make some judgment about the extent of conversion experienced by
those whose stories we have just explored?

[ntellectual converton iz 8 radical elarfiesbion and, conse
guently, the elirmination of an exceedingly stubborm and mis-
leading mytheonceming reality, objectivaty, and human know]-
edge. The myth is that knowing is ke Iooking, that objectivity
i3 ke seeing what s Evere fo be seer and not seeing what is ned
there, andd Hhat e real s what s ot there now to be looked at?

Such a myth is of a world known anly through the immediacy and sense
experience of an individual. But knowing is more than seeing, It is receiving a
world mediated by the experience of a cultured community and by the
continuously checked and rechecked judgments of a community, Al this point
Lonergan would do an excursus on experionce, organized and extrapolated by
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understanding, posited by judgment and belief — all of it in dialogue with a
community,

Lonergan distinguishes intellectual conversion from both moral and reli-
gious conversion, While intellectual conversion is to truth, moral conversion is
to values, Moral conversion, again, accord ing ko Lonergan, changes the criteria
of one's decisions and choices from satisfactions to values. Moral conversion
consists in opting for the truly good. Religious conversion is to a lotal being-in-
v,

What strikes a reader of Lonergan is that while there may be distinctions
amaong these three types of conversion it is hard to separale them completely.
Further, they are not sequential,

[Emay even be true to sy —and this would have enormous implications for
classroom capacity for change—these are not really three different kinds of
conversion at all but simply different aspects of a single whole reality and that
now one aspect, now ancther seems primary or dominant, Perhaps we might
posit of these various categories that different individuals with different
personalities will normally be drasvn into a new world of meaning or b e
ambitions by one or another of thesa modes most congenial to their own make-
up. Same students, for example, may be more open to transformation and more
inspired to change because they are attracted to truth itself, to new books and
new ideas, to being challenged intellectually and to struggling for new knowl-
edge, to greater diversity in the class and thus to the animated discussions that
are there engendered. Others may be particularly susceptible to valoes: to
competence, to acoessibility, to apenness, 1o understanding. Some students
may be drawn to “changed ambitions™ because a spark flies in the classroam,
because they are moved by the authenticity and conviction of a feacher or
fellow student or because they come to love a subject and the world it opens to
them.

The vignettes of students would seem tosuggest the same, because not all
cotild be called intellectual conversion strictly speaking but all came primarily
through an intellectual exchange in a classroom setting, How, then, does
conversion happen in a classroom?

1f there are not three different kinds of conversion but one reality with three
different portals, then theological educatora need to be attentive to the particu-
lar dynamics that are keys o the three portals, Specifically, teachers not only
adglt use a variety of padagogical stvles in a clase but, in light of how change
happens, musi do so inorder Lo touch the mind, heart, and religious experience
of different kinds of students, because different kinds of students are invited to
converaion, to becoming different, to transformation, in & variety of ways!
Discussion, small group work, practical courses and their evaluations, broad
reading, research, writing, oral exams, journals, field experiences, theological
reflection—these are not better or worse pedagogical methods ror are they
more or less critical —industrial strength theology vs, pablum. No, they are a
variety of modes of integration, some more congenial than others o a given
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ndividual {(Parenthetically, it appears that some degree of suspicion should be
exercised about lengthy bibliographies and excessive reading assignments.
Conversion cannot happen when one is careening through material fust to get
through several hundred pages overnight. Time, it would seem from student
testimomny, is critical to appropriation and change.}

Few of us are like Paul on the Damascus Foad, and even Paul needed to
head for the desert to ponder what happened to him when he was on the road.
For most of us, conversion appears to happen in very ordinary drecumstances
in very ordinary time . and itfakes time. Two of the most stressful periods for
students in the course of their studies ame beginnings and endings, Perhaps
faculty nesd to be more attentive to the liminal experence of their new
students, especially designing modes of classroom interaction and accountabil-
ity that take into account the variety of transitions students must undergo as
they begin their studies, Similarly it would appear necessary to be quite
deliberate about the importance of time for the integration process as students
prepare to graduate,

Classroom diversity is another factor thiat seemed to play asignificant role
in the exit inferview comversations, Conversion was regularly identified as
happening because of the great challenge of diversity in the classroom. Smaller
schonls particularly are taced with a formidable task of providing sufficient
diversity within the classroom so that the stimulation of other world views
provokes each one to perceive the world in new ways, to think ditferently, to
be challenged and changed by other cultures, women's voices, ecumenical
pemspectives.

[owss comversion happen to all our students? Obviously not. But one
particularly bethersome reality is that some students discover “coping mecha-
nisms,” ways that the shrewdest students can pretend a change because it is
expected, for example, in wse of inclusive language or tolerance for diversity
thal masks sexism or racism. How 6 it possible, as educatons, to discover such
behavior and build in wavs of festing the depth of change so that alleged
comviersiong cannot be shied as eesily as o winter coat when one rebums to a
different climate?

Finally, how can educators assist shadents to integrate their classroom
conversions with their unexamined, pre-thealogical beliefs and behaviors? In
too many graduates these peacefully coexist! Practical courses may be critical
in this regard. Students may learn and be transformed By their biblical studies
to think about reality differently: for example, to think differently about
communily or discipleship or their image of God, and then when they preach
of preside they may fall back into their childbood understandings, quite
unaware thal l|1.l}].-' have made no connections o thedr several worlde of
meaning. Theological reflection and integrating serminars are helpful methods
of integrating the several levels on which we live vur hives, 1t becames a
question of sustaining the dialoguwe,
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Coneclusion

Does conversion happen in the classroom? Absolutely, As our students
progresa in their studies they have every opportunity to grow personally inte
ever more committed disciples by virtue of what they leam, The classroom
E-lE'[lIII:'I.EI. because b isa commun it}' i ]HE:rni.n_g.. may wlao bea cata |_-.-'$t for :'hﬂ.r'lst-'e:
“Conversion is existential, intensely personal, utteely intimate, But it s not se
private as to be solitary, Tt can happen b many, and they can form a community
to sustain poe another in their self-transformation and to help one ancther in
working out the implications and fulfilling the promise of their new life.”

Conversian in the classroom ia not autematic, of course, But there are ways
in which theological educators can become more altentive b the dynamics of
growth and change, to the many modes of participation and accountability that
foster growth, to the variety of pecsonality bvpes, learning styles, and personal
attractions that will draw people more deeply inte the possibility of transfor-
mation. Time is important. Diversity unsettles and frees. There seems to be an
identifiable rhythm of beginnmgs and endings that leaves one particularly
open o change,

Chie might have been inclined to protest thioughout this article that
converaion s none of our iainess azedocators. Geanted , conversian 15 accom-
plished ultimately because of divine gift and grace. Mevertheless, if the
Program of Priestly Farmationis correct that the goal of intellectual [ormation is
the conversion of mind and Reart, the only sure foundation for a lifetime of
leaching and preaching, then we had best attend to our students’ capacity for
change in the classeoom and ways il which the classroom environment mayv

become more congenial bosuch personal appropriation and the transformation
that follows

Kathleen Hughes, RSC|, 15 professor of liturgy af the Cefiiolic Theslogical Usion in
Chicage, (ilimais, She served as vice president ana academic demn from 1992 ko 1885 and
tn that capacity condwated a sertes of exit tnbermiews from wiici the wirterial of this
ey s derond,
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Integrating Ministry and Theology:
One Seminary’s Story

Bruce E. Shields
Emmanuel School of Religion

The faculty of Emmanuel School of Religion has from the birth of the school
been deeply committed to the integrating of thought and deed in ministry. This
concermn has produced several different kinds of programs over our thirty-five-
yvear history, and we continue to maks adjustments,

Durapproach is described in o recently worded statement of philosophy of
education by our faculty in Christian Ministries:

We of Emmanuel 5chool of Religion are dedicated to leading
students to understanding the gospel, the church, the world,
and themselves in such a way that they will leave with the
apiritual stability, the analytical ability, and the methodologi-
cal flexibility needed to prepare them for effective service in
Christ’s kingdom,

[n this article, | intend to describe two programes that reflect our theology
of education. We welcome response from our colleagues in other schools to
what we have done and what we are intending to do. The bwo programs under
consideralion are an introductory course in the Ministries curriculum and our
supervised ministerial education program, both of which are designed to help
students o integrate their seminary currculum and, over the long mun, to
practice ministry in a way reflective of their personal theology of ministry,

Our Situation in 1985

The smaorgasbird approach to the M.Div. curriculum, which has been the
atyle of our school for twenty vears, did not seem to be working. On that our
Ministries faculty members were agreed in the mid-1980s, Students seemed o
be maore prone to register for courses for which they fell prepared inatead of
those that would fill gaps in their preparation. Some were completing their
requirements without a course in preaching (or education or counseling], only
to discover not very far into their ministries a great need for what they had not
elected fo study,

CH evien mome concem to us was the abvious lack of integration we saw in
many course term papers and theses, which we require for graduation. Theses
in the area of ministries rarely displayed much wrestling with eritical igsues
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either biblical or theological, while those in the traditional “classical” areas
rarely dealt with questions arising from experience in ministry, What could we
do about this?

Because our faculty at Emmanuel School of Religion is structured deliber-
ately as a cross-disciplinary faculty, this entire situation struck us as slrange.
Our professor of preaching teaches New Testament. Our professor of world
mission teaches Christian doctrine. We had been trying in our diserele classes
tohelp students integrate the entire curriculum into their understanding of and
experience in ministry, It just didn’l seem to be working,

A New Idea

We began to work on the idea of a core course in Christian Ministries that
would facilitate the kind of integrative thinking that we considered important
to aur students, Previcusly the students had complete freedom of choice in their
course selections, The only limitation was that they were to choose a course
fram four of the five "fields” of ministerial responsibilitles represented in the
curriculum. The anly required course in the Christian Ministries area was
Introduction to the Christian World Mission, which could be taken for sither
Ministries or Docteine credit

Ower a period of several months during the schoal year 19858-59, we
suggested, analyzed, rejected, and revised many possible approaches to a
course that would both introduce ministerial philosophy and skills, and facili-
tate integration. The general approach to the course came together ina meeting
of the Ministries area faculty in February 1989, In March and Apnl we
comparned notes on our ideas for the individual units, while continuing to fine-
tune the details of integrative assignments, By the end of the term we had finally
developed what we presently call CMSI /502, Introduction to Christian
Mlinistries.

This is a course taught by the entire Ministries facully, comprised of six
people; it covers preaching and worship, education, co unseling, evangelism,
administration, and leadership. The course opens i the fall and closes in the
spring in sessions with all six faculty members present with the class partici-
pants, In the fall plenary session we orient the students to the entire course and
explain how each of our specializations fits with the resl, In the spring we
respond to questions the students put to us.

In preparation for the fall orientation session the students fill out a ques-
tionnaire (see sddendum) giving us their unresearched response to issues
about the nature of the church and its ministry, These are duplicated and read
by all six instructors so that we have a basis for talking with students during the
prientation mesting,

Each of the six fields of ministry is dealt with in a five-week period during
the two semesters of the course. This does not give much Hme for practice, but
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it does expose every M.Div. student [o the primary issues, resources, and
contemporary leaders in each field.

More important than these mini-courses, as we aee it, are the integrative
assigriments, These include both areading assignment and an extendesd writing
assignment, which apply to the entire course. Each separate unit has it own
assignments, including readings, and & unit paper dealing with the ministerial
activity covered in the unit in relation to the student's understanding of the
nature of the church and ministry.

Early in the fall semester the students are asked to read a book on the natire
of the church (5o far we have required William R, Robinson's Biblical Dectrine
af the Clurch) and to write a personal responise to the reading. In the first few
vears of the program we discovered thal the response papers differed so vastly
inquality that we developad a one-page guide for the reading and the response.
We try to make clear that we do not expect every student to agree with
everything Robinson wrate, but that we want them o think serously and
critically about the issues he raises so as to develop their mwn understanding of
whalt the church is and how it should function. The guide appears to be belping
students with their reading and with wriling their responses,

This has proven to be a very helpful exercise. The reading does stimulate
critical thinkingabout the church, and the writing ol the response (nota review)
pushes students to state clearly their personal views, an exercize thal tends o
facilitate discussions, We whao teach in the first two units often wish that the
assignment could be completed before the sermester actually beging, but we
must adhere to the schedule.

The primary reason we chose this sorl of assignment as the entry to the
Course 1§ our convichion that the most important conversation partner for the
person involved in the tasks of ministry is the Bible. Richard Oamer, in his
inaugural lecture as Thomas W, Synnott Professor of Christian Education at
Princeton Theological Seminary, has offered us a helpful survey of various
ways (o formulate a practical theology,! However, our faculty would lake
exceplion to his statement, “The conversation with which practical theology
begins, [ believe, is one with dogmatic theology and Christian ethica."* As
impaortant and helpful as those disciplines are, we are committed to the primacy
of the Bible in forming our understanding of the nature of the church and
miniatry. In addition, we are not prone to accept uncritically the theories and
approaches of the social sciences. We see great assistance in these methods, but
we insist that our students consider them in relation o their understanding of
God's revelation,

There are surprisingly fow aspects of the original course that we have
changed. At first we stated clearly that this course would be a prerequisite for
all other courses in the Christian Ministries area. We were soon confronted with
so many exceptions that made sense to us that we deopped that rule. Mast of
these exceptions werecaused by ourweekly class schedule, with elasses offared
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on either Tuesday and Wednesday or Thursday and Friday. In years when
Ch501 /502 was offered on Tuesday and Wednesday, students who could
attend only on Thursday and Friday would have ta postpone laking the course
until the next year, when it would fit into their schedules. Thus, for some
students, enrolling in aChristian Ministries elective course would be put off for
at least two years, We had also, early on, considered giving a briel quiz in the
firstmeeting, buteven before instituting the course we saw that a questonnaine
completed in advance would be much more helpful to both students and
instructors. Other than these changes, the course has been offered with few
adjustments from 1989-20 until the present

The Contemporary Quest

We are now, however, wrestling with the concept again. In 1992 our
Curriculum Committee asked us to study several issues that had come to their
attention. One of these had 1o do with the time constraints. They pointed out
that becasse of the six-hour required course many students eould schedule
very little else in the Christian Ministries area, This meant that the anly
exposure many students received to most of the fields of ministry was a five-
week unit. In terma of depth, the present situation is worse than before the
course was developed, They also noted that some students were complaining
ahaut what they called the "bolt-through” nature of the short units. Both of
these critigues had been and continue to be discussed by those who are
instructors in the course,

The more unsettling criticism is that the integrative intent of the course is
being realized only imperfectly, We were realistic enough not to expect perfec-
tion in this regard, knowing the vast differences among the backgrounds and
abilities of our students. However, none of us hag been very satisfied with the
resiilts of integration. We see signs of improved integration ability in many
students, bul those signs are not as generally noted as we had hoped.

To try to cope with these two major problems in our program, we began in
1995 to discuss ways to change the course into a one-semester course that would
concentrate on the integration factor and sacrifice the ideal of conveying much
information about the specific responsibilities of ministry. Personnel changes
have complicated this restudy process, This next step is still under discussion,
but a few aspects of it are becorming clear.

We see now at least one wiay to deal with the various activities of ministry
in a simpler format. We are considering dealing frst with the nature of ministry,
then with communication in various patterns, and finally with organization. In
this way we can get away completely from the discrete categories of what we
call “fields of ministry ™ (preaching, worship, education, counseling, adminis-
tration, evangeliam, leadership, etc.). After discusging whal ministry is, we can
talk about the understandings and skills needed te communicate and organize
in the church and in the world, issues into which all of us can have input.
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Weintend also tohave the entire group of Ministries faculty involved more
often during the course, sometimes acting as a panel, sometimes debating an
issue, and sometimes leading break-out proups. We intend that this increased
EXposure ko us as a group will facihtate integration better than our urging

Lntegmli-:‘m while tl:a.d'l.i.ng discrete units,

The tentative course description states: The course "is not an attempt
simply to mtreduce students o the demands of congregational leadership, Its
purpose is rather fo lead students to develop their understanding of minstry
in the Eght of the nature of the church and to integrate the various actvities of
ministry together into a theology of ministry.* A tentative schedule might look

this:

L Faculty Team: Orientation to the course

2. Faculty Team: How our specialties fit the big picture

3. Ministering in the tradition of Christ: ministerial ethics

4. Ministering in the tradition of Christ: family like

3. Ministering in the tradition of Cheiat: personal discipline

& Ministering in the tradition of Christ: devotional life

7. Faculty Team: discussion of Robinson, Bidtieal Doctrine of the Church
8. Paculty Team: discussion of ministry regarding Robinson’s ideas
4. Communication by, in, and for for the chusch

10, Communication with God: Worship

11, Communication with the congregation: Presching

12, Communication with specific age groups: Education

13, Communication with troubled people: Counseling

14, Communication with unbelievers: Evangelism

15, Faculty Team: The importance of communication skills for ministry
16, Faculty Team: How to improve communication skills

17, Organization and fisst-century Christianity

18. Organization and the demards of the present

19, Organization: Peracnal time management

20, Organization: Ministerial time management

21. Organization: Personal characteristics of Christian leaders

22, Organization: Assessment of leadership potential

23, Drganization: Developing leaders m the congregation

2. Drganization: Adminlstration as Christian ministry

35, Organization: Assesaing ministry situations

26, Organization: Developing ministerial strategies

27, Crrganization: Delegating and motivating workers

25, Organization: Evaluating and adjusting in ministry

2%, Baculty Team: Organizational patterns and ministerial specialtios
A0, Faculty Teamn: The nalure and practice of ministey

A1, Faculty Team: Open discussion in final exam period
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We have yet to work out the details of assignments and scheduling, bul we
arean oue way o something even better. We would welcome suggestions from
ather schools that might be ahead of us in the quest.

Supervised Ministry

Al the same time we were developing the introduction course, we were
revamping our field education program under the guidance of our first-ever
director of field education, The program is also going through a time of
transition at present, under our second director of supervised ministerial
education. The following is basically his description.

Module 1

Students are guided through a variety of self-assessment exercises {includ-
ing Profiles of Ministry, Stage I) to discern their strengths and growth needs in
ministry. This takes place in the fall semester, followed by a course on formation
of Chrigtian Ministry in the spring, which focuses on their formation as
Christians and ministers.

Module IT

Students serve byvo semesters in a supervised minstry experience, Work-
ing closely with their field supervisors, they develop a learning covenant
identifying goals for their personal growth in ministry, Thear weekly supervi-
sory meetings focus especially en growth in those areas, In regular on-campus
ministry reflection groups with their peers, the students share the struggles and
joys of their ministries, while learning skills of theological reflection. Students
have a great deal of freedom in selecting or developing a supervised ministry
experience that will enrich their preparation for the kind of ministry to which
they are called, e, hospital chaplaincy, campus ministry, crnss-cultural
service, ete,

Module HT

For a semester, students meet weekly to leam from their reflections on
actual ministry cases they are dealing with, In addition to the insights they gain
through prayerfully looking st each case, they experience deep levels of
fellowship and begin forming lifelong habits of learing and serving in the
context of support/ accountability groups.

In their final semester, all M.Diy. students engage in further seli-assess-
ment (including Profiles of Ministry, Stage IT) in order to measure progress in
their ministry growth and to begin lormulating plans for continuing growth
after they complete their degree programs.

This program, which keeps M. DHv, students involved in the consideration
and practice of ministry through all the stages of their seminary cureiculum,
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encourages continuing theological reflection on ministerial activities and also
continuing application in their ministry settings of their classroom leaming,
The growing edge of this program is the search for more effective ways of
tnvolving both Aeld supervisors and congregations in the educational process.

Hope For The Future

Beeause the stated primary purpose of the school is “to prepare men and
women for effectivie ministry,” we are continually seeking ways to offer our
students the means of analyzing their felds of service and of developing ways
of working in these fields to accomplish God's will. The two programs de-
scribed here are designed to help students integrate their M.Div. programs into
lifelong ministerial effectiveness, We shall likely never be satisfied, but we
comtinue to adjust with the changing demands of ministry to accomplish our
Eoal,

Addendum — Questionnaire

CM 501 - Introduction to Christian Ministry
Emmanuel] Schiool of Religion

Dhirections: Please complete the following sentences

1. The primary purpose of the church is to

2. In order to fulfill its purpose, the ministry of the church should be charac-
terized by

3, Tunderstand the various aspects (actvities /skills) of ministry to be inter-
comnected in terms of

4. [ think the mest ditficult or problematic aspect of ministry for me person-
ally would be

5, For me the historic or contemporary image (metaphor} which best reflects
thvi miature of the church and ministry today i3

Bruce E, Bhields iz professor of preachiing and Fblical hermenentics ot Ermmanee]
Schaol of Belipion fn fofison Cily, Tennessee,

ENMDNOTES
L. The Princeton Sendviney Balfetin, Volume XVIIL Number 1, Mew Series 1997 46-71,
2. Ibid., £2.
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Dialogue and Advocacy: A Case Study
of a Course on Human Sexuality

Susaune fohmson

Patricia H. Dawvis

Perkins School of Theology
Southern Methodist Unifversity

Ma&llng the needs of students for a mone adequate theological anthropalogy,
especially regarding human sexuality, is one of the most significant challenges
and opportunities in seminaries today. This paper is an accountof our personal,
professional, and theological work toward developing a method for teaching
human sexuality that would be at once sensifive to the church’s need to develop
a theological anthropology that takes embodied sexual human experience
seriously and responsible to a model of practical theology ansing from feminist
and liberationist perspectives,

The development of the course commenced with a request from the North
Texas Conference of the United Methodist Church for a general class inhuman
sexuality from a theological perspective. This request was conveyed (o us
through the atfice of our Associate Dean. Thus, in a way not often experienced
(at least by ws), our commission tor teaching came directly out of a need
recognized by a church in a concrete social context. In addition to the usual
more mundane censiderations inherent to the development of any new course,
this invitation caused us to reflect and consider very carefully the question of
to whom we would be accountable and what the possible effects of that
accountability might be.

As far as we know, the Conference exerted no pressure on Perking School
of Theology regarding the course content, method, or placement in the curricu-
lum, In fact, Conference leaders several imes expressed appreciation for the
course (and invited us te participate in a natienal symposium on sexuality and
the church which they organized), MNevertheless, we had heightened awareness
in this course of the presence of the church as partner with, observer of, and
potential critic of our work.

Owar goals for the course were straightforward and simple: it was lo serve
as  general introduction to human sexuality, including providing brief over-
views of religious/fethical, physiological, and pevchological dimensions, It
would be designed to sssist students in becoming acquainted with current
stholarship in the field, stressing developmental, cultural, gender differences,
and differences in orientation in sexual behavios and attitudes. It would also be
designed to increase students’ confidence and expertise In providing pastoral
care and educational guidance related to human sexuality, while at the same
time asgisting them to explore their own feelings and beliefs about sexuality.
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A Muodel of Practical Theology

In deciding how to develop this course, one of our initial steps was to refine
the model of practical theology out of which we would aperate. We identified
two models that we found aeteipful: practical theology construed as applied
theology, and practical theology rooted in the clerical paradigm of ministry.

Practicel thealogy as applied theelogiy: In this miodel practical theclogy is seen
simply as an umbrella term that covers basic functions of the ordained office of
pastoral ministry, such as preaching, teaching, administering, and providing
pastoral care, When students assume this model, they expect only to be taught
how-to skills related to a particular area of ministry. By implication, each
ministry function—orcourse in it—is treated as a “conveyer belt” that mediates
the normative content of Christian tradition that they have learned in other
COLrSes.

An applied model of practical theology implics, then, a theory-practice or
deductive approach to teaching/ learning and an understanding of theology as
product rather than process. Given this perspective, acourse in human sexual-
ity would be expected to do little mone thian supply the practical ministry skills
of counseling and education around issues of sexuality.

The second model we found unhelpful is that of practical heclogy in e
clerical paradiger, In this model, ordained pastors are the main actors and
performers of ministry (e.g., counseling and education], with lay persons being
recipients only. Again, the underlying paradigm is that of theary-practice, the
task of ordained ministry conducted by-and-larige as an unreflective process of
initiating persons into the previous fradition,

The approach to practical theology to which we committed ourselves is
practical thealogy as critical dialogue that is infermed by recent scholarship in
critical hermeneutical theory, as well as by insights deawn from feminist and
liberation theology. Seen from the perspective of these theologies, practical
theology shifts its axis to practice-theory-prnctice.

The essential dynamic of this model involves eritical reflecticn by indi-
vidual Christians and more importantly by particular faith communities on
their 'Fl-raxi,sr i,ryrli.w:i_duﬂu_lr' andd gvrp:rrdti’.-]_l.-'l oof the Christian witness of faith,
Present praxis is brought into critical dialogue with a particular version of
normative claims in the Christian tradition with a view toward allowing those
claims to reshape praxis, This critical dialogue, moreover, is dialectic in nature;
unlike the applied model, it is at least a bwo-way dialogue. Mot only is revision
of praxis a possible outcome, but also transformation of traditional theologies
and ideologies remaine open as a possibility,

Whereas in the applied model it is unimaginable that present experience
could ever reveal and illumine distortions in the recetved tradition, this
approach affirms present human experience as a potential locus of God's
ongoing self-revelation and invelvement with ereation, Present human experi-
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ence (inclading sexual /bodily experience) is allowed to speak back to and
criticize the tradilion. When kaken !l:'ril_l-ua.[_l,- nE A resouren for -:_11,1'::',5' ﬂ'ﬂ_ﬂh!l}g}',
present human/embodied experience may prove to B¢ in tengion or even
outright discontinuity with previous tradition,

Thia critical / dialogical methodology revises and enlarges the concept af
tradition, From a praxis standpoint, study of Christian tradition must go far
bevond its wusual fixation on highly selected classical texts to include also
pwareness and analvsis of the effects that such texts, and accompanying
interpretation, have exerted and conbinue o éxert on particular individuals,
groups, and communities.

“The Christian heritage” or “the Chrishan tradition” should be under-
stood, then, to include not only classical texts but also ecclesial and social
practices related to those texts, and the social effects of such practices on the
structurally, culturally, and theclogically marginalhzed. Such effects cannot be
fully known withoul firsthand engagement and dialogue with persons and
groups living at the margins. This fact, of course, holds implications [or
pedagogy in theological education, and raises questions as to whether educa-
tors are called upon to “take sides” in the ongoing process of deconstruction
and recanstruction of central aymbols in the Christian faith,

Critical Dialogue, Teaching, and Advocacy Issues

Whether or not theological educators are always fully swane of it, teaching
in & thealogical confext inevitably catches us wp into & tfension between the
relative safety of seeming neutrality / objectivity and the dangers of taking an
overt position of advecacy (where advocacy is understond in its root sende as
oecare “giving voice and support o) for cerfain viewpoints, theologies, and /
of pelicies, In developing a course onhuman sexuality, for instance, conbrover-
sial igsues such as gender equality, reproductive choice, and sexual ofentation
demand that eachers make methodological and pedagomcal chodces about
how and If they will be presented,

The safe or neutral fobjective pasition can quickly be seen to be nenviable,
The congenaus in cnbical Bermeneobenl amd aomal sfaence theores i that any
form ol knowledge is decisively influenced by social location—a complex
interweaving of factors such as gender, ethie tracdition, social class, economic
status, cultural heritage, sexual orlentation, and politeal experience.’ These
factors have a direct bearing on haw we know, whaet we know, and whal we
palue in our knowing. Al human knowledge is historically conditioned , and
all forms ol know ing lmplicitly Include biases and interests that either
reinforce or else subvert the atatus quo.

In terms of theology, Sallie McFague', David Tracy®, and others have
pointed out that all constructive theology advocates, implicitly or explicitly,
either for maintenance of the status quao or for social transformation. All praxis
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is theory-laden, and all theory includes methodologies thal elrcumscribe what
can be considered proper orinteresting subjects or objects of inquiry. Given the
fact that all knowledge is driven by constitutive interests, it can be argued that
integrity as educators can be maintained only by freely and cpenly admitting
that factars such as ane's social location influence what one knows and values,
The initial task, then, of theologians /educators must be clarifying, ns much as
possible, and revealing the social locations from which they operate, Part of that
clarification is revealing tostudents and others the thealogical, ideclogical, and
political positions that underle the teacher’s work.

But self-revelation and clarification ks merely the beginning, Once a theo-
logian /educator has resalved to be overl and honest about standpoints and
positions, a host of pedagogical and ethical issues arrive at her or his doorstep.
O of the major issues is defining the educator's role in the classroom
especially as it relates to questions of use and abuse of power. What, for
instance, arne the parameters within which il is appropriate in the classroom
setting to actively and overtly advocate/give voice to particular viewpoints
and values? What are the ethical issues involved in using the power of the
teacher in such a fashion?

The educator is ohliged to revisil issues such as his or her relative power vis
A viastudents, and ways to use thal power wisely, responsibly, and for the sake
of the studenl, the class as a whaole, the larger theelogicel community, and
especially (for those who identify with feminist and liberationist perspectives)
for the sake of the poor and marginalized. When an educator consciously sets
about to employ a methodology of advocacy with integrity it should cecur in
an environmentof caution, eollaboration, co-partnership, and co-participation,
where there are no conscious exclusions from the roundtable of inquiry and
dialogue. The teacher's power should be used intentionally to keep space at the
table open, and (o keep it as safe and as sacred as possible, All students should,
ideally, fee]frae toexpressquestions and opinions that differ from the ed ucator's,
the materials being presented, and other students®. This expression of diverse
beliefs, opintana, judgments, and questions should occur ina classroom atmoe-
aphere whera questions and disagreements are valued, and where there is no
fear of reprisal in terms of social interaction or grades.

A practical theology of critical dialogue permits appraisal of the truth
laims nat only of the “other’s” positions (from sside that position), but also
critical appraisal of one's own tradition or position through the eves of the
othier. Unlike the wished-for simplicity of the applied, theory -practice model,
this approach is complex and multifaceted. It is not linear, not neat, and not
tidy. But as McFague points out, the reality of our culture today requires that
we “be able to live in a messy, open-ended situation, willing to listen to the
many voices within Christian faith and able to face the historical ambiguities
and terrors that our tradition has helped to bring about,™®
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The remainder of this paper is a discussion of the applicatian of this model
of practical theology to the content of a course on human sexuality in &
thealogical context. It is especially focused on our decision as teachers to reveal
our own theclogical pesition regarding the possibility of ordination for gay and
lesbian Christians, and, thus to advorate for/ give voice to the concerns of this
group, which has traditionally been marginalized and oppressed by thechurch.

Pre-understandings about Sexuality

Given the critical / dialogical approach to practical theology, our next task
in the development of a course in sexuality was to articulate our own pre-
understandings about human sexuality, and to discover, when possible, the
cultural, thealogical, and personal roots of these.

Recognizing the importance of uncovering biblical /fcultural myths ahout
humanity, affirming the importance of Scripture as a foundation for theol ogical
insight, and also affirming the importance of recent work regarding sexuality
from a theclogical perspective that reflects considerable attention to biblical
roots,” we paid particular attention to the narratives of creation found in
Genesis, chapters 2 and 3, These narratives speak boldly and profoundly on
issues of bodily existence and sexuality; they make it clear that sexuality is
linked in & crucial manner te people’s relationships with one another and their
relationships to Goed,

L. Genesis I, the first account of human creation, shows that from the
beginning humans were “formed from the dust of the ground,” that God's
breath gave them life, and that, therefore, humans are created as liv ing spiritial
bodies. This understanding affirms the need io resist, and Lo help students
rissist, the very powerful cultural and theological messages about the body and
the human spiril being separate, Accepting the prevailing cultural / theological
idea that humana are soulsfrapeed in bodies, “the flesh,” “broken vessels,” elc.,
results in, in James Melson's words, “sexual alienation.” The incorrect affirma-
tion of body /spirit dualism separates pecple, the church, and the culture from
important messages, experiences, feelings, wavs of knowing, and spirtualities
that are grounded in the body, [t alsa gives warran! to objectification of the
body, and te those whe would abuse their own or otherss’ bodies:

When the body is experienced as a thing, it has the right
to live enly as a machine or slave owned by the self.”

L bexuality s an important part of embodied human life, Genesis 1
makes clear that life as embodied sexual beings wasa if not fhe central intent of
God for humanity. Vs, 27 deseribes how God created humans in God's image
g piale awnd female, or as gendered beings. Vs, 28 describes God's original
blessing and command for humans, which centered around sexuality and
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procreation; “Be fruitful and increase in number, fill the earth, and subdue i1."
However careful we must be in interpreting this command [in terms of its
relevance for this dme and for lasues such as humanilty's abuse of the sarth, the
normativeness of procreation for el humans and the normativeness of hetero-
sexuality], this verse shows that it is impossible, from the perépective of the
biblical text, bo separate theological anthropology from sexuality.

3, Feelings about one’s body and sexuality are connected to one’s rela-
tionship with God. According o the Genesis account, the first effect of the “fall”
for Adam and Eve was a new and disturbing recognition of vulnerability as
sexual beings, Adam, in a volce that has resonance tor many today, cried to God
who was seeking him in the garden, "I was afraid [of you?] because 1 was
naked.” This fear, according to the narrative, was a result of the sin, and not part
of God's onginal design. Recognizing and understanding this fear has rel-
evance forconsiderations of cultural and eoclesial mistrustand fear of the bﬂd}-’.
and the ways in which the church, as a corporate body, relates to God.

4. Woman, as gendered being, seems to have been connected o the
"hody® side of the body /spirit dualism from thiese earliest stories of creation.
This connection has contributed to a split in images of women as temptresses
ar madonnas, Women's sexuality is often seen as tainted; women who atfirm
their own bodies and sexualities are seen as “seductresses” or "whores,” The
firstbiblical evidence of woman having a different, inferior, and more “fleshly”
emsential nature from man (after her unity with man was affirmed in creation-—
“Bane of my bone and flesh of my flesh™) i found in Gen. 3 where Eve’s sin in
the fall ls punished by sexual "desire for her husband” and her “pain in
childbirth."

1f women are not associated with the bedily /sexual /" whore” image, they
are likely 1o be identified with the image of the madonna/virgin—the non-
sexual being who, nevertheless, bears children, In the Genesis account, Eve is
named the “mother of all the living” while Adam’s sexual function goes
atrangely unnoticed and unnamed. Both images—whore and madoenna—are
unhelpful in terms of understanding what healthy sexuality for both women
and men might be,

Thus, a person’s sexual identity—female, male, homosexual, bisexual,
heterosexual, “madonna,” “whore,” ete.—has profound implications for her or
his way of being in the world. It determines, among other things, social status,
power, possibilities for relationships, acceplance or rejection by communities,
legal atatus, social visibility /invisibility, and spirituality

For gay and leshian people, sexual sell-identity as homosexual has too
often led to social rejection, economic oppression, discrimination,
marginalization, criminalization, psychiatric pathologization, physical and
emotional violence, and even to murder. The church, which works to be a
welcoming community for many types of “strangers,” too often contributes in
nefarious ways to the suffering of gay and lesbian people.
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Practical Risks, Problems, and Benefits to Employing a
Pedagogy of Dialogue/Advocacy

As women who have publicly identified ourselves as heterosexiial we
realized that our decision to advocate/ give voice to the concerns of gay and
lesbian people vis a vis their relationship with the church waa fraught with
many problems. We realized that the paradox of our position was that we were
i @ position to be advocates, but neither of us had the persenal axthorization of
direct expertence to speak for these gay and leshian Christians whase vodoes have
been long silenced, We knew that, as much as we wished il were nol true, we
had assumptions, beliets, and feelings that originated in our own hamophobia,

50, another major issue with which we wrestled was the question of our
legitimacy ns advocates, or voice-givers. Each of ushad gay and lesbian friends,
students, and colleagues who watched over ourshoulders, commissioned us to
dothe work, and helped us to know what to say and do. They alao remained by
our sides (often not publicly) and attempted to keep us honest. In addition, we
decided to include as many gay and leshian voices in the class as we possibly
could through readings, films, and guests to the class—gay and lesbian Chris-
tans from outside the seminary and church community., In the second year of
the course we were fortunate to have a gay student who was free from
denominational constraints and who felt safe enough to describe his own
experience and convictions to the rest of the class, In another vear Marilyn
Bennett Alexander, ong of cur colleagues and the co-author of We Were Baptized
Tan {a volume in which lesbian and gay Christians describe their journeys of
faith and maltreatment by the church)®, led an extremely productive and open
discussion of her pwn experiences as a lesbian Christian and church leader,
Other years wie invited panele of Christisn gays and lesbians who included
activists, doctors, artists, finance managers, mothers, fathers, Sunday School
teachers, and youth leaders to discuss their lives in the church. These experi-
ences kepl the fact firmly in our minds that our class was most effective in
advocating for the full participation of lesbians and gays in church and society,
and even for the possibility of their ordination, when gays and lesbians could
speak for themselves.

Chur second major concern was our knowledge that despite our best
intentions we could not create a perfectly safe environment for gay and leshian
vodces within our class—taking place, as it was, in the context of the larger and
generally more hostile church environment. In our worst moments, we realized
that we, as teachers, contributed to the misunderstanding and oppression of
gay and lesbian people. We understood quickly, for example, the inappropri-
ateness of consigning lectures and films on ATDS exclusively to class periods
dedicated to discussing gay and lesbian Issues. We also learned from a panel of
women with ATDS that the question of how one contracted HIV is inappropri-
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ate, often perceived as blaming, and even voyeuristic. These sorts of very basic
learnings reminded us often that we were not unsullied witnesses.

Cur third concern was developing our awn abilities 10 be non-defensive
and non-anxious in the presence of students with honest questions and prob-
lems with course materials and methodologies. This involved taking a hard
lak at our own power as teachers, and trying to be responsible enough to b
advocates for what we fee] justice requires without abusing our authority by
shutting down (and out) students wha initially, or invariably, strongly dis-
agreed with us and our approach. We realized that a responsible pedagogy
requires that we assist students in examining conflicting and opposing view-
points. In that regard, Jeffrey Sikers's edited volume, Hemosexuality in Hhe
Chaeecl; Both Sides of the Debate,” was an invaluable resource.

We seemed to grow in our abilities in this regard as the course progressed
over the years, but we never really met cur own goal of advocacy for inclusivity
and justice in the context of open and free dialogue. We came to realize, in fact,
that fostering totally open dialogue with students who (by definition} have less
power than teachers is perhaps an impossible lask. A less-ambitious goal
became the [ostering of times and spaces in which each student might feel free
to express ber or his real fears, angers, confusion, and deep beliets on this issue
and others that arcse in the class, To that end we allowed students a larger
amaount of time than we might have in other courses to process new material in
small groups, in journal writing (which students were given the option of na!
turning in), and in non-structured lengthy breaks during which they could
interact with us, class guests, and each other on more personal bases,

We noted that there seemed to be much extra~class discussion of isaues in
thecoffee room and in the halle, We encouragad this extra-curricular discussion
as long as it did not in any way endanger the guests of the class or breach the
class confidentinlity agreement (Le., that any persanal materials presented and
discussed in class would not be discussed cutside the walls of the classroom),

In order to empower students contractually and structurally as much as
possible we (at the suggestion of our former dean) instituted a learning
povenant with each of them individually, which we and they signed on the first
day of class, [t stipulated that if, ateay lime, anyone felt too uncomlcriable for
wni reason during the class period, she or he was free to leave without penalty.
It also stipulated that any readings that caused extreme discomiort for the
students need not be completed.

Crur fourth major cancern was learning to react to outside negative pres-
sures with some sort of grace. Realizing that the pressures we felt could not
compare to the pressure of being a lesbian or gay person usually helped us keep
our own discomfort incheck. One of our lesbion co-workers reminded us, "You
can put this work down when you go home at night, For me it is a bwenty -four-
hour job.” We werealso greatly assisted by the wisdom, courage, and sensitiv-
ity of our current dean in this regard.
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Adifth eoneern had to dowith our responaibility as teachers for those in the
course who would change perspectives toward the possibility of ardaining
lesbian and gay persons because of the class. We both felt very strongly that we
could not ethically lead them to change thelr minds on such an important issue
when they could be facing possible opposition in their churches and denomi-
nations, especially at the time of review for ordination, We recognized with
sadness that we could not really protect them in any practical waysin their own
ordination processes. We did, however, bring in sympathetic and activist local
ministers as guests who discussed their own strategies, actions, and accommo-
dations very honestly. In some cases these conversations began the process of
building networks of solidarity between ministers and students within the
ecclesial structures,

Conclusion

The tension that accompanies the presence of gay and leshian Christians in
the midst of our faith communities has underscored for us the present inad-
equiacy of the church’s theological anthropoelogy, We hoped in seme small way
to address this {along with the general sexuality curriculum) in our ministry
course in human sexuality. In adopting a model of practical theology that
employs advocacy {or "volce giving”) in a context of dialogue, we became
aware at a new level of our own power and the temptations of abusing it. The
uee of power, we leamed, is paracoxical: power is not to be used Lo indoctrinate
or dominate, but rather to facilitate openness and co-journeying,

Atour best we used our owe positions in the section of the course dedicated
ko issues of sexual orientation to advocate for justice and the possibility of
erdination for gays and lesblans, while at the same time we used our power as
teachers to keep dialogue open, inviting and protecting conversation from and
with those who might have been excluded. On cur worst day, a student wore
# hard hat to class (yes, the florescent orange kind!y to “protect” himself from
us, We took this rather comical demonstration fairly seriously. The class was a
suceess on issues of sexual crlentation when students listened o ws, to each
other, and especially to the gay and lesbian Christians who were willing to talk
with them, The class was less successful when we, asinstructors, failed 1o take
properaccount of our own power. In success and failure the process was mesay,
paradoxical, and sometimes “terror™-filled (as McFague promised). But we
continue o embrace with hope a theology that is willing to live with the
paradox of power, ambiguity, and plurality, believing the fulfillment of God s
reign regquires no less.
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I. Earl Thompson [r.
Andaver Newlon Theological School

Thmlugica] education as pastoral care begins with the suffering and hope of
pur students. Our mission a8 theclogicsl educators is te help them discover
meaning in their suffering and reasons to hope. 1f we fail, we increase their
villnerability to dEE‘Fha.i.l'_. apathy, and shame, the major threats to their emo-
tiomal and spiritual competence.!

Many studenis entes theological edducation as a nesult of a painful and often
paralyzing spiritual crisis: a crisis of faith, hope, and especially love. They come
either depleted and demeralized seeking renewal or fresh from a victorious
struggle with their adversaries. Either way, they constitute a community of
sutferers seeking healing or transformation of their inward being and primary
TP]ﬁHiTmth'-ﬁ. Likethe .'!I.FiJE'Ul.' Paul l||1.'_I.-'J1..'| viz been “afflicted ERETY Wy, but
net crushed” (1T Cor, 4: B). T believe they have been afflicted with despair,
apathy, and shame, The greatest of these threats to theiremotional and spiritual
integrity is shame because it discloses an all-encompassing alienation of the
self. According to Dhetrich Bonhoeffer, shame s “the sign of disunion® of
humanity from Co. "Shame,” he contends, “is man's ineffaceable recolliection
ol his estrangement from the origin; it is grief for this estrangement, and the
powerless longing to retum to unity with the origin.? Despair and apathy
breed shame, and shame leads to and deepens despair and apathy.

The most persistent and powerful motivation of our students is to over-
carme their alienation from God, others, and self, even ifthey do not conaciously
experience shame. Thev are, therefore, onasacred jourmiey to discover wha they
veally are, to heal their fragmented and depleted selves, lo overcome their
estrangement, to reset the course of their lives, and (o find & compassionate God
whir will forgive them in spite of their shame. They yearn for a God who will
accept them unconditionally as human beings of worth and who will restore
thesir personal cohesiveness and the integrity of thelr participation in relation-
ahips, They are driven not merely by a desire o pursue a vocation bit by a
yearning to be transformed by the renewal of their minds, their whole selves,
It thealogical education s going to be truly pastoral to the community of
sulferers and seckers we serve, we will have to address ourselves (o the real
spiritual dilemmas of our students, not to the cnes we want or imagine them io
have. Epicurus once said, “Vain is the word of a philosopher which does not
heal any suffering of man,"*

The spiritual struggles of our students arise from the wounds they have
received in the primary relationships of their childhood and adulthood, rela-
tionships in which they have been neglected, manipulated, betrayed, rejected,
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or abused, When | read autobiographical reflections of cur students, [ am often
overwhelmed by the legion ol their painful losses and the mountain of sorrow
they carry. The most devastating lossof all has been the betraval of trust by their
families, spouses or partners, and the culture at large, Their injuries and grief
have left them mired in shame and deficient in emotional and spiritual
irbe i pence.

For example, many come from troubled families in which they were
subjected to abuse in a varlety of forms: emotional, physical, and sexual. The
unity and worth of their selves have been shattered, and they seek a Ged who
will provide asafe and lrustworthy relationship in which their fragmented and
defective selves can heal and develop solidity and strength, Others were raised
in aleoholic hames in which they literally lost their childhood and self-confi-
dence by overcompensating for an addicted, inadequate, and neglecttul parent
whe abdicated most of the responsibilities of parenthood. The Gusl these
students long for will nurture, guide, and protect them like a kind, responsible
parent. Numerous students have lived for years in strained or estranged
relationships high in conflict and unhappiness, or they have gone through a
divisive divorce in which their self-esteem and self-confidence have been
shaken Lo the foundations. In the early 19905 an Andover Mewton Theological
Schonlstudentsurvey indicated that forty-five percent of the students had been
diverced. Struggling with unresolyved anger, hoatility, and fantasies of revenge,
they are weighed down with animosity and a sense of failure, and they have
sertous doubts about whether they con ever trust and sustain a committed,
intimate relationship. In addition, they are often overburdened with the
endless pressures and obligations of single parenthood. No wonder they look
for a gracious God who will forgive their failures, lift the stigma of their shame,
and give them a second chance in life and love.

In theological education pastoral theology is often scomed unfairly for
being mainly practical and deficient in theological seriousness. Those outside
the pastoral disciplines are tempted to think that in Dayid Mamel’s * American
Buffalo"” the character Teach speaks for pastoral theologians when he exclaims
to his felend, Bobby, “I'm not here to smother vou in theory,” The question
pastoral theologians pose is this: What is the purpose of theory? [ agree with
Daniel Goleman that the paramount issue of our day is "emobional inepti-
tude,” not a scarcity of theory. If our theory cannot illumine the rosts and
manifestations of our emotional and spiritual incompetence and cannot lead us
toalifeof intelligent love, itisuseless. Goleman is right: " Academic intelligence
has little to do with emotional life.” The Apostle Faul would agree. He wraote,
“Knowledge puffs up, but loves builds up” (I Cor, 8 1h) Chir questions as
theological educators are; What does it mean and how do we apply “intelli-
gence to emotion™? What is emotional and spiritual competence? Paul’s
answer is still normative. He enjoins us to embody love, the fisst fruit of the
Spirit, in our lives and relationships. For example, he writes: "love cne another
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with mutual affection”™ (Rom. 12 101; “live in love”™ (Eph. 5 2); “increase and
abound in love for one another” {1 Thes, 3: 12); and “let all that o do be dene
in lowve® (1 Cor. 13t 14). This is an informed and thaughtful love, or in Paul’s
waords, a “love . . overflow{ing] mom and more with knowledge and full
insight, tohelp ., | [us] determine what is best” {Phil. 1: 9-10). In shost, our task
as pastoral theologians is to wrestle with mdividual and secietal structures and
manifestations of emotional and spiribual incompetence and to challenge them
with a vision of ntelligent love and justice.

As a group, theological students struggle with emotionel and spiritual
incompetence. (Let me quickly add that thealogical professors are not exempt
from this battle.) This condition is the direct result of two Factors: their injurious
experiences in their families and in the society at large, and their being
shortchanged or deprived of serious emotional and spiritual education. Fol-
lowing Goleman, | believe they are inadequate in some or all of the following
nine measures of competence.” First, they have difficulty discerning their own
emations, According to Goleman, thisis “the keystone of emotional intelligence
ot Second, afflicted by weak seli<ontrol, they struggle bo manage their
emotions inappropriste ways Third, they fall short of being able to motivate
themselves in a consistent and ongoing manner. Fourth, they lack persistence
in the face of continuing frustrations, Fifth, they have trouble regulating their
moads. Sixth, distressful emotions often overwhelm their ability to think and
be guided by rational judgmente, Seventh, having limited empathy, they are
hard-pressed to necognize, understand, and be in tune with the emotions,
particularly the suffering, of others. Egghth, managing the emotions of athers in
constructve and uncoercive ways isa daunting challenge to them, MNinth, they
ton quickly abandon hape for their primary relationships and themselves. To
Goleman's hat T add a tenth: they are hard-pressed to live a life of disciplined
for giveness,

Spiritual and emotional incompetence leads to serious limitations in the
practice of ministey, namely, inadequacies of interpersonal intelligence or
social skills, Howard Gardner argues thal interpersonal competence requires
the sacial skills to lead effectively, to nurture relationships and keep friends, to
resolve conflicts, and to do accurale social analysis." Goleman's own list of
social skills includes the ability to interpret accurately emotional and social
cues, ko listen empathically, to take the perapective of others, and te know whial
behavior is acceptable in various social situations,” Goleman contends that the
severest “test” of our social competence is our “abllity to calm distressing
emnolions in others . - "™ particularly their rage. Where in our theological
education do we prepare students to pass this test?

Futhermore, emolional and spiritual incompetence generates despair,
apathy, and ahame, and these attitudes reinforce incompetence., If despair is the
paralysis of love and if apathy is the deflation of love, then shame is the
alienation of lave,
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Despair is a disorder of meaning. Victor Frank] defines it as "suflering
without meaning, " Those in despair have lost confidence that life has any
“order, meaning, and coherence."" Sometimes despair is tumed outward and,
according to Bric Eriksen, is “hidden behind a show of disgust, misanthropy,
or i chronic contemptuous displeasure with particular institutions [like the
church] and particular people [say, parishioners].”" In other cases, despair is
turned inward against the self in the form of depression and hopelessness, " The
trap of despair is always set to spring shul and ensnare our students if they
cannot make sense of their suffering.

Apathy or emotional and spiritual stagnation is the decline or even collapse
of generativity.” This “spiritual malady™" of "not caring™™" ia, in Dante’s
e]ega_nt words, a “lukewarm love doing good. "™ It has active and passive
forme, In its passive expression, it s “reflected in lethargy, Hielessness, and
paralysis of will."® In its active form, it expresses itseli as "boredom and
restlessness,“> Perhaps Chaucer captured both forms in his description of the
apathetic person: “He does all things with annovance, and with rawness,
slackness, and excuses, and with idleness and lack of degire."= The suffering of
our students can drag them into not caring for others and themselves, Donald
Cappe regards this pernicious attitude as the “most threatening™ to ministers’
“professional self-understanding. ™

Emotional and spiritual incompetence is most imperiled by shame, for
shame can be awakened in every interaction we have and can catapult us intoe
apathy and despair. Shame is the most painful and debilitating condition of all;
it it “an inper torment” and "a sickness of the soul "™ Shame triggers "the
piercing awarenesa” in us that we are “inherently bad, fundamentally flawed
as a person.”™ 1t discloses our defectiveness, unworthiness, weakness, and
inadequacy. In the grip of this malady, we become our shame ™ Moreover,
shame invelves not anly sobering self-exposure but alse exposure of the self to
others, Jean-Paul Satre writes, “Shame is shame of onesell before the Other. ™
Shame, then, is a negative evaluation of the self from the perspective of cthers,
Helen Block Lewis says, "Shame is a vicarious experience of the other’s
scorn.™ Although shame seems to arise in the self and it does have biological
ranots, it is primarily the result of “social self-maonitoring, ™

Ag a result, shame is an isolating and alienating condition, both existen-
tially and interpersonally. It divides people from themselves and from each
other. It "ruptures” what Gershen Kaufman calls “the interpersonal bridge”
and therefore is “the principal impediment in all relationships . . " Suzanne
Retzinger claims that “shame appears to be the most social of all human
emotions™ because it indicates “an impaired bond " “The primary context for
shame is threats to the social bond,"™ she asserts. When our needs, inlerests,
and feelings are not understood, validated, and supported, we experience
shame and recodl in estrangement. We are, therefore, continually moving
toward estrangement or attunement in cur relationships, personal and profes-
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sional, Inevery interpersonal encounter we have, we are building, maintaining,
damaging, or repairing oursocial bonds, ™ Following sociologist Hurold Coaliey,
I believe we are always in a state of genuine pride (nol to be confused with
arrogant pride} or shame as we monitor or imagine how we are perceived and
responded to by others.™ If we are understood, acknowled ged, and supported
by others, we experience genuine pride and confidence in our competence. [f
we are ignored and rejected by them, we are selzed by shame and become
confused and ineffective, This interactive process occurs in us ol least on an
unconscious level, Thene is no escape from it, nowhere to hide.

Careful attention to the condition of our social bonds ia not optional, for the
aocial bond is being affected positively or negatively in every interaction.
Individuals communicate something about each other's worth by means of
every word, gesture, facial expression, and action. When they intentionally or
unintentionally humiliate each other by word and deed, they injure the connec-
tion between them and sow the seeds of alienation. When they acknowledge
and suppart each other, they increase genuine pride and strengthen the tie
between them. According to Scheff and Retzinger, attunement and solidarity
occur when "each parly understands and ratifies not only the other's present
thoughts, feelings, and actions but also their intentions and character—their
bring, so to speak.”* Shame is aroused when there is little or no understanding
or affirmation of one another,

Education as pastoral care is always attuned to the character and quality of
the social bonds in the community of learning, Any other orientation poiscns
the ethos of the community and assaults the emotional and spiritual wholeness
of the individuals in it In order to leamn, people need a rich, fertile soil of
solidarity, Both people and their leaming wither and die in a climate of
alienation. Are we theological educators creating a community in which all of
us, even when we disagree with cne another, will still acknowled ge, appreciate,
and alfirm one another? What is at stake in all of our inferactions is whether we
are teaching our students and relating to our colleagues in ways that enhanoce
their sense of worth and increase their competence. To be sure no relationship
is entirely free of the dynamics of shame. [ expect and propose no utopia. What
is of first importance, however, ia our vigilant efforts to identify and acknow]-
edge when our actions have triggered shame and catsed estrangement, Shame
itself i= not our adversary; unrecognized and unacknewledged shame is
Monitoring and working through the dynamics of shame in a spirit of candor
and compassion can actually strengthen our soctal bonds,

If our theological education is going o address the emotional and spintual
deficiencies of our students, we will have to establish and build an educational
community that will nurture their emotional and spiritual competence, T think
wie have m covenantal responsibility to co-create with our students what John
Bowlby calls a secure base,” that is, a safe and trustworthy relationship or set
of relationships that will provide our students encouragement, support, pro-
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tection, and guidance in theirefforts to become more loving and faithful. Above
all else, we theological educators will have to set an exemplary standard of
emotional and spiritual compelence by modeling it in all our cemmunications.

A secure base s not an end in itself, but a pastoral means to & qualitatively
different kind of educational experiment, one that will privilege cooperation,
eollaboration, and compassion. Its purpose is to stimulate our students’ curios-
ity about themselves as relational beings. [ts purpose is to empower them to
examing their emotional and spiritual strengths and weaknesses. [Is aim is to
inspire them to pursue love in the form of interpersonal competence. What are
thetr unigue emotional and spiritual dynamics? How have they been emotion-
ally and spiritually wounded and healed in their Hves? What have been their
distinctive ways to participate in their significant relationships? What have
heen the emotional and spiritual outcomes of these relationships? What can
they learn aboul themselves from these relationships, both the ones that have
spawned failure and shame and the ones that have given birth to enhanced
compelence and genuine pride? How susceptible are they to the threats of
despair, apathy, and shame? How constrained are they by shame? What steps
have they taken and are they willing to risk to attain greater emoticnal and
spiritual mastery? These are just a few of the types of questions we need to
encourage our students to ask

The program of pastoral care, therefore, requires that we guide our stu-
dents to explore their intrapsychic and interpersonal experiences for signs of
emational and spiritual competence. We have Lo lake their experiences, thelr
stories, especially their losses and sufferings, with sacred seriousness, [f we do
nod, they are less likely to. Now [ do not believe thal human experience is eyer
seli-explanatory and self-sufficient, It has to be subjected fo critical analysis,
embraced with frameworks of meaning, and channeled into constructive
outlets. This is not likely to happen unless we co-create a sate context of
learning. Unless we are always on guard, our classrooms can become "arenas
of shame™" instead of covenantal communities collaborating to care for one
another. We can contribute to the creation of the latter by the kinds of courses
weteach, by the classroom conversations we facilitate, by the ty pes of essays we
assigr, the manner and tone in which we evaluate students” work, and by the
ways we interact inside and cutside of the classroom.

In sum, the theory or theology that pastoral theologians ame concermed with
is that which makes godly sense of humanexperience and motivates and guides
human beings to pursue an intelligent love in all of their relationships.

Let me illustrate my understanding of theological education as pastoral
care by describing some of the ways Timplement these ideas in the classroom.
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Lectires

My overarching educational goal is to facilitate every student in rewriting
anew and liberating atory of personal transformation of their selves in relation-
ship with God and others so that they can grow in their emotional and spiritual
cemnpetence. To this end Tseek to help them to integrate their personal narcative
ol suffering and hope with the resources of pastoral psychology and theology,
Tusually lecture for a porticn of every class in order to provide the students with
awide and diverse range of cognitive framewaorks of pastoral psychology and
pastoral theology with which they can rethink and reshape their personal
stories and be open to new and different ways of making sacred sense out of
themselves and their experiences. In addition, 1 attempt to model personal
integration by ncorporating in my lectures appropriate examples from both
my clinical cases and my own life, and T challenge my students to do the same,
especially in their written work. Although T am convinced that it can be
instructive and inspiring for our students o hear stories about how we and
others have struggled with developing greater emotional and spiritual compe-
tence, lam awane that any time we make ourselves vulnerable in the classroom,
we run a strong chance of increasing our own shame. This is particularly the
case when we de not have reasonable rules about “when to self-disclose, how
te self-disclose, and what to self-disclose."™ Monetheless, | think that the
transformation of pur students requires us to be authentic with them and to risk
respectful self-disclosures,

Prayer

1 begin every class with prayer for two primary reasons. First, [ want to
inwite the students to open their lives to the searching, forgiving, and transform-
ing presence of Ged so that they might be continually renewsed and empow-
ered. Second, [ think we theological educators have a responeibility to assist our
students in naming the demons that torment their lives and undermine their
emotional and spiritual competence. Accordingly, [ seek to caphure in prayer
the hurts, disappointments, failures, fears, grief, humiliations, and hopes of
their lives and to remind them of God's boundless lave. | intend that the
stuclents will realize that their spiritual crises have a central place in both the
informal and formal curricula of theological education.

Small Groups

Effective education is relational and dialogical. Students have often been
profoundly wounded in relationships, but they can alzo be healed in them.
small groups provide a context in which written documents (assigned read-
ings] intersect with living documents (the lives of the students). In my small
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groups, students are invited to explore some dimension of their lives pertinent
to the eouirse, e.g., their losses and their families of origin, and toshare what they
can with their peers. When the groups function competently, the students
become midwives to one another, facilitating the birth of a new, liberaling
narrative out of an oppressive story of shame and suftering. Smell groups can
become healing communities in which students are taken seriously, acknowl-
edpged, and affirmed. The students have a real opportunity to grow in their
competence as pastoral caregivers as they practice being empathic and compas-
sionate listeners to and steadfast supporters of one another,

A Course on Recovery from Bereavement

A course | regulerly teach that will illustrate my approach is one entitled,
“Recovery from Bereavement.” This course has five stated purpases. First, we
examine several different approaches to the psychology of loss from intrapsy-
chic and systemnic perspectives, This takes us inlo the most cogent theories
about the anatomy of bereavement including the dynamics of recovery from
mourning and the influences loss has on communities such as families. Second,
various kinds of loss are studied in order to leam about the common and
distinctive features of each, Third, we assess the most supportive and comfort-
ing types of ministry to people in mourning, Fourth, | encourage the students
o take stock of some of their own personal losses through the vears and try to
understand more deeply what these lesses have meant to them and how they
have altered their lives, Fifth, throughout the course the primary goal is to help
the students integrate new psychological and theological ideas and insignts
with their persenal experiences of loss and mourning so that they can develop
greater emotional and spiritual competence. My guiding conviction is that, ifa
peman is going o be able effectively to comlort and support those In mouming,
she ot he will have to explore, understand, and make peace with her or his own
losses; otherwise, she or he is likely o do more harm than good to the mourner
and torisk being overwhelmed by the suffering of those for whom she orhe tries
foy care.

Some of the questions | give to the students to guide their sharing in small
groups and 1o assist them in writing a major integrative paper on their losses
are:

What have been the most significant losses in your life?

What meanings have these losses had for you?

What have been the most serious losses in the life of your family of origin
and nuclear family?

How did your family of origin and nuclear family react to your personal
losses and to their losses?

In what ways did your family members help you with your losses?
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In what wavs did they hinder or complicale your recovery from bereave-
TS

How did you yourself cope with these losses?

Did you go through stages of bereavernent or accomplish cerbain tasks an
the way to recovery? [f so, which ones?

What resources did vou depend upon in vour recovery? Did your religious
comvictions help you? How?

Did your church assist you? In what ways? What assistance was not
provided that vou wish had been?

How did your earlier losses interact with and influence your later losses?

Whao provided the most helpful pastoral and for personal support foyvou in
your mourning? How did they do this?

In what ways did these losses change vour life?

How have you made sense out of your losses al various stages of vour lifie?

How have you integrated them into your life?

How are you different because of your losses?

My purpose in this and all courses [ teach is to create an accepting and
affirming community of trust and intelligent love in which everyone can
develop greater emotional and spiritual competence.

| Earl Thoripson [, 18 Gudies Professor of Pasteral Psychology and Family Shudies al
Andooer Newion Theviogica! Schaol. A practicing approved supervisor end clinical
miember of the American Assactation of Marriage ond Family Thermpdsts, he does
researci and teaching in the arva of theclogy and psychalegy of interpersanal refation-
shipe. His specialty is e emotional and spivihaal forces of close, committed relation-
sliips, Hrose that lead to alienatize and those that foster reconciliation and healing.
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Writing Practice and Pedagogy Across the
Theological Curriculum: Teaching
Writing in a Theological Context

Lucretia Bailey Yaghjion
Eptscopal Divinity School and
Weston Jesuit School of Theology

HIlitimtrﬂmﬂ:]_l.'difr'u:ult.” writes Thomas Merton, “towrite theology well, The
main reason why Lcan't write it is that 1 don't know it 1 don’t know precisely
what [ mean to sav, and therefore when [ start to write I find that Tam working
oul a theology as [ go."! It is alse ditficult, | have discovered, to teach "writing
theclogy® well, or to translate what David Kelsey has called an “implicit
practice™ into an explicit pedagogy. Yet as director of the Episcopal Divinity
School and Weston Jesudt School of Thealogy WRITE (Writing Resources and
Instruction for Theological Education) Program, | have been learming how to
teach writing in a theological context, and *working out a pedagogy as [ go.”

I do not, however, teach writing in a context where connections bebween
learning to wrile and writing to learn are pedagogical givens, As a writing
specialist witha PhuD, in English and a Master of Divinity degree who was hired
initially to teach remedial writing to intemational students, my theological
colleagues ask me, “Why should we teach writing to graduate theological
students who already know how to do it? Tan't welting a remedial intervention,
rather than an integral instrument of theological education? How is learning to
‘write theology well” any different from learning how 1o write well in any
acacdemic discipline or profession?™

For some, these questions may sound tediously rhetorical. For my faculty
colleagues, howeyer, the questions are real, relevant, and the subject of an
ongomg debate between those commitied to an “autonomous” model of
literacy, for whom writing skills should be taught independently from thetr
context, and those, myself included, embracing a more contextual model of
literacy, for whom writing instruction is inseparable from its context.! As the
conversabion has developed, however, these questions have challenged me: (1)
ter examine the paradigms of writing pedagogy that have informed my own
teaching of writing to theological students; (2) to reflect upon the experience ol
writing in a theological context both my own and that of my students; and, in
the light of these reflections on pedagogy and experience, (3) to argue that
“writing thealogy well” is not anly a writing process, but also a theological
practice. i

Thealogieal Bd ceatiom, Valume 53, Mumber 2 (1997) 3955 34
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The Write Program: Four Paradigms in Search of a Pedagogy

To a very large degree, The WRITE Program grew out of my awn experi-
ence of learning to “write” theology. When | entered Weston Jesuit School of
Theology in 1986 as a candidate for the Master of Divinity degree, | expected to
leave the nets of my English Fh.l), and twenty years of teaching experience at
the door, and immerse myself in preparation for ministry. I did not expect to
find myself leamning how to write all over again, or leaming how to teach
writing in a theological context, first at the request of fellow students lor whom
| facilitated day-long workshops, and later as an adjunct instructor providing
“Writing in a Theological Context” workshops for all students, and "Writing
and Research Acroas the Theological Curriculum® courses for international
students al Episcopal Divinity School and Weston Jesuit School of Theology.

Bul whal does it mean to teach writing “in a theological context™ In the
workshopa T taught, | presumed that all writing is defined by its socio-linguistic
context, and that writers within a particular context must learn how to navigate
the conventions of language, rhetoric, and written reasoning operative within
that context.* | further presumed that the writing process was insepamable from
the writer's process of engagement in and reflection upon the subject matter
supporting the writing,” In ather words, | assumed that a student entering a
new discipline, such as thealogical studies, was not only leaming to write
within that discipline, she was also “writing to learn.™ Thus [ argued that
learning to “write theology " was like learning to write in a foreign language,
and that both mainstream American students and international students
would profit from curricular instruction in “writing in a theological context.”

While my faculty colleagues were convinced of the need te provide writing
courses for international students, most were unconvinced that teaching writ-
ing as a theological discipling in Hs own right was necessary for all students.
Thus our WRITE Program journey began with a remedial paradigm of writing
pedagogy, which | have called the Writing ns a Foreign Language Paradigm.
However, each of the paradigms that I describe here—(1) Writing as a Foreign
Language; (2} Writing as a Reflectve Process; (3) Writing as a Chsciplinary
Project; and (4} Writing as a Theological Practice—has informed my writing
pedagogy from the beginning of the program. [will use them here to retrace the
steps of an ongring dialogue between the teaching of writing and the learning
of theology at Episcopal Divinity School and Weston Jesuit School of Theology.

The Writing as a Foreign Language Paradign
The Paradigm in Profile

According to this paradigm, writing is an antonomous linguaistic skill that
can be taught and learned independently of the social context, or discipline,
3I_|FFII:I-‘|'|:i'|'|_'|'_l; the writing; heree I‘EI}l']'I:II:"-E 'I.x'r':iHJ'IE s like fﬂﬂd'l.'ing a fﬂﬂ:iﬂﬂ
languaage, with its own grammar, vocabulary, and linguistic structure. Wiiting
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proficiency is the norm, and its deficiency (for whatever reasons) is an aberm-
ticn feom the norm; implicit ane cultural nobions regirding literacy as “health”
wa, “ill-teracy™ as “disease” that must be “cured ™ if the person s to parbcipate
fully in literate society, The task of wobking pedagepy, according to this
paradigm, is to provide a “remedy” for the deficiency (punctuation rules for
people who can't puncluake sentences; protocels for writing thesis statements
for those unacquainted with such conventions), The course or duration of this
pedagogy is determined by the abilities of the learner to “make up® his ar her
deficiencies; it 18 an intervention rather than an integral component of the
currculum.

The "user's" perception of the pedagogy is both apologetic [*1 shouldn't
have these writing problems™) and appreciative {"T couldn’t have written this
without vour help"l; for intermnational sfudents, these perceptions can be
disempowering. The broader cultural perception of the pedagogy is largely
peiorative, sending a message to those in need of such assistance that “they
don’t quite measure up,” and o those without "deficiencies” in thelr writing
that they have no need of such interventions.

The gift of this paradigm is that it creates a safe space—a kind of "hospital”
where the “patient” can recover [rom the particular deficiency and engage in
thieappropriate “writing practice,” or remedy, neceasary for that recuperation.
The limitation of this paradigm is that it creates a dichotomy between “the
proficient” and the "deficient,” and can reduce the teaching of writing toa "fix-
it” project rather than a learning process.

The Paradigm m Practice

For the first two vears of the WRITE Program, this paradigm of writing
pedagogy informed the International Writers' Seminars (fall) and International
Workshops (spring), which met approximately every other week on Friday
afternoons throughout each semester, The fourfold objective of this yearlong
program was (1) tointroduce international students to writing in an American
academic and theological context; (2] toenable them bo identify and manage the
specific writing tasks required in the Episcopal Divinity School and Weaton
Jesuit Sehool of Theology context with increasing comfort and competence; (3}
to provide practical instruction in basic writing =kills through class presenta-
tions, individual tutoring, and writers" workshop groups; and () to offer a
hospitable environment for each student’s development as a writer in an
American academic and theological context. Toward these ends, the first-
semester course provided an introduction towriting in an Amertican academic
and theological context, combined with instruction and tutorial assistance in
English language skills; the second-semester course was conducted maore
informally asa writing workshop where students presented writing in progress
for other courses for class feedback and critique.
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Every educator knows that each course one teaches is at least three different
courses: (1} the course as it is envisionesd by the teacher and projected on the
E}'!FB'I:HJ.E.: (2} the course that is EI:'!I:I.JE]l"l.' tau Eh! h_',.' Hie tiepe ber tn mberaeHon with
those students who comprise the class; and (3] the course Ehat is received and
perceived by the participants, While T sought to teach “writing in a theological
context” to international students, with supplementary but secondary assis-
tance in English language akills, the course that intemational students actually
experienced was more like & medicinal pill that they could take on a regular
basis in order o heal their English language disabilibies.

On the outside of the pill wasa sugarcoated cultural and discipline-driven
patina, designed to make the pill easier to swallow, For example, students were
encouraged o wreite oulof thelr own cultural contexts, and at the same tme, o
attend to differences between writing in a Western pedagogical context and
writing for their own conatituencies.” In addition, students were introduced in
a rudimentary way to such typical genres of theological discourse as theologi-
cal reflection; theological argument; hiblicel exegesis; and theological research.

Un the inside of this pedagogical pill, however, was remedial medicine,
pure and simple, whereby students brought "diseased” papers to their tutors
or to me for an editorial “treatment” prior to handing them in to their profes-
sors. While I had been duly trained (o keep the pen in the student's hand and
not to “fix” his paper, the most visible progress in English writing fluency
occurred with those students who not only attended the class, but also taok
advantage of tutorial time. And whoever was holding the pen, [ was still
holding the medicine my students wanted: an insider's grasp of standard
written English that they could tap into to “correct” their papers, Theme were,
of course, exceptions to this rule; but as a writing teacher trained to respond o
heraudience, | complied with this remedial model, while quietly incorporating
ather paradigme of writing pedagogy into the international student courses
The meost initially suceessful of these was the Writing Process Paradigm, o
which we bum next.

The Writing as a Reflective Process Paradigm
The Paradigm in Profile

According to this paradigm, writing isa personal, reflective, and rhetorical
process grounded in one's own linguistic competencies bul always open to
revision and improvement: a work in progress, Writing proficiency skills must
be grounded in an understanding of the way writers write {in other words, their
own process); hence remediation is secondary to mediation of students” en-
gagementin the writing process. The task of this pedagopgy is fluency [not, at the
beginning of the process, grammatical correctness), Accord ing to the protocols
of this pedagogy, such fluency is achieved by writing multiple drafts, embrac-
ing chaos, making use of student writing groups, and writing conferences with
the instructor to revise drafts-in-progress. The course, or duration, of this
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pedagogy is renegotiated each time one writes a paper and reengages the
wriling process, The limits upon it are imposed by the student's willingness to
produce and reproduce drafts, and (usually) by the due date of an assignment.

The "user's”™ parception of this pedagogy is writer-centersd and focused
upon process before “product”; to enter into this paradigm successiully,
students must imagine themselves good writers and enjoy the process; stu-
dents who do not consider themselves good writers are more prone to hand in
the first draft of whatever they write and dispense with the revision process.
The broader cultural perception of this paradigm is that it is the way “real
writers™ work and write, but there is also a cultural reticence around sharing
work-in-process. The gift of this paradigm is that it invites students into a
knowledge of their own writing process, and it offers much room for explora-
tiom, renegotiation of the writing task, and ongoing revision. In so doing, it
underscores the integral connection between writing and thinking. The limita-
tion of this paradigm is that its focus on process can become detached from its
aocial / disciplinary context, with disproportionate attention paid to the indi-
vidual student’s writing process, rather than to the purpose of the writing and
its intended audience,

The Paradigm in Practice

Writing in a theological context is produced by wrilers in a theological
context. While this assumption might seem much too obvious a tautology on
which to hang a pedagogy, my own experience in the WRITE Program has
taught me otherwise. Although students might write four or five major papers
a semester for their various courses, spending endless hours an the reading,
research, drafting, revising, and final presentation of these papers, most
students would never call themselves “writers.” Yet as poet Marge Fiercy says,
"the real writer is one who really writes,”" and a5 Yaroslay Pelikan is reputed
to teach his graduate students, “We write everything three times: fiest, to find
out what we want to say; second, to say that and only that; finally, so that
somecne else will want to read it.”¥ Whether our own experience of ourselves
as writers writing corroborates or contradicts Percy's poetry and Pelikan’s
wisdom, their words remind us that: (1) writing Is produced by writers; (2)
writing is a process by which writers discover what they want to say and then
write it not only for themselves, but for an sudience; and (3} different writing
tasks emphasize different parts of the process, However, a prior pedagogical
step is needed inorder to raise students’ consciousness of themselves as writers
who ane really writing: that of reflection upon one’s own writing process, in
conversation with athers who are similarly engaged in such reflection,

When practiced in a theological context, reflection on the writing process
providesstudents with three invaluable tools. Fiest, by paying attention to what
one of my international students has called “the incipient writer in me,”
students become more centered in their own writing, more confident of the
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writing skills that they have, and more patient with those that they are still
sevking to improve. Secondly, by focusing upon the writing process in its own
right, students from different cultures and theological backgrounds find com-
mon ground from which to engage their theological project. Finally, by reflact-
ing together on their processes of writing a theclogical paper, students are
participating in theological reflection as well, as questions about "how 1 write”
invariably elicit further questions about “what I meant to say in this theological
paper.”

Therefore, at the beginning of every course or workshop, Linvite students
to write a process reflection on the most recent paper they have written,
beginning with their first ruminations on the assignment and concluding with
their presentation of the completed paper to their professor, Requesting them
also to reflect upon the strengths and weaknesses of their writing process, | then
ask them to share their writing processes with a partner, who will in tum
describe the partner's writing process to the workshop group, After each
partner has shared the other's process with the larger group, Lask for feedback
o thia process-reflection exercise, which invarably evokes two primary re-
sponses: the reassuring discovery that other students experience the same
strugities with their writing, and an equally significant awareness of a diversity
of writing processes among various writers, It is particularly helpful for
international students to discover that native English speakers and writers ane
also struggling to tanslate thoughts into words on paper, notwithstanding
differing degrees of language proficiency. Formany theological stadents, these
workshops provide the only sustained opportunity they have to reflect on
writing as writing with fellow students, and teattend to the wreiter within who
is learning bo write ina theological context, but whose writing-self is not limited
by that context.

Moreover, reflection on the writing process in its own right can also
provide a common denominalor across the theelogical curriculum, enabling
students and faculty from different theological disciplines and perspectives to
talk to one another out of their shared experience of “writing in a theological
context.” In a “Faculty Writers in Residence” series, faculty members are
invited to lalk with students about thietr own theological writing projects, with
an emphasis on the writing process, When, at one of these gatherings, a
distinguished ethicas professor confessad that he typically wrate outlines from
his first dralts, because he was unable Lo write Arst dreafts from an outline, one
student remarked, “Knowing that a faculty member whose articles I have read
and admired has the same struggles with wriling that 1 do gives me more
courage to keep struggling with my own wriking!”

Both in my international student classes, where discussion of the writing
process provides a neitral space where students from diverse multicultural
backgrounds can embrace their common task as theological writers, and in
other WRITE Program workshops, talking about writing can also create com-
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munity across institutional and theological boundaries. A “Writing as a Woman
in a Theslogical Context” Student/Faculty Conversation Group included,
amang others, a Roman Catholiz woman religious and charch historian from
Weslon Jesuit School of Thealogy, an Asian feminist theologian from Episcopal
Lhvinity School, a lesbian feminist theologian from Episcopal Divinity School,
and a Weston Jesult professor of lay spintuality and spiritual direction who had
just completed a novel. As one of the participants said, “Because we werne
talking about writing, we could communicate in ways that we never would
have if we were talking at each other from differing theological viewpoints*

While this pedagogy of the writing process, with its emphasis upon the
individual writer writing, has been overshadowed in recent compuosition
theary by social conatructionist methodologies of written communication, its
engagement-reflection methodology is no stranger to the theological curricus
lum, or, for that matter, to theelogians. Bernard Lenergan, for example, has
argued that the foundation of a renewed theology is “reflection on the ongoing
procesa of conversion,” explaining that "just as the scientist studies the scien-
tific method to gain new truth, so the theologian must reflect on the process of
conversion in order to understand religious truth.™" Similarly, as lnguistic
peychologist Lev Vygotsky has described, every piece of writing encodes a
process of conversion from “inner speach” o wrilten afticulation;™ and, 1
suggest, every theological paper that astudent writes not only invites reflection
upon conversion, but also becomes an active instrument of (15 realization. Thus
when students discuss the writing of their papers with one another, they are
also weighing theclogical arguments, refining theological language, and en-
Eaging in a process of communal discernment over words and meanings with
what theologian William Spahn has called “reasoning hearts.”™

However, fust as authentic theological reflection presupposas some actinn
toy be embraced as a result of the reflection, so reflection on the wriling process
is nok an end in itself, at least when such reflection is practiced in a theological
context, On the contrary, focus on the "how” of writing leads students inexo-
rably to an awareness of the “what,” the "where,” and the “why" of writing.
Moreaver, however enthusiastically students respond to the invitation to
reflect upon their own process as writers in a theological context, this reflection
does not transform them instantly into mature theological writers, While it
often enables students to identify particular weaknesses in their writing, such
ad the ability to craft a sustained theological argument, it does not provide the
disciplinary tools necessary for apprenticing students to a particular discourse
community, with its own convenbions of stvle, structune, and written meason-
ing. For these tools, Tturmed to the Writing as a Dhsciplinary Project Paradigm,
and began to adapt it to the needs of WRITE Program students,
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The Writing as a Disciplinary Project Paradigm
The Paradigm in Profile

According to this paradigm, writing happens in a secial, rhetorical, and
disciplinary context, and the skills it supports will vary according to the
context, In particular, academic wniting proficiency is driven to a large degree
by the discipline for which one is writing; hence when the disciplinary context
of one’s writing changes, the requiremonts and expectations of writing prafi-
ciency will alse change. The task of this writing pedagogy is to introduce
students to the writing practices embedded in the particular discipline by: (1)
making them more explicit, and (2} conceiving the writing task a8 a kind of
"wribing practicum” within the discipline, and hence (3} providing an "added”
competency rather than making up for a deficiency. The eourse or duration of
this pedagogy extends throughout the student’s writing practice and experi-
enee i the pqﬁl;q]ar discipline; it 5 not limited to wriling courses, but
spproaches all writing within that discipline as part of the pedagogy.

In the “writing as a disciplinary project” paradigm of writing pedagoay,
Evervone @ a potential “user” because everyone is writing in that disciplinary
context; hence the perception of the pedagopy changes from apology or
sppreciation to ownership of one's own mastery of the requisite dis-:i]:llinar:.r
diseourse. The broader cultural perception of this paradigm is a tendency to
dismiss the disciplinary context as a significant factor in the writing process,
When the disciplinary context is named and shared, however, it becomes
commaon ground for writers from diverse writing backgrounds, and it fosters
cooperative learning. The gifts of this paradigm are that it names all pedagogy
within that disciplinary project as "writing pedagogy,” it encourages hesth
students and faculty to look at writing assignments through that contextual
lens, and it develops a repertoire of thetorical strategies specific to the disci-
pline n which one is writing. The limitations of this paradigm are that it is
bounded in many ways by the disciplinary project that it seeks to support, and
it may not be as nurturing of other types of writing,

The Paradigm in Practice

A second-career professional M.B.A. woman student writes her first theo-
logical reflection paper and is told, "You haven't explored these issues with
enough depth.” She sits in my affice and protests, " After writing brief business
memos for fifteen vears, how can [ learn to elaborate?” A Korean Episcopal
priest writes, "At first, when 1 leamed to write the theological paper in English
I'was confused as to whetherl wasstudying theclogy or learning English.” And
an American computer engineer turned theological student confesses, “My
transition difficulty involves moving from a problem-selving discipline to an
"engagement-reflection” discipline where [ must enter in regard less of my stabe
of knowledge or preparation.”

dh
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Each of these atudents knows from painstaking experience what many
theological facully, for whom theology remains in spirit if not in truth, “the
Queen of the Sciences,” too easily forget: that theological discourse is not a
universal language but a Jocal dialect ameng dialects. Similarly, theology is a
discipline among disciplines, even if it is, according to theologian Roger
Haight, an "ungainly" ane." If we understand a discipline as "a community, a
practical tradition, a problem focus, a text milien or corpus, and a creative
grammar or thetoric,"" disciplinary writing is a primary means of “displaying
disciplinarity.”* But in order to write effectively in a particular discipline,
students must, to adapt David Bartholmae's words, “invent” it:

Every time a student sits down to write for us, [she or he| has
toinvent the university for the oemsion-—invent the university,
that is, or abranch of it, like history or anthropology or econom-
ics or English. The shudent has to leamn to speak our language,
to speak as we do, to try on the peculiar ways of knowing,
selecting, evaluating, reporting, concluding and arguing that
define the discourse of our community, Or perhaps [ should say
the various discourses of our community ... .7

While Bartholmae imposes what might seem a daunting task vpen under-
graduate students, my own experience as a theological student writer and s i
writing teacher of theological students corrobarates his assertion. Although [
had written a Ph.D, thesis, had published articles in my own field of literature,
and had taughtstudents how towrite in English composition ¢lasses for bwenty
years, theological study required that 1 learn to write all over again. Bul
because, as Clifford Geertr has suggested, “the various disciplines. . . that make
upthescattered discourse of modern scholarship are more than just intellectual
coigns of vantage bul are wavs of being in the world,” to learn to write in a
theological context was “net just 1o take up & bechnical task but to take on a
cultural frame that would [*redefime] a great part of [my] life.” Inother words,
writing theological discourse was cne means of my socialization into the
theclogical community, just as it is for the students | now teach at Weston and
at Episcopal THvinity Schanl

l am not suggesting that writing competence cannot be transferable from
one writing discipline to another,™ or that writing skills mastered in cne
discipline have no relevance within a new context. However, | am suggesting
that my major task as a beginning theological student wis to learn how to write
“disciplinary discourse™ that was significantly different from the writing [
bad done for the literary academy, however reassuring their similarities,
because in every discipline, writlen knowledge does different things,™

I'e account for these differences and similarities, Susan Peck MacDonald
comceives of acad emic writing as a continuum with “data-driven” discourse, in
which the text forms the basis for abstractions about the text, at one end, and
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“conceptually driven discourse,” which "begins with a theory, hypaothesis,
problem, or other conceptual apparatus whose terms ane set befone the data are
approached,” at the other end of the academic writing continuum.® While
thsologrical discourse embraces both ends of this continuum, with, as 1 shall
argue presently, an “experience-driven” discourse radiating from the center,
my own challenge as a theological student, and that of many of the students 1
teach, was to negotiate “ronceptually-driven” writing and thinking,

Asanovice theological student | relied heavily upon the wriling skills Lhad,
while remaining painfully aware of those that T ieeded, and T recommend the
same strategy to my students. But the conceptually-driven discourse that
characterizes most theological writing demanded that T not only write ditfer-
ently, but that [ think differently, And if thinking “is a matter of trafficking in
the symbaolic forms available to one or another community,”" thinking and
writing theologically required me not only to reposition mysell within the
continuum of academic discourse, but alse to re-conceptualize myselt as a
practicing writer within a new discourse community.

Putting this “writing in the disciplines” paradigm of writing pedagogy into
practice has been essential to our development of a paradigm of “Writing as a
Theological Practice.” Rhetorician James Crosswhite correctly observes that
"different disciplines and professions operate with different rheterics. Ditfer-
ent authorities are recognized by different professional groups. Different
ptotocols and styles of reasoning hold sway in different disciplines.”™ Trans-
lating my own experience info an effective “writing in the disciplines” peda-
gogy for WRITE Program students has been complicated by the fact that
Episcopal Divinity School and Weston Jesuit School of Theology students are
writing in different theological contexts, with different rhetorics, writing
protocols, and styles of reasening influencing both the kinds of theclogical
writing assigned and the criteria used in evaluating student writing, While
Weston [esuit School of Theology professors tend to favor “conceptually-
baged" theclogical writing or “data-based” biblical exegesis that states a
straightiorward hy pothesis and supports it in a logical and systemnatic manner,
Episcopal Divinity School faculty encourage a contextual, social-location-
based rhetoric of engagement and reflection, whether the assignment is a
biblical exegesis or a theolegical sssay, Yet both faculties cultivate excellence in
student writing, are encouraging and exacting mentors of their thesis students,
and expect from all students writing in which critical reflection translates on
paper into struchired argument and analysis, whether a student uses a feminist
liberation methodology or raditional historical-critical exegesis.

In order tehonor the differences and the similarities of these contexts, | first
invite students to define and describe their own writing context by asking the
question, "What has been your experience of "writing in a theological context’
at Episcopal Divinity School or Weston Jesuit Schoaol of Thealogy ™ As students
begin toidentify the particular parameters of their own site of writing, they alse




Lucretia Bailey Yaghjian

become aware that their classmates’ contexts differ in significant ways from
I]‘u'-_"lr G,

Ina "Writing as a Woman in a Theological Context™ workshop, one student
wrale, “T have been privileged to be a student and writer at Weston Jesuif,
because, in all the writing I have done here, my professors have consistently
encouraged me to combine my head and my hearl, the passionate and the
rational * However, another student reflected, “The Weston context has not
honored my own experience as a woman in mid-life who has brought many
vears of ministerial and life experience with me; I have found the writing
required of me to be too academic and unrelated to the way 1 really converse
with wioamen T minister with.'”

“Since coming to EDS,* writes another student, I have found that 1 need
o b able b make and unmake my context: a white middle-class American
woman, educated to reproduce the discourse of academic writing,” She went
on o describe her experience of wriling as dialogical and multivocal, embrac-
ing different social and theological locations, In dialogue with her, another EDS
student wrote, “If Lam asked to write one moTe theological reflection from my
own aocial locaton, 1 will acream! [ would much rather write a traditional
academic paper for a change!”

By naming their own experience of the theological contesxt inwhich they are
wrlling, students begin to situate themselves within the context and to exercise
some control over its conventions and expectationa, But another difficulty in
dealing with this “writing in the disciplines™ model is the diversity of faculty
pedagogies and preferred writing protocols, even within the same institution
and, frequently, within the same subject area. As Caroline Matalene says,

If we define rhetoric as a way of thinking about the relation-
ghips thal exist among speaker, subject matter, purpose, and
audience, then we might think of rhetoric as the verbal equiva-
lentaf ecology, thestudy of the relationships that exist between
anorganismand itsenvironment Both rhetoric and ecology are
disciplines that emphasize the inescapable and, to a great
extent, decisive influsnce of local conditions.

Asatheolopgical student at Weston, | took biblical studies courses from four
different professors, each one of whom had very different expectations of what
a good exegesis was and how it should be written, [ learned very quickly that
each course a student takes tends to be a “discipline” or "discourse commu-
nity” of its own, with ite own rhetorical requirements, In spite of these
differences, however, lalsodiscovered that once Thad a werking model for one
exegesis paper, itmade the next one much easier to wrile, notwithstanding local
variations of style, length, and exegebical focus,

A necessary second step, then, toward a “writing in the disciplines”
paradigm of writing pedagogy 15 one that engages students in identifying
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writing protocoels for particular classes they are taking, orfora specific thealogi-
citl genre, For the purpese of examining genres of theological discourse, |
]'lnw'in:]{' atudenits with o set -e1fq1,:|::.'~+i4 5 d'l.'."'iliE_'I"II:"!d teselicil information concern-
ing & theelogical writing assignment; the subject matter, distinguishing stvlistic
features, structure of argument, level of language, intended audience, and
persona, of voice, of the writer.® The students, in turn, have chosen either a
theological article they are reading or 8 theological writing assignment, accom-
panied by the professor’s instructions for completing the assignment, as a
sample of theological discourse that they wish to interrogate. After students
have engaged this hearistic process in small groups dedicated to a particular
thealogical writing task (e.g., the theological reflection paper or the biblical
exegesis), each group develops its own “working model” for that theological
genre, consisting of a general description of the genre and specific constraints,
or guidelines, for writing in that theological genre. These working models of
theological discourse are shared informally with the larger wc-rkahc-p or class
group, and ultimately find their way into an in-house “Theological Writer's
Guide” that is distributed to students registered for WEITE FProgram courses
and workshops.

Thealogical faculty, however, remain the most strategic guides for theo-
logical atudent writers, hoth through individual mentoring of stodents writing
within their fields of specialization and through their participation in “Faculty
Writers in Residence” student / faculty conversations and mini-workshops on
“Writing the Theological Thesis,” These conversations and workshope hive:
(1) established common ground across theclogical disciplines by means of the
writing process; {2) identified common rhetorical strategies across the theologi-
cal curriculum, such as the one-page paper responding to s thealogical question
{Weston) or the situated engagement-reflection paper {EDS); and {3) recog-
nized differences between writing across the theological curriculum, such as
the data-based protocols of church history and biblical studies, and the concep-
tually-based protocols of fundamental or systematic theology.

Bvery theological student knows intuitively, however, that a “writing in
the disciplines” paradigm is not adequate toembrace the profundity of writing
that a theological education, at its best, nspires. Informed as it is by what
Elisabeth Schiissler Fiorenza calls the “double agenda of selentific’ theological
thinking and professional training,”* theological education is also, as Rebecca
Chopp describes, an immersion in “transformative practices.”** One of these
practices is surely writing, but if writing is to be an agent of transformation in
theolzrical education, we need o reconeeive writing as a theological practice.

The Writing as a Theological Practice Paradigm
The Paradigem in Profile

According to this paradigm, writing, as a major mode aof thealogical
learning, is one of the social practices of teaching and learning commen to the
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thealogical school,® and a primary eriteria employed in evaluating theological
learming. Within this paradigm, writing proficiency is measured by the degree
to which writers have integrated their own process of theological reflaction
with the operative protocols of the theological context in which they are writing
{e.g., social-location-based reflection; thesis /argument; exegesis). The task of
this writing pedagogy is to re-envision writing as a theological practice and to
invite students to engage that practice from the starting point of their own
social / theological location, The parameters of this writing pedagogy extend
across the theological curriculum, requiring students to embrace a multiplicity
of voices, contexts, paradigms, and pedagogies.

In the *Writing as a Theological Practice” paradigm of writing pedagogy,
the user’s perception of the pedagogy is both discipline-directed and integra-
tive; in other words, writing is construed both as specific discourses encoun-
tered across the theological curriculum and as a more global practics of
theological learning through which those discourses are engendered, The
broader cultural perception of this paradigm is that of highly specialized {and
pften arcane) discourse that is inaccessible to nonspecialists; however, theolo-
glan David Tracy identifies theology as public discourse and argues for its
accountability toeach of the publics, or sudiences, that it addresses: academy,
church, and society.™ The gift of this paradigm is its infegral and nluitive
conniection with the process of theological education in which it is embedded
and its dedication to the particular demands and disciplines of writing in a
thealogical context. The limitation of this paradigm ia the virtual lack of a
curricular structure to support it; hence its pedagogical potential across the
thealogical carriculum remains largely unexamined and unexplored.

The Paradigm in Praciice

In the “Writing and Research Across the Theological Curriculum” class, [
teach writing as if it wene a theological practice. But in order o do this, T first
invite theological students to make writing their practice, believing with
Natalie Goldberg that “to do writing practice means Lo deal ultimately with
your whale life, "™ The writing practice that I recommend ko students, however,
is an ongoing process of writing, peer response, and rewriting, Every class
sosgion, therefore, begins with “Reflecting on Paper,” a fifteen-minute "strac-
tured free-writing™ exercise in which students respond to a protocol T have
prepared or are free to pursue one of their own, Some students may use this
Hme to produce a logically reasoned responsa to a theological question, Others
may write an in-process reflection on a research project, or narrate an experi-
ence al a field ministry site. SHll others might write a poem:

We were arriving gently
Everyone else in their seat
Some of us on liptoes
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As ifvalking in our sleep

We dived alowly

Into our white paper

Bach cne cooking,

The best from thekr ideas

Then we share our goals reached
Everyone a true architect

A theologian, a philosopher, a poet!
We free the best of ourselves
Testing the purest of sensations
Small ecstasies bearing our ideas:
To express our feelings

Is the baest that could happen.®

This writing s then shared with a writing partner or workshop group for
feedback and response, in order to include the writer's audience within the
circle of writing practice and to make that practice a more communal affair,

By beginning each class with writing practice, and widening the circle of
that practice to include peer response and rewriting, [ am trving to do several
things. First, | am brving to clear a more vigible, communal, and multifaceted
writing space within our theolegical context and fo encourage my theological
students to clear spaces i their own lives for their own writing practice.
Secondly, [ am attempting to reposition the act of writing in the disciplines of
thealogy and religious studies from that of "writing up® one’s conclusions at
the end of the process™ to “writing down™ one’s questions, reflections, and
preliminary hypotheses from Hie very beginning of a project. By that strategic
repositioning, | am also making a claim for writing a8 a primary mode of
theclogical leaming and commumnication that is ne less deserving of class Hme,
space, and focus than oml modes of theclogical discourse. Finally, and perhaps
most importantly, 1 am inviting my students 1o integrate the personal and
vammunal processes of theological reflection with their own writing practice,
in the hope that they will discover the nciplent writers within them and
continue that practice in other theological contexts.

Writing as a Theological Practice: A Paradigm in Progress

The "Writing as a Theological Practice” paradigm that [ imagine for my
theological context is not yet fully instituted, The word “instituted” is appro-
priate here, because the WRITE Program remains adjunct, rather than integral,
to the institutions that it serves, In my theological context, and, 1 suspect, in
yours, writing is embraced as a pedagogical means to a theological end, and
writing proficiency is presupposed of theological students, However, in my
theological context, and, 1 suspect, in yours, the practice of writing is so very

al
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much taken for granted that it disappears into the curriculum like invisible ink.
This disappearing act is due, at least in part, (o the fact that theology is a
“phonocentric” discipline.™ It privileges the spoken, proclaimed word above
the secondary medium of writing. This disciplinary preference is evident in the
written language that theologians use to address their audiences, As Rowan
Willlams does when he asserts that theology is fundamentally “a way of
talking,™ and David Tracy when he imagines theology as 4 “communal
conversabion on behalf of the kairos of our day,"* theologians typically sub-
merge their own acts of writing into metaphors of speaking and conversation,
preferring to “speak through books,” as Clement of Alexandria exborted in the
second century, than to "write™ them,®

In theological education, as in other academic and professional disciplines,
writing with invisible ink has consequences. When the practice of writing
becomes invisible, the process of writing disappears as well, and their role in
the construction of theological meaning is “overwritten® by more visible and
vocal media of theological learning. Moreover, the power of the writhen,
published word to maintain disciplinary boundaries and control the produoc-
tion of thealogical discourse s subtly disguised by treating academic wriling as
an apologetic albernative to “talk™ or "conversation.” In such a climate, as ane
of my faculty colleagues described, writing practice and pedagogy remain “one
carin the water” that is left to pad dle alone while others pursue more explicitly
“theological ™ pedagogical practices,

Writing as a Theological Practice:
Reenvisioning the Paradigms

But what if writing in theological education were construed not merely as
the reproduction on paper of preexisting mental acts of theological reasaning,
but as an active constituent of the theological imagination? What if writing a
theological argument were no less “writing theelogy” than engaging in a
thenlogical reflection group is “doing theclogy ™7 What if writing in a theologi-
cal context were understood ag ongoing reflection on conversion, in whatever
rhetorical form or mode of theological discourse? And what if, in the light of
that understanding, the act of writing from a thealogical location were taken
seriously as “an act of creating one's life in new ways?™ What if, at the same
time, writing across the theclogical curdeulum were envisioned as a “social
practice” no less than a solitary one,® through the encouragement of theological
writers” groups and collaborative writing projects? What if, in other words,
writing for the purposes of theological learning were a thealogical practice,
after all?

Let us call writing practice in a theological context a theelogical practice.
Instructed by Alasdair MacIntyre, David Kelsey, and Rebecea Chopp, [under-
stand a practice to mean a way of doing end a way of being that is both socially
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constructed and individually embodied, and subject to norms thak define or
directit.® A theological practice, then, s asocially constructed and individually
embodied way of deing and being apropos to a particular theological commu-
nity, As David Tracy describes it, the production of theological discourse
through “the acts of apeaking and writing” is such a practice: “ Across the broad
spectrium of different academic setlinges and different cultures, even thebroader
spectrum of different paradigms for theology's disciplinary status, most theo-
logiang do recognize their responsibility to produce thealegical discourse
which meets the highest standards of the contemporary academy.”* Rebecca
Chopp defines thealogy itself as “discourse about God in the Christian commu-
rikty™ that “directs the praxis of the community, " And Rowan Williams argues
that:

Theology is a language used by a specific group of people to
make senge of their world—not so much to explain it as to find
words that will hold or reflect what in the environment is
gonsed o be solid, suthoritative, and creative of where we
stand. Thus theology is alwava invalved with doing new or odd
things with speech . .. And that’s saying that theology isa way
of talking, and a way of tranaforming and negotinting with ar
i11 |.|1.1‘|E|.|.E.Et'."‘3'

While Williams's phonocentric bias toward theological discourse is evident in
these remarks, he argues cogently for theology as a discipline that does things
with words for the love of God and for the hope of a transformed human
community. [f this definition sounds more poetic than theological, that is no
accident. As poet Kathleen Norris observes, “Toets and Christians . . . are
pecple wha believe in the power of words to effect change in the human
heart."™"

Writing as a Theological Praclice—a Language Practice

Writing as a theological practice, then, is, first of all, a language practice: “a
way of transforming and negotiating with or in language.” It is not pure,
unadulterated ratiocination springing from theslogians’ heads like Athena
from the head of Zeus, Theology is “talk, thought, reasening about God"*
mediated through language. Thus we can call theclogy, in rhetorician LA,
Richards’s terms, a “language study™ “Corresponding to all these studies
[Mathematics, IPhysics, Chemistry, Bislogy, Sociology, Anthropology, Poetics,
Dialectic] are characteristic uses of language . . . . All of them are both subject
matter and language studies, That is the chief point here: there is no study
which is not a language study, concerned with the speculative instruments it
ermploys, "

In thealogical parlance, Richards cautions us against separating the writing
of thealogy from the "speculative instruments” that we employ to “do theol-
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oy thinking about human experence, reading, reflection, reasoning, in-
quiry, interpretation, prayer. When Thomas Merton d escribes himself “work-
ing out a theology” as he writes, he gives us a rare glimpae of o theological
writer thinking theologically through the process of writing, rather than merely
using wriking to transcribe prepackaged theological thinking. The first image
of our theological writer at work relates thought and language integrally, as
sound to melody; the alternate view imagines wrilten language separately, ag
the: garment of thought Max Black wisaly identifies both these images as
madels of a complex relationship that cannot be complelely captured by either
ane; but he, like me, favoers the analogy of sound to melody, perhaps because,
like mine, it reflects his own experience more accurately, Extending this
analogy and extrapolating from it, language is the sound of which spoken and
written theology is cne melody. ¥

Writing as a thealogical practice is also grounded in 8 soclocultural under-
standing of language in which learning to write theological discourse can be
compared to learning to write a foreign language and, o a greater or lesser
degree, internalizing its culture. In my “Writing Across the Theological Cur-
deulum™ course for international students, [ introduce the "Cultural amd
Linguistic Contexts” of our writing practice with Rowan Williams's "Thealogi-
cal Integrity™ and David Tracy’s “A Social Portrait of the Theologian™ as
thealogical points of departure; Helen Fox's introduction to Listening to the
Warld: Cultural Issues in Academic Writing™ for a cross-cultural perspective
an American scademic literate practices; and Howard Becker’s “Freshman
English for Graduate Students” in Writing for Social Scientists, which not only
serves as o basic writing text for the course, but also provides a persuasive
precedent for teaching discipline-specific writing on a graduate lavel ™

These readings provide a preliminary framewaork for student writing on
their own contexts of literacy, first in their cultures of origin and also as writers
in an American academic and theological context. In such papers, an African
student described learming to write by forming lettersin the ground, withastick
carefully sharpened for the purpose; & Japanese student remembered her
mother criticizing her inscription of Japanese characters o severely that she
digliked writing of any kind for years afterward; and a student from Mizoram
(northeast India), struck by the pedagogy of domination implicit in her mis-
sionary-based education, wrote a thesis critiquing the religious captivity of
literate practices in her rural Indian village, especially in relationship to
women's place in society.™

By examining the history of their own literate practices in relationship to
their development as writers in a theological context, students take responsibil-
ity for their own appropriation of "Standard Written English,” rather than
being appropriated by the dominant discourse, As an EDS D .Min, student and
seminary professor from Uganda eloquently wrate conceming the cultural
implications of learning to write in an American style:
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Thank vou Carla, for your observation is good.

What the American hag, is what = /he gives,

Take his technique, understand ber values,

for then you will stay in this: the land of your sojouming,
Carla, Sojourner, are vou here to stay?

Those who sojourn, go back home,

Taking food and all to their own,

Take the techniques, go with their values.

Write for your people, about their values,

Write the critique of the American values,

for they move faster than ever before, engulfing the world,
Empower, empowerment: who will do it for your people?
You will do it, for what you have i3 not o little.

Eta:, here, arcund, and it will be so litile;

Take it home and you won't belittle

the few who will get the Hittle,

Empowered, empowered ™

Writing as a Theological Practice—a Reflective Process

Writing as a theological practice is, secondly, a refleclive process with
personal and pedagogical dimensions. | use the term “personal” unashamedly,
because persons use language to express themselves, and there is no genuine
education without personal engagement, commitment, and transformation.
That is to say, if the personal is palitical, it i+ also pedagogical. Rebecea Chepp
has wisely noted that many women are drawn to theological education “atter
or in the midst of life-transforming experiences,”™ In my experience, all
theological students come to seminary for prefoundly personal reasons that
may ormay not he political ones; at the heart of every student ] have ever taught
is astory of conversion waiting to be written and struggling to be realized in the
form of vocation. That personal story of conversion is also what sustains
students through the hard places of their theclogical study and draws them
toward deepening understanding, Indeed, many theclogical students make
their firstattempt at theelogical writing in anautobiographical essay sddressed
to the Director of Admissions that grounds their call to theological study in that
story of conversion.

Building upon Geoffrey Baum's insight that “theological reflection de-
pends in large measure on personal biography,”™ | introduce the writing of
theological reflection by asking students to write the preface to a theological
autobiography that focuses upon the intersections between their persenal call
b conversion and their development of theological consciousness. While
students are encouraged to follow the logic and the poetry of their own
“narrativity,” which Rebecca Chopp defines as "the ongoing achivity of writing
ourlives, " supplementary readings include Geoffrey Baum's “Personal Expe-
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rience and Styles of Thought,”" Rosemary Radford Ruether's “Beginnings: An
Intellectual Biography,”™ and Marcus Borg's “Meeting Jesus Again®®™ as ex-
amples of this kind of theological reflection, along with Gerald OFCollinsg's
“Human Experience™ and Patricia O'Connell Killen and John de Beer's
“Theology as a Kind of Human Reflection. "™

I'begin the writing of theological reflaction with theological sutobiography
i arder to underscore the mtegral connections between personal experience
and thealogical reflection. As Gerald O'Collins writes, “our life expreases itself
inexperience, Experiences disclose what our life s and is to be.” Bul even more
importantly, “the self cannot live through an experience without in some way
conceptualizing, exteriorizing or expressing—uwhether in language or other-
wisa—that experience. Without such expression experisnce has no meaning
and is essentinlly incomplete. ™

However, writing o theological autobiography—or even a part of one—is
noteasy, as my students attest. Forsome, there is too much dissonance between
the “autobiographical” and the “theclogical™ for them to imagine the two
categories into a unified narmtive, For others, the term “spiritual autobiogra-
phy* is much more congenial, with its emphagis on following one's heart rather
than one’s thinking processes, Cine visiting Roman Catholic seminarian from
East Germany chjected violently to the assignment, insisting that *T will not
make my personal life an object of study for this course.” While this student’s
antipathy to the assignment was rooted in the pedagogical norms of his own
culture, the disciplinary borders between parsonal narrative and theological
reasoning that it presupposes areno less difficult to cross in ourown theological
culture. Indeed, the activity of theological reflection is often collapsed into one
or the other of these domaing, to the detriment of both, Yet authentic theological
reflection, whether written or spoken, is an integrative practice of attention fo
experience from the standpoint of & theological imagination,

If, adapting the terminology of Ann Berthoff, we constroe the thealogical
imagination as a metaphor for the theclogical “mind in action, making mean-
ing,"™ we can expect this meaning-rmaking activity to encompass both “data-
driven” discourse and “conceptually-driven” discourse.™ However, the writ-
ing of theological reflection réquires also an “experience-driven” model of
discourse. In “experience-driven” discourse, we claim experience as the start-
ing point for theeological reflection and struggle to organize and shape our
experience inand through language.® Building upon Sugan Peck MacDaonald s
taxonamy, | locate "experience-driven” discourse at the conter of a writing
continuum that embraces *data-driven” [or bextual) discourse ab one extremity
and “concept-driven” discourse at the other;

Concept-drivan Experience-driven Data-driven
Discourse Dliscourae Discourse
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While any one of these categories may provide the starting point for
reflection {abiblical text; a theological question), my adaptation of MacDlonald ‘s
model emphasizes the foundational role of experience in all theological writ-
ing. As Roger Haight argues,

o+« Insodar as the conclusion of any theological argument or
explanation is itself theological, it cannot be decided on the
hasis of objective reason alone, Theology always unfolds within
the context of religious or partially religious experience; the
affirmation of the truth of theological judgments is always a
function of engaged participatory experience and knowledge.™

Taobesure, awriter's recourse to experience will take different rhetorical forms,
depending on the audience addressed and the purpose of the writing; in a
gystematic theology course, students will be expected to subject their experi-
ence to the scrutiny of argument, and in a biblical studies coure an experiential
response to a texl must also be warranted by the text, However, the writing of
theological autobiography invites students to an integration of the theological
imagination in which personal religious experience provides grounds [or
theological reflection, and theological retlection in turn is eritiqued by experi-
ENCE,

Finally, however, such writing does not become a communally reflective
activity withoul recourse to the writing partnemns, or workshop groups, who
helpeach other to integrate personal processes of theological reflection with the
rhetorical protocols of the theological context in which they are writing, When,
for example, my student from Bast Germany voiced his objections to personal
writing with other members of his warkshop group, a constructive conversa-
tion conceming differing cultural medels of theclogical reflection ensued.
When he experienced other students taking his paint of view seriously and
learning from it, he in turn was abbe to accept the theological autobiography
assignment as a valid contextual exercise. Approaching the task from that
perspective, he wrote an autobiographical reflection on the experience of
serving as an altar boy in his parish and its influence upon his decision to go to
seminary. Heceiving respectful and positive feedback from his workshop
group on his writing further transformed the assignment from a viclation of his
own cultural experience to a eross-cultural leaming experience. Thus for this
student, as for many others 1 have worked with, the writing of theological
reflection has been complemented, challenged, and brought to completion
through group reflection upon the writing.
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Writing as a Theological Practice—a Cross-Disciplinary
Project

“Theology,” argues David Tracy, “ia a generic name not for a single
discipline but for three: fundamental, systematic, and practical thealogies ™
Whether or not Tracy's taxonomy satisfies all theologians, his argument for
thealogy as an inherently interdisciplinary enterprise has pedagogical conse-
quences for theological educators who are also writing teachers. The studenta
[teach are leaming to be systematic theologians and biblical scholars; feminist
liberationist theologians and diocesan priests; they are Anglican seminary
professors from Uganda suspicious of American academic theology and Ro-
men Catholic lay woman theologians from South Boston seeking a commaon
language to share with women in their local parish; they are [esuit priests from
Faraguay learning to write theology for their own people; and they are
Episcopal women postulants for ordination for whom oral and written rhetori-
ral practice is integral to their ministerial formation and identity.

Because every discipline is also a discourse community comprised of "a
group of people who share certain language-using practices,"™ writing as a
theological practice is concerned with identitying the “language-using prac-
tices" that theologians share and learning how to write in those languages. As
the diversity of my students suggests, however, there is no dominant “disci-
plinary discourse” into which [ can initiate them, nor can 1 imagine my primary
job to be that of teaching students to replicate that discourse, if there were one,
Yel I can, and do, imagine writing as a theological practice to be a cross-
disciplinary project integrating writing, reading, critical reflection, and conver-
sation about writing across the theological eurriculum, inviting students to
embrace many theological texts, contexis, methodologies, and pedagosies,
from their own social location and theological site of writing,

Al times, a5 | heve suggested earlier, that project involves introduction to
and analysis of particular genres of theological discourse, with particular
attention to the modes of thinking, reasoning, and reflection that theological
writing has in common, It goes without sayving that this immersion in thealogi-
cal discourse requires reading, and that, in the absence of disciplinary writing
instruction, most students learm to write theology by reading it, At other times,
it involvas critique of privileged or prevailing modes of theological writing, as
ane faculty colleague recently questioned the pedagogical limitations of one-
page theological position papers vis-d-vis more exhaustive theological re-
search projects. At all times, it requires vigilant attention to the development of
the student’s writing abilities across the theological curriculum, as they are
reflected in the degree to which they have integrated their own process of
thealogical reflection with the operative protocols of the theological context in
which they are writing.

In other words, through engaging in writing as a theological practice, |
want students to participate in the disciplinary conversation as authentic selves
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in dialogue with the discipline(s), rather than leaving “themselves” out of the
conversation. As Thomas Farrell observes, writing in critical and creative
conversalion with the texts of any discipline “involves the sell in orchestrating
and harmonizing various voices in the field, When [writers] do, their writing is
intersubjective, because their persenal subjectivities have been expanded to
include the meanings and values that have been voiced and developed in the
disciplines in question.”™ The intersubjectivity thal writers engage in when
they read, reflect upon, and analyze the literature of a discipline requires whal
literary theorist Mikhail Bakhtin calls “the dialogic imagination,”™ and my
second semester “Writing and Research Across the Theological Curriculum®
coirse is grounded in this process.

In this course, students choose one writing/ research project from scrass
their theological curriculum to work anin conjunction with the class. Beginning
with the assumption that “writing processes and written products are both
elements of the samesacial process,” | further assume with James A. Reither that
“academic writing, reading and inquiry are inseparably linked; and all three
are learned not by doing any one alone but by doing them all at the seme Hime.
Toteach writing is thus necessarily to ground writing in reading and inguiry. ™
But just as playing the piano with twe hands and manipulating its pedals with
one’s feet is a far more complex activity than playing the piano with one finger,
so the reading, writing, and disciplined theological reflection required in
preparing a theological research project from textual sources is an extremely
complex intellectual activity, Not only must students have a mastery of
thealogy “as a disciplined way of thinking, "™ but they must also beable to read
theology critically, While the capacity for critical reading is usually taken lor
granted by theological faculty, In Critical Thinking Reading & Writing: A Briel
Guide to Argument, Sylvan Barnet and Hugo Bedaw argue that in arder to be
critical reaclers, students must:

summarize accurately an argument they have reacl;

locate the thesis of an argument;

locate the assumptions, stated and unstated;

analyze and evaluate the strength of the evidence and the
soundness of the rensoning supporied in the thesis; and
analyze, evaluate, and account for discrepancies among vari-
ous readings on a topic (e.g, explain why certain facts are usecd
or not used, why two sources might differently interprot the
same facts,™

fe B0 1

2

In my experience, students who cannot read eritically {using the skills
outlined above) cannol write critically either, and we do our students an
injustice when we do not acknowledge the complexity of these tasks from the
outset and provide adequate curricular resources for students unfamiliar with
these advanced writing / research practices, rather than expecting them to rely
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on the haphazard research skills that they might or might not have acquired in
the course of writing a college "term paper.”

For graduate theological students, however, these skills are beslpra-:ti:ed
in the context of one’s cwn writing and research, Using Wayne Booth et al, The
Craft of Ressarch as the primary text for my course, 1 first invite students to
engage these tasks in the course of developing their own research question, and
examining the strength of its claims, grounds, and warrants in writers’ work-
shiop groups,™

Theological argument, however, takes many shapes and forms, depending
upon the audience addressed, the methodology of the writer/researcher, and
the purpose, or agenda, of the research project. Recent theological scholarship
has identified the shapes and forms of argument as “rhetorics” or “rhetorical
sites. " If, as has already been suggested, the three audiences of the theologian
are the wider society, the academy, and the church,™ then it fallows that Martin
Luther King's “Letter from Birmingham [ail™ will use a different kind of
theological rhetoric than Karl Rahner's Foundations of Christian Faith, and
Rebecca Chopp's Saving Work: Feminist Practices of Theological Education
will privilege different claims and warrants than David Tracys The Analogical
Imagu‘mtmn Yet stucents must gain a familiarity with argumentative strte-
gies appropriate to each of the theological andiences, methodologies, and
agendas represented by these authors, to name only a few.

For these reasons, Elisabeth Schiissler Fiorenza admonishes feminist schol-
ars ko be "hilingual” writers of the dominant disciplinary discourse and
feminist=critical thetorics.™ As [ have suggested, however, students are ex-
pected to be not enly “hilingual” but multivocal practiioners of diverse
theolopical rhetorice. Usimg the standard “claims/ grounds Swarrants” model
of argumentationas a point of departure, Talso introduce students toscienlific
“create a research space” models; philosophical (main path/ faulty path) mod-
els of theological discourse, as well as thetorics of Rogerian persuasion;
feminist rhetorics of resistance based upon “lking back” and “re-readings” of
the dominant tradition, and multiculbumal models of contrastive chetoric.™

Finally, in conjunction with their own ressarch process, 1 assign a “Theo
Lag,” or Research Journal, in which students record ideas for research, the
progress of thetr research, reflections on readings and other source materials,
a record of time spent on particular writing / research tasks, and a final evalu-
ation of their writing / research process. As an adapiation of Anne Berthoff's
“dialogical journal,”™ the “ Theo Log™ provides students with a dialogical space
to converse with thelr theological sources, especially if they juxtapose textual
rasearch and their own responses on facing pages of a spiral notebook, or an a
similarly divided computer screen, While | am not alone in encouraging the
integration of critical reading and writing across the theological curriculum
through the use of dialogical/reflection logs or joumals, 1 underscore the
processes themaelves as legitimate subjects of ingquiry and pedagogy in a
theological contexl
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Writing as a Theological Practice—the Practice of Theology

In each of the preceding sections, | have attempied to weave theory and
practice together in order to reveal the underlying pattern of writing as a
thealogical practice that informs our theological curriculum. But is the theo-
logical practice of writing na less the practice of theology? Finally, let me draw
thesa threada together into four summarizing claima:

1. Speaking and writing are the fundamerital meadps of theologizal learning, and
the mijor criteria used o evaluate theological lerming, My task as a writing teacher
begine with this awareness; theological schools are not schools of creative
writing, but they are schools preparing students for public reles of speaking
and writing as religious professionals. As David Tracy argues, "Every thealo-
gian (and clergy or academic) by the very acts of speaking and writing, makes
a claim to [public] attention.” Leaving speaking aside for the time being.
however, my paper has concentrated on writing, because

2. In theological sducation, writing has bees the mare invisible, Hough no less
integral, mode of learning, Although the production of writing is a major requirne-
ment of the theological curriculum, the practice of writing is so very much taken
for granted that it disappears into the curdealum like invisible ink. This
disappearing act is due to the fact that theology is a "phonocentric” discipline,
privileging the spoken, proclaimed word above the written word, and sub-
merging acts of theological writing (and hence writers) behind metaphors of
apeech and conversation,

3, The tusk of s pedagogy is bo render the wriling process move wsible by re-
envisioning wriling ez @ feologizal practice. In the simplest of terms, a theological
practice is something that individuals who comprise a theological community
do in a particular way for a particular purpose. Thus when students wrile
papers for their theological courses, they are not just “writing a paper”; they are
engaging in the theological practice of integrating their own process ol theo-
logical reflection with the rhetorical requirements of the theological wriling
task. Thus both writing proficiency and theological competence are measured
by students’ ability to “write theology well.”

4. Ifwritimgina theological coptert is @ Meplogical practice, Hhen e eologicel
practice of writing & Nkeadse the practics of theelogy, To engage in a theclogical
practice is to practice, or “do” theology, When writing across the theological
curriculum is recognized as the disciplined and dedicated practice of thealogy,
such writing 1% transformed from mere “paper work” into an empowering
mode of thealogical learning. When the writing process is retrieved as a
thealogical resource enabling students to "work out o theology as they go,”
leamning to “do” theology and leaming to “write” theology become integrated
practices, and theological faculty are empowered to teach writing, as they go.

These are some of the pedagogical claims | have made for reevisioning
writing as & thealogical practice. But what practical difference could it make for
thealogical students and educators to imagine writing as an inlegral theclogical




Lucretia Bailey Yaghjian

operation, rather than an optional linguistic skill? First, it would nvite theo-
logical educators to reenvision the practice of writing in all of its thetorical and
cognitive sophistication, and to familiarize themselves with the current litera-
ture of composition pedagogy and, more broadly, written communication.
Secondly, it would engage theologians in more conscious and systematic
reflection upan their own writing process and its translation into a theological
practice. Thirdly, it would encourage theological faculty to reenvision them-
selves as teaching writing as a theological practice, rather than merely assign-
ing "papers” in arder to teach theology. And finally, it would require that
writing as a theological practice be taught by theological faculty writers in fully
accredited courses, in whatever form or shape the courses might take (for
example, a weekly writing section for a theological foundations course, or a
“Theological Writers' Seminar” required of all entering students

Conclusion: Reenvisioning Writing as a Theological Practice

[ have argued here that writing s a major mode of theological leaming
across the landscape of theological education, but a largely unexamined one.
This learning is not limited to international student programs, although that is
where theological schools are placing the greatest emphasis upon writing.
secondly, T have suggested that although most thealogical faculty implicitly
acknowledge weiting as an instrument of theological education, the operative
pedagogies and paradigms informing our practice have notbeen made explicit,
and wriling instruction remains on the margins of the theological curriculum.
by reimagining writing as a theological practice, I have argued for its inclusion
as an accredited course not merely across, but within, the theological curricu-
lum. If, however, every theological educator is also & writing teacher, [ hope
that my writing will encourage others to reflect on the practices they have and
the pedagogies they need to teach their students “to write theology well.” |
conclude with same practical ways of implementing writing as a theological
practice:

1. Introduce the wriling process as a theological practice by inviting students
mto the disciplined and dynamic exercise of the theological Imagination
whaen they write papers for coumes,

L. Design a theological writing seminar for students, or a theological writing
section of an introductory theology or biblical studies course.

3. Collect theological sources and anecdotes of theological writers at work,
and share these with students to make “writing theology” a more visible
diﬁq,‘.lpirru_-.

4. Keep a file of well-written theological articles, and use them to exemplify
theological writing style, format, and protocols of written reasoning in a
class session devoted to “writing theology,”
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5 Encourage faculty to share their own writing processes with students to
develop o sense of a theological writing community inclusive of students
arvd faculty,

6. Extend the model of theological reflection in small groups to that of
students working with their own theological writing in small groups.

7. Make writing expectations and protocels clear and accessible to students
by including guidelines and style sheet specifications in syllabi.

8. Encourage students to submit first drafts of papers for feedback prior lo
final submission

9, Offer feedback on both the form and content of student writing, with
particular attention to the writing conventions of theological scholarship.

10, Ifastudent writesa good paper, suggest specific journals for which tbmight
be appropriate, and help to revise the paper for publication,

11. 1f students need help with their writing, refer them to a writing bator and
give the tutor feedback concerning the student’s writing needs.

12, Create your own strategies to mentor writers whe are theologians and
theologians who are writers, as you struggle with them to write theology
weell, and to work out a theolegy as vou go™

Lucretin Bafley Yaghfian, M.Dio., Pi. D, directs the WRITE (Writing Resorces and
Iiesirsistion for Theological Educatisn) Program ot Episcopal Divinity School amnd
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"Writing ina Theological Context” courses and workshops. She s inerestad in lleracy
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Reading,” in The Social Sciences and New Testament Interpretation,
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Renewing the Practices of Ministry

Malcolm L. Warford
Lexinglton Theological Seminary

..'."}E_a away af thinking about practical theology, I want to do several things: sot
the context of my own life as a teacher, frame the issue of practice and theology,
and then describe the courses T teach in the practice of ministry at Lexington
Theological Seminary,

The Context of My Life as a Teacher

My First theological education occurred within the community of learning
in which Lexington Seminary was the center. Growing up in Lexington,
Eentucky, as a child and voung person ralsed in the Woodland Christian
Church, the seminary's students and faculty touched my life throughout those
crucial years, Faculty members were part of the Woodland congregation,
seminariang served as youth advisors, and the schoal itsell was a resource and
partner in the mission of the church.

Most of all, | remember the students at the seminary who led our youth
groups and intraduced me to the practices of the Christian life; [oyee McCuire,
Tobin and Tackie Crowden, Newton Fowler, Fred Prancis, Cy Rowell, and many
others. The key teachers were Lexington graduates Don Scottand Don Ander-
gon, who became ministers of Woodland, and Ben Lewis who later was my
philosophy professor,

Although T have spent much of my life in the United Church of Christ, |
have never felt apart from the theclogical and ecclesiastical tradition that i
embodied in the Christian Church (Disciples of Christ), | carry within myself
the formative elements of that tradition in the generations of my own family.

I grew upwhen there wasstill an ecology of Protestant lite that knit together
family, church, college, and seminary. These were “homes of learning” in
which I heard the good news of the gospel and was called to the ministry of
Clwist's church.

Along the way as a minister and teacher, 1 have been informed by critical
texts and events that shaped my thinking and gave me hope, In this regard,
there are words that we read that form us in the way we think, feel, and speak.
We can never know for sure what word we read may become incarmate within
ug, but words have the power tocall us forward, And the word that comes fram
Ceod, that Word, calls us to life and gives us the power to speak.

When | think of the theological writings that have stayed with me, would
name first of all the sermons of Paul Tillich, especially the collection called The
New Heing, Because [ was in seminiry when Dietrich Bonhoeffer became known
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in this country, The Letters and Papers from Prisen has been a significant text,
Early in high school | found Thomas Merton, and [ have carried ona conversa-
Hon with this Trappist monk all my life. In thinking about the church, the
creative though sometimes cranky reflections of Kierkegaard have shaped my
understanding of a post-Christendom church. My interest in the nature of
vocation wasevoked by Eugen Rosenstock-Huessy, and the biblical theologian
who taught me the most has been Faul Minear, These basic and constant texta
hawve been augmented by many others, and all of them have been challenged
and informed by thie new leaming from emerging thealogical voices, especially
in the African-American and feminist movements of theclogical reaewal,

Parallel to these theological texts, | have always read widely. The pivotal
turns came with reading Al the King's Mew, by Robert Penn Warren, and in
discovering Eudora Welty, Anne Tyler, and Flannery O'Connaor, Before[ lived
in Maine, I knew it well from the essaysof E. B YWhite. Alongside all these and
mone have been essavs and novels of Wendell Berey, Walker Percy, and
Eeynolds Price.

At another level, but not without influence, have been the mystery writers
and their investigators of the human condition. Simenon’s Maigret, Ross
MacDonald's Lew Archer, JTan Yan de Wettering’s Dutch detectives, and
Bartholomew Gill's Inspector McGarr are figures that have been important.
Muysteries bring us inks others’ worlds and the best of them present the
otherness and strangeness of life,

ﬂngm.ull_l,- | was headed toward tl;',"i,!l:']'ll"g i the Hi.‘lll.':u.‘_'r' of RE:'EE'J'.EIILE.
Cruring seminary | studied with a Buddhist ethiciat from S5 Lanka, Pyadassi
Thera, and after seminary 1 entered graduate study at MoGill in the Institute of
Belamic Studies, The call of the congregation and the upheaval of the late 19605,
though, tock me from gradueate sehool to full-time ministry in Vermont and
Muew York dunng those vears of change and turmaoil. In the midst of this
struggele, my sense of vocation changed and my direction shifted. Maore and
more the issues centered for me in the nature of education and formation,
eapecially the formation of institutions embodving a radical vision. When it
came time to return to doctoral study, 1 pursued studies in education and
histary eventually writing a dissertation on the evangelical-abolitionist tradi-
Hon that formed Lane Seminary, Oberlin College, and Berea College. Robert
Lynn, Lawrence Cremin, Douglas Slean, Ellis Melson, and Eobert Han :l:r' WaTe
the primary teachers,

While books and formal schooling have been essential forms of education,
the deeper learniog has occurred in relationships. Marriage is & covenant in
which we confront the fact that we are less than we idealize ourselves to be, but
we find that we are more than we might ever imagine ourselves becoming in the
mutuality of another who knows us and vel loves us, With Pam in the “little
commmonwealth” of cur family T have found this kind of learning,

The congregations and semanaries thit | heve served have been communi-
ties that have taught me in profound ways. In the cecasions of fulfillment and

il
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thes Bimes of Falling short as well, | have discovered my gifts and my limits, In
this regard, throughout my lite as a teacher, pastor, and administrator, 1 have
been concerned about the nature of institutions, Maost of what T know about
instibutionscomes from working alongside Avery Postand Denald Sheiverand
from experience that was interpreted and nethought with the help of Warren
Deem and Robert Greenleaf, who were wise and thoughtful teachers. Al the
foundation of this interest is the theological isswe of voeation. T am concerned
ahout how an institubion shapes its ffe around a sense of calling and how
leaders are formed by this sense of vocation,

The Issue of Practice and Theology

Practical theology as a discipline fits bath my intellectual and peracnal
commitments, Within the practical field at Lexington Theological Seminary are
included music and worship, pastoral care, preaching, educational minisiey,
field education, and the practice of ministry, Often the practical field is defined
simply as the sum total of its parts. In this regard, we fall into 8 mode] that
assumes that practical theclogy s the applied side of theery: the classical
disciplines are todetine the body of knowledge and the practical area is to apply
this knowledge in skills and techniques, The difficulty of this stereotypical way
of understanding practical theology is thatit really does ned describe the nature
of theological study. The fact s that theology at iks best is practical, and practice
18 always shaped by some kind of thealagical perepective.

Some of the mast important theological learning oeeurs in practical courses,
and some of the deepest moments of insight into the nature of pastoral practice
take place in the context of kiblical, theological, and bistorical studies. Every
member of 8 seminary facully iscalled tobe a theologian whose scholarship and
teaching are formed by the church’s rministry.

Fractical thealogy s defined as a field of study by the integral way in which
all s various areas of sludy and practice share & commaon purpose to help the
church realize itz calling as the body of Christ in this contemporary conlext. The
practical field exists to help pastors and teachers come lo understand and
sustain practices of leadership that equip the church for ministey, that is, the
wark and calling of thelans (the peopleof God ). How an ecclesial consciousness
s evoked and how practices of faith are cultivaied out of this consciousnass is
the primary purpose of practical theology. Al the kearl of the feld is the
unifving theme of what it means Lo be the church in & particular place, Along
thiz line, the theologian Leonardo Boff has written:

The church comes into being as church when peopls become
aware of the call o salvabion in Jesws Christ, come together in
community, profess the same faith, celebrate the same
eschatological liberation, and seek to live the discipleship of
Jesus Christ, We can speak of church in the proper sense only
when there is question of this ecelesial consciousness,!
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Oine of the commaon ditficulties in defining what we mean by "practical” is
that we usually interpret this term as a kind of hands-on skill that is immedi-
ately relevant to a given situation. In this regard, what is practical is almost
always contrasted with what is theological or theoretical, 'ractical courses then
become how-to-do-it courses that teach techniques and procedures to maintain
the lite of the church, Thealogy is seen as somethisg left behind in other courses,
[n tact, some students are resistant to the 1dea that a practical course will be
deeply theological In effect, the student says, “I've already laken care of the
theology, now teach me how to preach, teach, manage the charch.” What is
unspoken, but often assumed is “Don’t confuse me with theological issues.”
This kind of commonplace assumption trivializes the nature of the practical
and distorts the theological task.

Sometimes the practical field has simply picked up technicques from other
fields and then given them Christian labels, i.e., Christian management theory.
What has been missing is an in-depth understanding of the theoretical and
philosophical foundations of the techniques that have been adapted [or use in
the church, The history of theological education is filled with these countless
fads and temporary enthusiasms, The result is that we have lost the church’s
distinctive practices of fidelity, remained ignorant of hiblical understanding,
and sold our soul in the pursuit of quick fixes.

In a time of survival issues throughout the church, these problems are
becoming more prevalent as congregations seek some kind of solution for the
deep and distressing issues of membership loss and sinking morale. We chase
after idols because of ourintinite capacity for self-delusion and then fall captive
toa kind of cynical pragmatism, We tend to think thealogy is one thing while
the life of the church is seen as something quite different, Even when congre-
gations and church agencies mtend to take theology seriously, this intention
often ends up as an opening devotional o a business meeting that quickly
draws upon other values and perspectives for making decisions,

Central to the task of practical theology is the challenge of integrating
thealogy with practioe. This 18 the task of the whaole curriculum and it is the
calling of all Christians, but in a particular way, practical thealogians are called
to think about and help the church claim this integrative necessity to soe things
whale,

The Practice of Faith

In ite origins, the word “practice” emerges from the nature of institutions
as embodiments of traditions, The current focus on practice has been largely
evoked by the work of the philesopher Alasdair Maclntyre in After Virlue, a
critique of the managerial and therapeutic corruption of our cullure which is
atmed at reclaiming the moral nature of inshitutions and the connection
bebween virtue and practice. Central o this discussion 18 the recognition that




Malcalm L, Warford

prictices are rooted in history, When disembodied from this social context that
extends over time, pmctices are reduced to being techniques of control and
ppgrandisement.?

Maclntvre observes that an institution essentially is “the bearer of a
tradition of practice or prachices,” and as he goes on to maintain, *its commen
life will be partly, butin a centrally impaortant way, constituted by a continuons
argurmnent as towhat [for example] a university is, and ought to be or what good
farming is or what good medicing is, Traditions, when vital, embody continu-
ities of conflice™

In the papular culture of the church and our society, this is a radical idea,
Cur social ideal ia harmony. W generally feel an institution is in good shape
when things are quiet, In this view, the role of the leader, therefore, is to keep
things quiet by g0 managing programs or feelings that the institution does not
engage in explicit debate or conflict, For Maclnbyre, however, such an instibu-
tion is essentially dead because traditions are alive only when we sustain a
contining inguiry mtoowhat they mean and what they call us to be and to do,

Che of the moat helpiul mterpreters of MacIntyre’s thought for the church
has been Craig Dykstra, who over the past decade has focused on the nature of
practices in the life of the Christian community. In acknowledging Jeffrey
Stout's designation of baseball as an example of practios, Dykstra points in a
personal way to baseball as a community, a shared practice, and a continuing
tradition. While baseball’s most obvicus practitioners are the players on the
field, he suggests that we think of baseball as a sel of practices shared as well
by "Tommy Lasards managing, Vin Seully and Joe Garagiola doing the play-
by-play, and even my sons and | walching games on television and Roger
Angell writing about it in The New Yorker,™ ¢

At its best, baseball is a communal activity in which the game itself is at the
center of all the various practices that make up the traditions of the game. 11 is
the practice of baseball that brings together the various players, managers,
orwnvers, fans, and umpires. The integrity of the sport resides in how the game
is played. One of the central practices that has made up this tradition is being
a EDI:Iﬂ sport, Playing the game according to these practices of spart has been
sren as integral to winning. In recent decades, aport has been taken over by
financial interests that make players multimillionaires and owners rich beyvond
the dreams of an earlier era. In this context, the practices of baseball are more
and more undermined to the point where we may wonder if the game we see
plaved in the major leagues bears any resemblance to the tradition we can
recognize as baseball

For example, consider the recent situation in which a player spat on an
umpire, then added comments about the umpire’s action resulting from the
ermotional upset he suffered at the death of a child. The league suspended the
player for fivie games, but they postponed the suspension until the next season
a0 Bhat he could be with the team in the final games of the season. He offered
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a lame apology to the umpire and then contributed $5,000 to themedical charity
related to the illness that caused the death of the umpire's child, The umpires,
who had gone on strike in protest of this weak disciplinary action, were
required by the courts to retumn to work,

In this situation, monetary gain is the only operative value. Mo understand-
ing of sport, no definition of the integrity of the game, can withatand the single
overwhelming value of how much money might be gained or tost. The moral
impact of the argument has no value and the game itself is played as if in an
ethically neutral zone.

Throughout our society we face similar situations in every part of our life,
There does not seem to be any institution that has the capacity to stand over
againat this unrelenting judgment of monetary gain. This bottom line has won
hands down in most encounters with Amos's plumb line of institutional
integrity.

The church is no exception to this sftuation. Time after time the church
tollows the spirit of the age and claims the soclety’s values as its own, When
cities are crumbling as investors leave, businesses move to the suburbs, and
neighborhoods are left ta decline, what has the church usually done? We have
followed the urban flight and run as quickly as we could from the city as place
of ministry and mission. Instead of being an institution whose practices were
shaped by values other than numerical growth and financial gain, we have
simply imitated other instituticns,

As the church has struggled to deal with declining numbers and loss of
faith, we have tried to find quick fixes and gimmicks to address deep theologi-
cal issues, Instead of struggling with our ewn practices of faith that could
inform us about the issue of what church growth means in the gospel, we have
simply defined evangelism as marketing. Instead of looking at the church’s
traditions of teaching and formation in faith, we have “dumbed down” our
educational ministries and bought every psvchological self-help movement
that has come down the pike, Instead of helping the church understand worship
as mystery, doxelogy, and mission, we have been formed by electronic images
of religious entertalnment that focus on making worship user-friendly and
turning the minister from prophetic preacher to talk show host

In this present moment, nothing less is at stake than the future of the liberal
Protestant tradition as a practice of faith. Whether this tradition continues as a
faithful form of the gospel largely depends on this generation. If this sounds
alarming, lintend it tobe, There are other times and other moments in Christian
history that have faced a similap situation, bul 1 think the moment is new
qualitatively different from anything else we have faced, The question is not
whether the people of God will continue, Instead, our question is more modest;
it is the issue of whether the form of the church we have known as the liberal
Protestant tradition has a future, 1 think that question iz still up for grabsa,

74




Maleolm L. Warford

Chr difficulty as a church is that for most of our members the Christian life
i less a set of practices than it is a range of feelings. Our images are privatistic,
ndividualistic, and emotive, We assume that the vitality of local congregations
depengds on our ability to sustain good feelings and to meet individual needs.
The idea that there are practices of the Christian life that shape our emotions
and form our commitments is a foreign understanding, The concept of faith as
a discipline is not a familiar image, In this sense, the local congregation is not
somuch a tradition compesed of practices as itig another form of entertainment
that satiafies the religious feelings of spectaters who can hardly tell any
difference between the dynamics of the sports arena and the church on the
COFMET.

The Practices of Ministry

At the center of the Christian faith are practices that call us to action out of
the vision that we see incarnate in the life, death, and resurrection of Jesus
Christ. These practices are the practices of ministry that make up the gospel
tradition, They compoge the common life of the church and extend the tradi-
tions that are described in the New Testament witness, In Acts, for example, the
community of faith is described in the following wiy:

And they devoted themselves to
the apostles” teaching
and fellowship,
to the breaking of bread
and the prayers, {Acts 2:42)

The practices of the Christian life are expressed in proclaiming the gospel
to the world and forming faithiul lives within the church, The practices are
embodied in the character of the community of faith and the nature of that
community askoinoni, that is, communion and fellowship. These practices are
sustained in worship and prayer and in the forms of spiritual life that nourish
the church’s mission in the world which is the vocation of all Christians,

Within this context, to think of the leadership of the church, especially the
work and calling of the church's pastors and teachera, is to address the issue of
renewing these practices of the Christian life—the ministry of the whole
church, Unfortunately, our first respanse to this issue of renewal is usually to
frame it as the clerical problem of how to preach, teach, counsel, or manage. The
issue is defined as how to improve these individual skills. What [ want to
suggest, however, is that these ame not the practices of the ministry. These are
skills and wayvs of knowing that may express such practices, but the practice of
ministry is focused at a deeper level in three dimensions:
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To proclsim the goapel to all the world {Proclamation)
T build wp the body of Christ (Formation)
To equip the church for ministry {Mission)

The particular way in which these practices are carried out depends upon
the situation and the nature of the church's witness in any given moment. Tobe
a teacher of the faith, a practical theologian whao leads a local congregation, is
to understand these practices and to be able to discern and Lo express the
relevant skills and knowledge to embody the practices we are called to serve,

For example, the most obyvious form in which the practice of proclamation
fa expressed is through preaching in worship. Yet, it may be thal the most
powerful form of proclamation that expresses the church's word to the world
is in the congregation’s budget. In this regard, a pastor who understands this
reality recognizes that the crucial moament of proclamation may be in the
meeting of the church's trustees whe contrel the creation of the church’s
revenues and expenses. The issue is how to preach in forms other than the
sermion alone,

In this context, itwould beinteresting to imagine reorganizing the practical
field of the seminary in light of these practices (Proclamation, Formation, and
Mission) rather than in our usual pattern of defining practical theology as the
miscellany of all the discrete skills and knowledge in preaching, educational
ministry, music and worship, field education, administration, and pasteral
care. What difference would it make to use these three practices of proclama-
tion, formalion, and mission as the essentlal organization of the courses we
teach in this area? Or for that matter, whal would it be like to think of the whaole
curriculum structured out of the practices of congregational ministry to pro-
claim the gaspel, build up the church, and equip the church for ministry?

In the part of the practical field at Lexington known as “the practice of
ministry,” my colleague Jan Linn and 1 understand the ¢ourses in this ares
within three ways: leadership, spirituality, and congregational form and mis-
sion. Our aim is to understand ecclesial leadership as the calling to equip the
church for ministry and to help the church form its life around the mission that
calls it nto being,

In leadership courses that explore the work of pastors and teachers, we are
concerned about the calling to serve, equip, and lead the church in discerning
its direction in a particular place. This requires knowing how to help the church
appropriate thie traditions of faith and form its life in the midst of conflict,
competing systems, and financial realities.

Secomdly, this focus on the dynamics of leadership is anchored in prayer
and spiritual development. The leadership of pastors and teachers is built ona
lifie of faith that permits us “fo live from the insde ont,™ In order to lead the
cangresation in discerning its work and calling, the pastor must be & person of
the Spiril who sustains s disciplined life of prayer,
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Third, keadership is centered in guiding and leading the church in forming
and reforming its life as the body of Christ in the midst of its existence as a local
culture, voluntary association, and religious institution, In particular, this
leadership centers in how the charch organizes its life, allocates its resources,
and plans its outreach as a living tradition that is defmed by Christ at the center
of its wiktness, stewardship, and evangelism.

It is temnpting in this time to feel overwhelmed by the forces of change and
the continuing necessity to rethink the traditions in which we live. Weare prone
to protest, and inclined to whimper, When Lam moving in that direction T am
sometimes redeemed by words that come back to me from Chetrich Bonhoefter:

Chne miary ask whether there have ever before in human history
been people with so little ground under their feet . . . . Or,
perhaps one should rather ask whether the responsible think-
ing people of any generation that stood at a turning point in
history did not feel as we do, simply because something new
was emerging that could not be seen in the existing alterna-
Hves."

We are called then to live in hope for il is a matter of faith as o how things
wrill tuem out. Cur questions about the church Brally have to be placed within
the question af God's continuing revelation. In this regand, we should remem-
ber that in the new heaven and new earth called into being by God, there are no
religious institutions—no temples there, This vision of John should make us
aware of the provisional mature of the church, Chur primary concern cannok b
the survival of the chirch as we know il The question is how the church s called
now bo form its life within the promises of God that we have seen in Jesus Christ
This is our hope and cur calling: it is the dource of the renewal of the practices
of the Christian life and a way of renewing the particular practices of nrdained
miinistry.

Mualcolm L. Warford is professor of the peactice of minsstey al Lexington Theologicel
Sewiimary and adjunct professor of edicational palicy shudies @t the Unizersaity of
Kentucky, This essay i= an adaptation of e talvaductery lechuse he geoe ab tie
sefiREry opon his fooeing the seminany faoully.
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Teaching Research Skills
in Clinical Pastoral Education

Margot Hover
Memorial Sloan-Kettering Cancer Center

| B pioneering book on pastoral research, Samuel Southard defines reli gioiis
inquiry as the orderly observation and interpretation of attitudes and behaviors
that relate to the transcendent element in people or movements.' A physician
in attendance at a presentation for & “Mind /Body Medicine® study group at
Dhake University Medical Center defined pastoral/spiritual research as “a
story about ‘why’.* For the pastaral researcher, the definitions are vital compli-
ments of each other,

In Resewrch in Pastoral Carve and Cownseling: Quantitabive and Cuaittalize
Appronckes,? Larry VandeCreek builds his case for the importance of pastoral
research on four assumplions: that a scientific approach to pastoral care
enriches care givers' practice; that reality is more complicated that it appears;
that a curious, questioning slance leads to helpful objectivity: and that the
research process increases objectivity and creativity by promoting peer dia-
logue and review,

Certainly, it was in an attempt to explore one aspect of that complicated
reality that, in 1872, Francis Galton completed the first known research study
on religiosity. Curious about the impact of verbal prayers of intercession and
petition, he salectad populations he assumed prayved more or were prayed for
more than the usual citizen in England at the ime. He then selacted some
standards of well-being and compared the two. Noting thal members of royal
houses had the lowest life expectancy in comparisen with other affluent
groups, and that mortality mtes for missicnaries were no better than the
average, he concluded that there was no scientific support for the efficacy of
such praver.’

Since then, of course, research on religion, prayer, and spirituality has
become much more sophisticated in methodology and range of subject. Pay-
chologists, sociclogists, psychiatrists, nurses, gerontologists, epidemiologists
and thanatologists publish in dozens of respected journals their research on
what David Larson calls “Spiritual Subjects. ™

Still, one notices that such research is more likely to be found in the
American Journal of Epidermiviogy, the Americen Journal of Psychiatry, or Psycho-
fagical Reparts than in the journals dealing with professional ministry. More-
over, while interest in research in spirituality and religicaity has certainly
grown in popular culture, clinical research skills are rarely included in semi-
nary curricula, While Larry Dossey® and Bernie Siegel® have longstanding
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places an The Mear ¥ork Times besteoller list, few of the researchers they cite are
ministry professionals. Further, one suspects that few in ministry have had the
l:lFlpl.'r.['tLLlﬂl].' o moquidre the akills |1.|.||'|.'|_1 |.1‘|'4,-|__'.-' to ;|_|'|.,1]_:,-';.:'|_'- and c[i,l;iquq: such
research, As a result, thear ability to use this avenue as a source of information
about the populations they serve and the value of various approaches to thiat
service are limited.

l'o be fair, the learning of apecific gkills for ministry has traditionally
oecurred in Doctor of Mj.l'ljﬁlt'!r' ProgTams, sminaey Hald edweation expei-
ences, or Clinical Pastoral Education (CPE), and rigorous clinical research isnot
generally seen as a regular component of those approaches either, Thisisnotto
say that there have not been some notable contributions to the body of
knowledge in this area by chaplains and CPE supervisors, In an early example,
Robert B, Reeves Jr. collaborated with other hospital persannel to design an
.":';CE"E]:ItEIILEE Scale, which he used with cetinal dedackment 'p.'rl'ii_*:nta. in nsl:ul]:.-’ af
the relationship between acceplance and speed of healing,” Subsequently, that
scale was used with an open heart surgery population toidentify those patients
in need of intensive pastoral care prior to surgery.®

Further, some seminaries house centera and institutes for research in
religion. Jackson W, Carroll, an ordained United Methodist minister, biss
served as both parish and campus miniater as well as Professor of Religion and
Sociuby and Director of Research at Hartford Seminary; he currently beads the
Ormond Center at Duke University Divinity School. Generally, however,
seminary coarses and curricula do not include instrection on research skills
and techniques, and students are rarely required or encouraged to read,
crifique, or do clinical research.

In the early 196805, Elizabeth MoSherry, MLD., encouraged the inclusion of
resseireh a8 a component of braining programs for chaplains, pointing out that
seminary curricula were heavily weighted on the aide of the theoretical, She
contrasted this with the standard medical school program, which was as
heavaly weighted in the direction of the practical. Hospitals were beginning to
deal with Dhagnostic Related Groups (DRGS) as a precursor of managed care,
and in the rush of financial restructuring, many pastoral care departments ware
being downsiged oreliminated. Her selling point for pastoral research was that
it enabled chaplaing to demonstrate their value and productivity in terms thal
haospital administrators could und erstand —numbers of visits, patient satisfac-
tion, length of hospital stay, and visibility in the community*

Some centers had already developed a history of including individual or
group research projects in the residency vear curriculum. One of the require-
ments of nearly all CPE residency programs is the development of a “miniatry
specialty,” and in some centers, that takes the shape of a research project that
the resident s able to complete in the course of the year. The ACPE Resenrch
Netwark Newsletter, a quarterly exchange for Association for Clinical Pastoral
Education (ACFE) members interested in pastoral research, devotes periodic
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isgues to hists of projects by students and supervisors. For instance, a sampling
of some of the research projects developed by CFE students at Baptist Health
Svatem in Birmingham, Alabama, from 1975 (o 1990 included the following
areas and projects;

L Pastoral Care to the Cardiae Patienl
Ministey Lo Persons with Type A Behavior
Ministry o Cardiovascular Surgical Patients
Cardiac Crisis: The Hidden Spouse
A Sbady of the Dyvnamics of Grace Versus Works as Related to Tvpe A
Peracnality Cardiac Patients
Ceping with and Finding Meaning in Myocardial Infarction: An Inner
E!II;PI.-':I'III.‘.I'IIG"'I.‘
The Young o Middle Age Adult Cardiae Patients: Key Issues and
Pastoral Care Strategies
1. Pastoral Care and Sexuality
Mlimistey (o the Colostomate
Sexuality and the Male Cardiac Patient
Implications of Bexuality in Pastoral Care
IIL Pastoral Resources [/ Pastoral Theology
Imnplications of the Patriaschal Marratives for Pastoral Care
Forgiveness and Pastoral Care
The Appropriate Use of Personal History in Pastoral Care
Communicating the Healing Attributes of God in Pastoral Care
Coping with Diabetes: The Implications of Faith Develapment
Religious History as a Tool of Pastoral Ministry to Kidney Dialysis
Patients
Assesaing Pastoral Initiative as a Tool in Chaplaincy
Guided Imagery with Hospital Patients
Meditation and the Search for Whaoleness
The Usa of Play: Humor as Ministry to Depressed Patients
Guilt: Its Drigin, Manifestation, Resolubicn
Ministry of Music to Psychiatric and Ambulatory Patients
The Use of Explicit Religious Language in Mastoral Care
Poetry as a Pastoral Care Tool: Metaphors of Hiness and Healing
IV, Ministry in the Intensive Care Unit(s)
Ministry of the Chaplain with the Staff in the Medical Intensive Care Lnit
Implications for Ministry: A Typology Comparison Between Critical
Came and Medical/Surgical Murses
Y. Pastoral Care to the Psychintric Patient
Therapeutic Value of the Bible with the Depressed
EBlectroconvulsive Therapy and Pastoral Mimdstry
Suicide: A Thorn in the Flesh of the Community

1
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Pastoral Recognition and Assessment of Depression
The Impact of Short-term Psychiatric Hospitalization on Religious [deas
ang Perceptions

Between 1986 and 1992, teams of CPE residents at the University of
Minmesota Hospital and Clinic developed the following research propects:

The Correlation of Submissive / Dominance Factors and the Patients’ Par-
ception of Wholeness

A Study of the Relationship between a Pastoral Inventory and Harbaugh's
Faith-Hardiness Inventory

Wounded Healer—How Does One's Awareness of Being Fersonally
Wounded Correlate with How One Thoes Pastoral Cape?

Pastoral Care to the Pre-Surgical Patiend

Emaory University and Affiliated Hespitels" Department of Pastoral Ser-
vices and Clinical Pastoral Education fostered the completion of ifty-one CTE
student projects between 1984 and 1990, including the following:

Discovering Hope with Terminally I11 Patients and Their Families

The Religious Aspects and Motivators of Anorexia Mervosa

Pastoral Care bo a Waiting Heart Transplant Patient

On the Baptism of Children in a Hospital Setting: Two Clinical Examples

Pastoral Care and Eole Conflict

Pastoral Care to the Angioplasty Fatient: A Case Study and Model

The Meaning of Prayer and its Significance in the Pastoral Care of Children
with Cancer

Stress as a Factor in Entering a Clinical Pastoral Education Residency

Black Women and Men: Their Expectations and CI'E

The Place of Separation and Relatedness in the Crisis of Dying Children

Stressors Bxperienced by Chaplains During Death and Dhving Situations

A Congtruct and Methedology for Measuring Change in the Clinical
Pastoral Education Student in Eelation tothe Being and Daoing Mod els of
Ministry

The Thealogical and Ethical Implications of Withdrawing Artificial Means
of Life Support

This list gives an overviow of somie of the areas researched by students in
the course of the CPE experience. [t is important fo nobe the prority that the
Association for Clinical Pastoral Education has given to clinical research, at the
same time advocating for increased support at that level, The Eagt Central
Region of ACPE has for a number of years given monetary grants o research
praojects submitted by its members, and ACPE and the Council on Ministry in
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Spucialized Settings both give annual awards to research papers, projects, and
cenkers.

Movement has also occurred in some seminaries. For instance, “methods
courses,” which used to be the mainstay of religious education and church
music degree programes, are now more widely acce pted as part of divinity and
theology degrees, Doctorof Ministry programs, with their emphasis on profes-
siomal practice and the ministry setting as the locus for learning, were initially
viewed with scepticism in theological education; they have long since gained
.a.-l'.l::'e-pla.r'n:l-:.

Unfartunately, however, professional clergy generally have been resistant
to the learming and doing of clinical research, as though it interfered either with
the free flowing of Ged's grace or their own greater com fort with intuitive ways
of sequiring information and arriving at decisions, 1 have wondered if this
resistance has roots in seorot math anxiety, Mevertheless, research skills are
increasinglv demanded of chaplains. Two chamacteristics of the current climate
in health care of all kinds—tmaditional hospitals, health maintenance organiza-
tions (HMOs), centers for altermative medicine, hospices, home health agen-
cies, mental healthclinics, and others—ane accountability and interdisciplinary
collaboration, both allied to the research process, Cooperative projects ane
given linancial and administrative support much more easily than “Lone
Eanger” projects that invalve single departments or disciplines, For example,
groups designing care at the end of life include physicians, nurses, social
waorkers, nutritionists, paychologists/psychiatrists, physical therapists, and
chaplains from beginning to implementation and evaluation. And programs
are required to show exactly what they contribute fo patients” care and
satisfaction—in numbers. That means that research of some bype must b part
of each project. It may be in the form of assesament and evaluation or ongoing
quality assurance; the same skills and processes are involved.

This was the climate in health care in 1989, when Department of Pastoral
Services at Duke University Medical Center began to look at the incorporation
of research in the work of the department, that would eventoally encompass a
program for the teaching, doing, and promohing of pastoral research. At the
time, the hospital was a 900-bed tertiary medical center with a threefold
mission of patient care, education, and research, The Department of Pastoral
Services had always had a close relationship with the neighboring Duke
Divinity School. There were five CPE supervisors, each with responsibility for
conrdinating one aspect of the department’s work—administration, patient
care, student recruitment, curriculum, and research,

Impetus for thie priority was provided by the Assoclation for Clinieal
Pastoral Education Accreditation Comestission, In its most recent sife visit, the
Commission had recommended that the department make use of the resources
of the Divinity School as well as those of the University and Medical Center to
focus on research in spirituality and pastoral care. In addition to full-time and
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extended CPE units, the department offered a year-long CPE residency that
ineluded four units, and itwas thought that this format would lend itself to the
developmentof student research projects. Inaccord ance with ACPE standards,
students were already routinely required to develop a ministry specialty in the
course of that year, and we planned to have that take the shape of research
progects in their specific areas of interest.

Each CPE program is gulded by a board that monitors programs and offers
direction, At Duke, & subeommittee of that board, the Professional Consulta-
Hon Committes, was created 1o identify resources for the research that would
be done. The group included faculty from the Divinity School, Medical Center
staff and faculty, and the community. Meetings included review of the student
proposals as well as sharing about the current research of the members, Articles
of mutual interest were circulated, and suggestions were offered from the
various disciplines. The members reported that these exchanges were helpful
and energizing. At the end of sach year, they were among the guests at the
student presentations of their papers, offering mngraiulati-::—ns.a.ncl sugpeshiong
for further studies.

During the initial year of the program, the decision was made to begin by
researching the role that chaplains plaved in the Medical Center, What devel-
oped was a sludy of the expectations and apprebensions of chapliains by
patients, their family members and friends, nurses, and physicians.'

Part of the process of building the program invalved gaining credibility
with such monitoring groups as the hospital’s Institutional Review Board,
representing all areas of medicine and medical research in addition to sociol-
ogy, psychology, and the local lay community. Many of the members were
developing research questions that we were inferested in, those where collabo-
ration with chaplains would be important. For example, studies about soclal
support and the elderly would be incomplete without Incking at church/
synagogue/temple attendance; a chaplain would be sensitive to such nuances
a5 denominational variations, expectations of pastoral visitaton, and under-
standing of membership. However, until researchers realized that we had both
interest and skill in research, they didn’t think to congult us or invite us o
contribvule to their shudies.

Al Duke, the CPE residency consisted of four quarters, Residents spent hall
of their time in pastoral work with patients, family members, and staff on their
asaigned units, The other half of their schedule included educational activities:
verbatim and group relations seminars, individual supervision, and didactics.
It has often been eaid that the research process consists of o series of sequential
decisions; so did the design of the research module to be included in the
residency curriculum. The first decision was the sefting of goals for the
program. In the context of our residency curriculum, it was reasonabile Lo expect
that students would leam to respect research as a valid way of arriving at
knowledge; that they would learn to read research critically, and would
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discover on-line and print resources for their work in ministry; and that they
would have the experience of designing, mplementing, and reporting on
specific research an an isswe or population,

At no time was it expected that the students would Become expert in doing
pastoral fepiritual research, or that the program would influence them to
follow a career in research, Al the beginning of the program, the students were
quite resistant to the research module. By the second year, however, the
importance of stating clearly in residency applicant interviews that research
would be part of the curriculum al that center was evident. By the third year,
many applicants were [Bting our research program as a significant factor in
their decislon o come o Duke, In retrospect, i seems that students with
undergraduate degrees and careers in physical or social science often discon-
nected with their skills and experience when they entered minialry. In the
research process, they recognised that those skills were still valuable, and they
began with enthusiasm to integrate them into their work.

Some pastoral research programs relied on a didactic approach; the stu-
dents were taughl various types and sleps of research by local experts. Other
supervisors participated with their sfudents as peers in the entire process,
embarking on a collaborative search for respurces and resource people to help
them when questions and problems arosa.

A parallel issue was whether the students would do individual or group
projects. Individual projects allowed the students to explore their own inter-
eats, and their focus was on their cwn project. Group projects had the advantage
of dividing the tasks, and so in some ways they seemed more efficient, The
group could decide on the area to explare, define the research guestion, and
settle on the type of study design they wished to use, Of course, one of the
elements of the CFE curriculum is the forus on the group process itself, and so
there was the danger of getting bogged down as the participants jockeyved for
roles and Agured outhow to deal with anger, passivity, assertiveness, and other
issues that can be expected to surface in an active CPE group. Such issues as
perfectionism and resistance arose in the working out of individual projects, so
bo some extent, it was easier for the student to focus on her or his own dynamics
and style of dealing with the task. Although a numberof supervisors work very
effectively with group research projects, our priority for that module was the
learning about research; learning about group process cccurned around other
tagks and goals,

The next cheice involved interdisciplinary relationships. During the first
year, the student group was limited to the CP'E residents. The faculty for the
serminars included members of the psychiatry and sociology departments as
witll as a consultant from the University's Institute of Statistics and Decision
Sciences, The collaborations were helpful to all sides. The psychiatrist and
socinlogist were intrigued and stretched by the insights the chaplains contrib-
uted to their understanding, and the statistics instructors were themselves
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completing o course requirement that they provide consultation to individuals
and groups. Resource people were pleased to work with us, surprised to leamn
that “chaplains do research,” and impressed enough by the discussions that
they sometimes came back for pastoral copversations with one of ﬂ'u:g,mup ar
passed along referrals for chaplain visits,

The didactic seminars were scheduled to dovetail with other events in the
residency vear and with the meeting schedules of the various nsbtutional
review groups, Forinstance, projects Invn]vi.ug_sa.ncer patients were reviewed
by the Cancer Protocol Review Commiltee and then either sent back to the
researcher for revisions or passed on Lo the Institutional Review Board for final
approval. The student researchers learned, sometimes painfully, to go over
their protocols even wilh experts who intinudated them, before the dead lines,
and o their profects nearly always went through the review process without
difficulty.

At that time, nearly all the research in the institutdon was quantitative—
"real” research, in the culture of the medizal world, Early on, several of our
students designed qualitative research protocols that raised questions in the
review committee. A dialogue was arranged between the membera of the IRB
who had been most articulate in their objections and the faculty for our program
an thal we could begin to understand the problematic issues and look at ways
of addressing them. Again, there was important learning on bath sides as the
[RB physician explained his position more clearly and expressed his regard for
our expertise and the goals of our program, For our part, we quickly saw areas
we needed to cover more thoroughly and language that we needed to use to
communicale pur purpose and methods, Interestingly encugh, following that
meeting, the IRB voiced its interest in the program and the student projects
coming betore it, and individual members generously offered to work with
students in their areas of specialization,

The curricubam began with a session spent with the medical librarians who
guided the residents through such on-line services as MEDLINE (Medical
Literature Analysis Retrieval System On-line) and PsychLIT, and the indexes
and journals that would be of particular interest to them. We spent one session
critiquing current clinical research articles on prayver, social support, depres-
sion, and other topics related to pastoral care. We spent several sessions
working on problem identification, developing research questions, and gener-
ating hypotheses, That led to discussions aboul vasiables, reliability and
validity issues, and research design. One session each dealt with sampling,
methods of data collection, and analysis. The serles concluded with a presen-
tation on ethical issues including informed consent, and another session on
communicating the results.

The sessions were spaced so that the students could apply their learning
immediately to their own projects, and each session included time for discus-
sion of their progress so that they could use the group to try out their ideas and
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instruments as they developed. The impartance of talking about their work as
often as possible with anyone who would listen was emphasized, guided by the
premise that simple but crucial problems otherwise go unneticed until the
work is too far along to address them, Students learmed how important it s to
test each revision of questionnaires, to welgh the words they used to describe
various religioue activities and denominations, and to walk theough the pro-
cesses for distribution and cellection of materials abead of bme, As they
presented each stage of their work to their peers, they learmed how important
it s to consider the “then what's” and the “what 38"

Amid all the prepamation and planning, however, the key message we
witnted the student-recearchers te learn was that there are no “bad ™ resulis in
resatarch, They were warned not to research topics in which they had a vested
interest, lest that lead them to skew the process, For example, could cne student
atford to learm that patients of her denomination at that medical center really
dicln't wish fo see a female chaplan? Could the resident who was convineed
that we needed tootfer mid-day worship services in the hospital chapels accept
survey resulis showing that patients and sffifwoeuld not be ableto attend them?

Omice those questions were answered, the students wereencouraged to find
thes wralise evien i Pesulla l‘]‘ll.":' cdid ol E"r:]1t:|.‘|. The aludenls who vrepe glﬂeful
when the admissions clerks agreed to disteibute their questicnnaires to each
new pabent were chagrined to discover that very few were refurned, for
instance. As we wondered aloud about that, we began to suspect that other
materials in the admissions packet were also lost or overlooked—the descrip-
teoemy o -:‘h.':pla:r'.'b:' services, the schedule for h‘:"lr'il“.lp sarvices, the Health Care
Piwer of _-"';l;‘l'-:_wr'..d_-_',' S Dieesians Mear Hie Bad of Life documends, [oe E-xa.mp-le.

The residents were frequently reminded that a good research project raises
other research questions. In thal case, a follow-up qualily assurance project
would Belp the department fo assess palients” knowledge of the services
available to them, and perhaps to plan more effective ways of informing them
about chaplainey. One excellent student project explored the comparative
effectivenzss of slandard interview and play as ways of conducting pastoral
visits with a pediatric clinic population. While she was disappointed to find
onlvy amall differences by age and gender, we pointed out that the data
nevertheless indicated a trend that would beworth investigating in a follow-up
study,

The next development in the progeam was to broaden the group to include
other disciplines, This model had been used in a vear-leng research practicum
for primary care physicians where we saw again the benefits of collaboration.
Theexchanges in that group were so mutually enriching and rewnrding that it
appeared posaible that it would be a good model for our course, Barbara
Tumer, Associate Professor in the School of Mursing and Director of the
Mursing Research Center, was approached; she had established Mursing
Research Committees on esch of the nursing units and was looking for a way

BS
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of instructing and supporting nurses who wanted to carry out actual projects.
In addition, we became aware of the number of stud ies dealing with spirituality
reported in nursing literature and felt that dialogue with nurses aboul reseanch
was important.

Together, wa began recruiting students through the campus newsletters
and by word of mouth, resulting in a group that included & necnalalogist, a
psvchiatrist, several nurses, a social worker, a nutritionist, and a physician
assistant, in addition to our ten CPE residents, While the course sessions
focused on research skills that are universally applicable o all disciplines, it
was intriguing to discover the common interest in various aspects of spiritual-
ity and spiritual care.

Further, while our earlier emphasis was on quantitative research, we began
noticing increased openness to gualitative research in other disciplines. |
realized that much of the documentation used in CPE lent self to qualitative
research techniques in our discipline as well. For example, the CPE process
involves doing a kind of text analysis on verbatims as a matter of course.
Avcordingly, we began to encourage students o consider qualitative as well as
gquanbitative methodolagy, e of the residents enterad the program with an
interest in working with adolescents, particularly those with disfiguring skin
problems. In the course of her clindeal work, she encountered a pediatric
dermatologist who was concerned with the social support available to the
families of his long-term patients. Together, they desigred a qualitative project
employing interviews and focus groups b address questions of interest to both
of them.

Ovver the life of that program, nearly thirty research projects wene comi-
pleted by CPE residents. Some of those were quality assurance projects, dealing
with patients’ level of knowledge of chaplains’ services in the hospital and use
of the chapels. Chhers added to our knowledge about the pastoral needs of
specific populations: changes in images of God and religious practice in parents
of sick children, images of God among bone marrow msplam patients,
patient altitudes toward gender of chaplains, correlation between religious
faith and coping strategies in sickle-cell disease patients, the correlation be-
tween loas and relapse in substance abuse patients, the value of incorperating
plav in pastoral visits (o children, spiritual issues for bone marrow transplant
patients, and the nature and place of hope for adulls with acute leukemias,
coronary artery disease patients, and end-stage renal disease patients,

A second group of projects dealt with the care givers: support themes for
care givers of pediatric ichthyosia patients, the nature of religiosity among care
givers, why and how supportive relationships develop in intensive care unit
walting room settings, and the relationship between nurses’ contact with dying
patients and their own Livieg Wills. Finally, students also looked at denomina-
tional ssues such as the relationship betwean clergy members' age and their
preferred conflict management style.
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Currently, we have instituted a similar training module at Memorial Sloan-
Kettering Cancer Center (MSKCC) in Mew York. The result of a collabaration
with Marilyn Bookbinder, Director of Mursing Research, was an interdiscipli-
nary course of twelve two-hour sessions offered over six months to a group of
nearly thirty CPE residents and nurses. Each session began with a presentation
by one of the many research experts at MSKCC, and concluded with an
opportunity for the participants to wse the group as consultants on their work-
in-progress.

Session One: Introduction to library resources; searching the literature

Session Two: Guidelines for evaluating research articles

Session Three: Problem identification, developing a ressarch question, and
generating a hypothesds

session Four: Developing an operational defimition of the bvpes of variables and
issues bo consider in dealing with them; reliability and validity

Session Fiver Use of group procesa in research; how to access advice and
support

Session Six: Qualitative research—philosophical basis, description of subtypes,
and brainstorming on research questions particularly suited to this approach

Session Seven: Quantitative research—uorientation to this type and its subtypes
with discussion of the research interests of the seminar participants in
relation to the design seleched

Session Eight: Sampling—Understanding the study populabion, sample selec-
Hon techniques, size and power issues, and inclusion /exclasion criteria

Session Mine: Data collecticn—{fomulating and matching approaches and
imstruments to the type of data needed for the research question/ project

Session Ten: Data analysis—interpretation of the collected data, critiquing
current articles from that viewpaint

Session Eleven: Bthics—history of ethical issues in research, description of
institutional review structures, examination of sample procedures and forms

Session Twelve: Communicating results—organizing the reporting of results,
including publication / presentation

Congistent with our learning at Duke, this program is also open to the
commonality of our research interests, For instance, nurses have taken the lead
in exploring the ways in which such characteristics as hopefulneas impact
physical health and healing. Peychiatrists and chaplains at MSKCC collabo-
rated in the development of the Systems of Belief Inventory that looks at a wide
variety of factors including religious practices, existential outlook on life, and
the capacity for love, forgiveness, quiet, and meditation. Harold Koenig re-
searched physicians’ attitudes toward addressing religious issues with their
patients." The major areas of interest for chaplain researchers today are patient
satisfaction, spiritual assessment, and staff care, all of concern for our partners
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in cther disciplines in health care. All of us are benefiting by learning and doing
research together.

Several vears ago, CPE programs in pastoral research moved into another
phase, as centers began planning for second year residencies specializing in
research. Carolinas Medical Center in Charlotte, Morth Carolina, designed a
research curriculum in which the resident would participate inan interdiscipli-
nary research education medule such as the one described above and would
complete a research project in conjunction with the half of his or her time that
would be spent in clinical work, Consistent with our experience at Dhake, the
supervisors there leamed the importance of educating the varous review
boards about the relevance of the by pes of research that chaplains would doand
about the capability of chaplaing o undertake research, The propect completed
by thie First resident to fill the position, *Effiects of Shame on Heart Disease,” set
the program on firm footing for the future.

While the financial restructuring that bas cocurred with the advent of
Marmaged Care has caused the elimination of many hospital services and
increased pressure on staff who memain, it has alse suggested multitudes of
areas for research. Ironically, while consumers are struggling to access the
health care services they need, competition among providers leads them to
mereased atbenbivencss to patient sabisfaction, The creation of the Office of
Alternative Medicine as a Wing af the Matienal Institute of Health added
credlibility toa host of approaches like meditation as valid intervention. In this
vortes, the well-prepared pastoral researcher is welcomed as a full partner by
those who are ready fo look at sparituality as a vital component of human life
anel healtl.

Whiere are theae researchers prepared, both to value clinical research and
to do it? Candidates coming to CPE from degree programs or [irst careers in
social work, pavchology, or business are delighted (o find that the research
skills they acquired in those disciplines are so useful in their pastoral work
Those without that experience priof toseminary are still quite skeptical at best,
hoatile al woral. And while this article has focused on the imporiance of
pastoral fapiritual research in the bhealth care setting, perhaps it is a good time
to look at the value of clinical research for the other settings where seminary
graduates minister. Both qualitative and guantitative research methods would
be helpiul in identilying needs of parishioners and in assessing their satisfac-
tion, for example. And while confrontations at church counci! meetings and
Muctuations in weekly collections are traditional measures, even quite simple
pastoral research projects would be less reactionary and more proactive.
Something to consider.

For example, what do the people in the pews expect of their ministers/
priests/ rabbis/imams? The Association of Theological Schools itself amassed
ahuge amount of data on this issue in the past, and itwould be intriguing to see
how parishioners have changed or, perhaps; stayed the same. Interesting
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variahles include age, gender, vears m the denomination, vears in the particular
local group, and other sources of secial support, Institubional chaplains have
long noticed the strong positive and negative attitudes of thelr population
toward local clergy visitation, A fairly sunple but well-organized research
project would enable s minister toléarn about those attitudes and expectaticns,
to target specific needs, and to organize caring and efficient responses to them.
Accountability is becoming an increasingly important factor in clergy selection
and placement, and again, simple research projects help both clergy and church
groups to define needs and results, Qualitative research approaches like focus
groups are as uselul and as helphil as quantitative methods like questionnaires
as a source of information for pastors and planning /evaluation committees,
Focus groups have the added advantage of bringing congregational membirs
together o meat one another and 1o discuss issues of importance to them, While
time consuming, individual interviews—another qualitative method—dem-
omstrate to interviewees that their congregation considers their opinions im-
partant. Some cutcome research projects can be quite exacting; for example,
researching the effect of prayer group intercession on the progress of a hospi-
talized member is a complicated process. On the other hand, researching the
attitudes af congregational members toward other racial, ethnic, sconomic, or
religious groups before and after educational programs or social service
projects an those issues would be fairly easy, Purther, such a research project
wiould be most helpful in decisions about future priorities and programs,

In her poem, “A Prayer to Eve,”' Kathleen Norris speaks a prayer that
seems appropriate for pastoral researchers: “Maother of science /and the critical
method, / keep us humble, Muse of listeners / hope of interpreters, inspire us
to act” Those images match a Sid Harris cartoon depicting two beanded
scientists facing a blackboard covered with a complex mathematical equation.
An arrow points 0 a symbol in the middle of the equation, labeled, “Then a
miracle pecurs,.” One scientist points to the arrow and says to theother, “TEink
youneed tobe morespecific about this, " Pastoral researchers are in the business
of being more specific about the miracles that ocour in the lves of those they
rminister to as well as in their pastoral encounters with them, Assuch, it might
prrove Fruitful for seminanies toincorporate training in clinical research in theis
curricula.

Margot Hever, DM, s Cliizal Pagbanal Edwertion superedear and staff clhapiain
Sor Thie HealthCare Chapladncy, Ine., and (s Iased f Memardal Sl -EKelfering Cancer
Cender dn Mew York City
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Congregations and
Theological Education and Research

Thomas Edward Frank
Candler School of Theology

From 1991 to 1994 the Candler School of Theology undertook a remarkably
broad and ambitious program of research in congregational studies, Perhaps
unprecedented in scope for any theological schonl, the program engaged the
research and writing energies of about fifteen percent of the faculty at that time,
Funded by Lilly Endowment, the program supported five research projects
exarmining & total of more than twenty congregations of five different denomi-
nations (Baptid [NBC], Church of God in Christ, Episcopal, Presbyterian, and
United Methodist), as well as a sixth project in biblical studies, The six Candler
reswarchers involved each formed an investigative team, for a total of cighteen
additional persons (doctoral and master’s students), to explone a particular
problematic inecclesial life, bringing to bear the perspectives of the researcher's
own academic discipline!

Meeting regularly for coordination and reflection, the ressarch group
addressed a number of issues critical to theological education today. In particu-
lar the group's discussions and papers brought the entire faculty tosome degree
of fscus on the relationship between ecclesial practices, congregations, and the
edurcation of Christian ministers, The groups work gave rise to guestions about
thenature of our life together asscholars, about the pedagogy through which we
educate students, and about the dizcourse of theology itself,

MNumerous publications by the scholars in the group present the findings of
their particular projects.’ This article presents a summary of our collective
wrestling with such questions as:

Are congregations and congregational practices paradigmatic for theological
education?

What methodological and ethical issues arise from theological scholar-educa-
tors conducting ethnographic studies of congrejgabons?

What do congregational practices, decisions, and forms of leadership tell us
about the practice of theclogy n congregations?

In what ways are congregational research, assessment of data, reporting to
congregations, and writing up firdings, & form of practical theology?

What are the strengths and challenges of collegial research?

What is the impact of congregational studies on pedagogy, and on the educa-
tional experience of students?

Theolagical Education, ¥ odume 335, Mumbser 2 (19697 ]: S3-120 03
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This article reflects some of the ways that we have both drawn upon and
debated with the literature in theological education and practical thealogy. We
did net produce constructive proposals in a collective voice, REather, we al-
lemnpled to refine our questions more clesely and provide a full description of the
enriching and challenging collegial conversation theough which we came to
those questions. The article concludes with a call for continued engagement with
issues in the relationship of congregations and theological education and
research

How the Research Program Came Lo Be

The narrative of how Candler happened to undertake a research program
of this seope 18 more han merely preliminary to discussion of the “real issues,”
This story in itself raises many of the critical questions that must be faced inany
effort toexplore the Future of theological educabon and the role of congregations
i |:|1131:‘.||||gi{'a| education and research,

Candler has been in the forefront of congregational research for many years,
James F. Hopewell in particular began in 1972 to develop bath pedagogical and
research interests focused on congregational ministry and mission. Through
wihat was ther ealled the Instibate for Chiurck Mindsteies, in 19790 e ateackad the
fiest of five major grants from Lilly Endowment.

The first grant supported o leaching program popularly known at Candler
as “Institute courses” in which a professor and a pastor team-taught a class
comprised equally of seminary students and membsers of the pastor's congrega-
tion, Flourishing in the yveams 1977 through 1982, this progrem produced more
than Ffty distinet courses, sach focused on e current issue in a particular
cofgregakion.

Meanwhile, Hopewell was exploring his own research interests through a
second grant. His originality in bringing both anthropolegical method and
literary theory tobearon congregational lifeeventuated in a seminal manuscript
that became virtually & manifesto for lnoking al congregations in new ways, The
book was published as Congregation: Slories and Strectures after his untimely
death irs 1984, and was edited by Barbara Wheeler, a major vodce in congrega-
ticnal studies and theological education.!

Hopewell's book constituted a plea for scholars and chuech leaders fo take
congregations seriously m their own right, His brilliant review of twentieth-
cantury lteratuee on congregations revealed how little the depth and richness
of the corporate life of congregations had been plumbsed, He argued that lead ers
must seek o understand congreégationa before they propose to reform them, He
sugpested that scholars had simply taken congregations for granted without
realizing the complexity through which congregations revealed the larger
human task of creating svmbolic structures and forming community,

In the early 1980s, as the Institute took the name Rollins Center for Church
Ministries, a third granl program supporled by several foundations continued
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Candler’s attention to the ministry and mission of congregations, this time
through the research interests of certain individual faculty members. Lilly
Endowment’s share of the grant was intended particularly to encourage local
church pastors to study their congregations. Several pastors were selected as
Eesearch Fellows and began projects, teamed with faculty consultants, with the
intention of writing books on their findings. Some papers came oul of this, but
nd publication:,

Throughout this period Hopewell was instrumental in forming a national
group of scholars with an interest in congregational studies. Meeting regularly
with Robert Lynn of Lilly Endowment, the Project Team for Congregational
Studies began to strategize ways to advance innovalive research on congrega-
tions. In 1982 the Rollina Center was host and co-sponsor with the Team for a
national conference on “Understanding the Local Church: The Values and
Varieties of Congregational Analysis” that attracted a registration of more than
300 scholars, dencminaticnal executives, and church leaders. The case study
and papers for the conference became the book Building Effective Ministry, edited
by Carl Dudley, another leading valee In congregational studies. Hopewell also
worked with the Team in producing the Handbook for Congregational Shdies, a
compendivm of methods forunderstanding congregations through the descrip-
tive lenses of identity, context, process, and program.*

Candler held a fourth grant in 1985 through which teams from four
theological schools (Yale, Union, Candler, and Claremont) engaged in dialogues
about the place of congragations in the theological curriculum. The spur to
discussion was Hopewell's paper advocating a congregational paradigm for
theological education to replace the clerical paradigm named by Edward Farley
and others. Arguing that the clerical paradigm “deprecates the congregation”
by emphasizing the individual professional applying tools to a congregation’s
practical needs, Hopewell called for theological education focused on “the
development of the congregation” instead of the development of the individual
student. Deliberations on his ideas by several scholars, mainly from the classical
disciplines, led eventually to the collection of essays entitled Heyond Clerizalism;
The Congregation 15 0 Focus for Theologiod Educahion, also edited by Barbara
Wheeler with Joseph Hough.®

Finally, upon my arrival as director of the Rolling Center in 1967, conversi-
tions resumed with Lilly and with The Pew Charitable Trusts around possible
grant support for major new initiatives in congregational studies, Candler’s
Dean James L. Waits, whe had fostered much of the school’s focws on congregs-
tions, was determined that momentum in this area net be Jost, The new grants
would represent an even stronger emphasis on field research through which
faculty would bring issues and methods of their academic disciplines into
engagement with the particularities of congregations.

In 1958 The Pew Trusts agreed to fund a project on the relationship of
congregations and public life, which [ conducted jointly with James W, Fowler
and a team of nine student research assistants, This was a pilot in the sense that
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it provided a background of interdisciplinary experience for developing a
broader research program.* With the help of Charles Foster, James Fowler, ard
I began in 1989 to formulate the material for a more extensive grant propaosal,

The faculty s response to this working paper in early 1990 clearly showed a
shift of interests from the 1970s, While useful elements of the proposal were
hailed, the scale of the program seemed burdensome and unappealing to maost.

Thecurricular elements were dropped as unwieldy, Faculty were invited to
express interest if they wished, and to envision whatever project scope and
research team composition they thought best. Six faculty agreed to undertoke
particular research projects with a seventh (myself) serving as director. Lilly
respanded by making a three-year grant of approximately 5637000 to com-
mence in May 1997,

The profile of our group of seven revealed much aboutits relaticnship to the
foregoing narmative, The group was comprised of four men and thriee women,
six European-Americans, one African-American (male), Three denominational
affilintions were represented in the group: United Methedist [four), United
Church of Chriat {two), and Church of God in Christ (one), though all were
thoroughly ecumerical in research, teaching, and service activities. The group
was striking in its relative newness to Candler, and in most cases, to acholarly
careers, In 1991 when the grant began, six of the seven had been on Candler's
faculty for four years or less, the seventh for more than fifteen years, All held
doctoral degrees from among the major MNorth American graduate schools,
including the University of Chicago (hwao), Emory University (two), Linion
Seminary / Columbia Universily (one], and Yale University (fwal.

The group’scomposition [ulfilled the aim of extending a research interest in
congregations in new disciplinary directions, Mo one in the group but me had
ever carried out a full congregational study before, Some faculty had experience
with ethnographic methods, but none was aspecialist in the field, The academic
disciplines of biblical studies, thealogy, ethics, pastoral care, historical studies,
homiletics, liturgical studies, and Chrstian education were all represented in
the group. Cne of the projects would be an analysis of Mew Testament texts, or
as Gail R. O'Day (its primary researcher) jested, everyvone else was studying
living congregations, she would study a dead one, The conversation between
contemporary congregations and the Luke/Acts perspective, and between
practical theology and the classical disciplines, proved to beamong our greatest
challenges.

Ir sum, the narrative of how this grant came to be reflects one institutional
setting in which an interest in congregaticnal studies s been passed from one
generation of scholars to another. The "90s generation proved to be less inclined
toward "big questions,” such as red oing the paradigm of thealogical education
around “the congregation.” The group did not attempt curricular proposals or
an impact on the pedagogy or research interests of eolleagues not in the
program. Clearly the questions had changed. “How can we devise programs for
getting students more deeply engaged with the dynamics of congregational
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life? bacame more like “How can [ teach my classes in a way that conveys the
vitality and complexity of congregations through which the issues of my
academic discipline are made more [ully apparent? “How can we revise our
eurriculum around congregations?” became mare like “How does my research
in congregations, together with that of colleagues, make maore vivid the human
struggle for wholeness and justice in community?" With this latter question
surely the savant of the earlier generation, James Hopewsll, would resonate:

The local church is a microcosam of human culture, an immedi-
ate instance of the world's symbolic imagination.. the world-
wide toil o kit 8 human community out of disparate motives
and symbols occurs in specific instance in the local church; the
congregation..is an immediate microcosm of all society’s at-
tempis o associate,”

The Agenda for Our Program of Research

The mosat challenging task in preparing our grant proposal came in trying to
articulate theagenda we had in common. In fact, even after three years together
we were nol of cne mind or voice about what we made of our investigations of
Christian congregations. Wea came to view this not as a hindrance, but an
apening o conversations to be continued in new forms in the future.

Mevertheless we did bry 1o articulate in the c-rigina.l grant prupml SO
areas of common intereat, We named basic shared assumptions about the need
for research on and with congregations. We spoke of congregations as practical
theological communities; we were going to focus on practices; we described
ethnographic methods most of us would vse, Even those hroad statementacould
notspeak for all of us, though. We would simply have to talk together over time
to discover our commaonaliby.

Atfter all, we were atternpting something quite unusual in academia. We
were bringing together people from a variety of disciplines to look at several
distinct issues in the continually shifting context of multiple congregations in
diverse settings. We were not coming together with a canon of accepted
Iiterature or methods, Wi did not explicitly share assumptions about how todo
theology, or about the nature and purpose of the church, or even aboul
appropriate protocel for conducting research, Few of us had any experience
with research that entailed observing people and organizations, conducting
interviews, and trving to make sense of the onrushing fow of a human
association like a congregation,

E-'I:J_'P-'Fl-mg emusiously into the complex landscape of this adventure, we took
some comfort in mitiil Eliepes o set wp the resenrch jiacieas fiet cur individual
Fr1'q,1i|:'|:|";5. This ot least we could talk absout :r|.":|.|'J||_'|-' and Ly Lo aolve immediate
prablems togetber (how much to pay assistants, who handles personnel forms,
where reports are filed, etc.),
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Alltogether we employed eighteen assistants who became vital participants
in their mspective research teams, Eight of the assistants were in the M.Div.
program, mainly graduating seniors. Three of those were studen! pastars, Six
students from the Division of Religion Ph.D, program were involved—one in
Mew Testament, two in theology, two in theology and personality, and one in
ethics, An intermational student in the Th.M. program joined one of the teams,
Three additional persons not currently enrclled in a degree program also
assisted, Thedemographics of the group were diverse as well. Of the ten women,
seven were Buropean-American, two African-American, and one Fijian. Of the
eight men, seven were Buropean-American and one Alfrican-American,

While the grant cfficlally began in May 1991 and directors were laying
groundwork through that summer, our collective work really began early in
September 1991, [had been urging on the group the need for training in methods
of studying congregations, Most of us would be doing ethnographic rasearch to
some degree, bul few had experience with it An event in which all of us,
tncluding our research assistants, would participate would surely plunge us
right into the issues we needed o face in looking at congregations.

I arranged for several scholars with credentials in the field, including
Jackson Careoll {then of Hartford Seminary), Penny Marler {then a research
pasociate at Hartford Seminary), Mancy Ammerman, and myself to lead an
event with two foci. First, we would begin what 1 hoped would develop intoa
full conversation with the literalure to date on congregational studies, Second,
we would actually go look at twa congregations to be included in projects that
fall, walking in their neighborhoods and observing their Sunday activities, thus
“lump-starting” that research and giving us a common experience to discuss,

“Discuss” s not a word that captures the range of moods that weekend—
from anger to excitement Lo tears to resistance to engagement to fear to wonder,
In retrospect, what had seemed to me a perfectly rational plan was not poesible
inatime frame of half-day sessions from Friday afternoon to Monday moming.
The time pressure was particularly acute near the begirming of tho fall semester
with the arrival of new students, the first sessions of courses, and the faculty
committes agenda kicking in for the year,

Mareover, the total group for this event included about twenty-five people,
many of whom were not acquainted with one another and only minimally
acquainted with the research program. Wewere simply not ready o go observe
and interact with congregations. The level of trust so necessary to ensure
commaon assumptions was plainly not there vet, Differences quickly arose over
how to visit with strangers, or what to say about our purpose in being present,
or how walking in the churches” neighborhoods as outsiders should be ar-
ranged. With the group divided into two teams exploring two congregations,
two very different experiences evolved over those several hours, yet another
variahle for the entire group to process,

The event made clear that a conversation with congregational studies as
they had developed over twenty years was going to be challenging. Most
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eongregational studies have been conducted by schalars in sociology or ethnog-
raphy. We invited some of them to lead this event, But none of us was a
sociologist and moat were wiry of lamger assumptions that might be imported
through using sociolegical methods, Maoreover, ne one was nbterested n core
ducting simply astraightforweard study of 4 congregation for itz own sake, Each
of the directors had a larger issue of purpose in mind, for which an accurate
porteayal of congregational reality was eritical bul nonetheless not the essence
of the project.

In fact the projects were quite varied in thelr intent, Pamela Couture wanted
to discover ways loencourage serious diglogue and cooperative action betwesn
cangregations and public health departments, to the end of creating new public
health initiatives with church invalvement.

Robert Pranklin, Charles Foster, and Sally Purvis were more concerned
about thorough and accurate description of their congregations as a way to
understand the dynamics of particular issues in ecclesial life. Those issues
varied considerably, of course, Franklin was o examing continuity and change
in black church traditions, Foster to explore the influence of cultural diversity on
understandings and practices of congregational life, and Purvis to study the
effect of women's pastoral leadership on two congregations.

Don Saliers was planning to assess the impact of a particular intervention in
the life of a comparative cross-section of congregations (the reception of a mew
hiymnal in United Methodist churches), Gail ¢*Day was going to be examining
the texts of Luke-Acts in an effort to interpret Luke's view of worship and
carmmurity identity,

Thus from the beginning the program was pushing at the boundaries of
received methods in congregational studies. This was our intent i sething up a
multidisciplinary group. But it also throw us into immediate tension over the
most appropriate and helpful wavs to approach our interests,

As seon as research feams entered their congregations and began fo take
tums reparting to the entire group, thowgh, the tone of our discussions changed.
Wi begran to hiear more about one another’s purposes and to help one another
refire questions and methods, We worked together to design a survey instru-
ment bobe used inall the congregations tocellect demographicdata, We enjoyed
the consultative insights of [ames Fowler, Rebecca Chopp, and Nancy
Ammerman, The research assistants were a vital part of these conversations,
sharing in the propct presentations and commenting from their own perspecs
tives, This brought an even richer diversity of voices and viewpoints to the table.

Reflections from Research Assistants:
Impact of the Program on Seminary and Doctoral Education

At the end of the fiest vear we were encouraged by the response of many of
the student assistants in the five studies of contemparary congregations. Mot
only had anumber of them become full partners in formulating and carrving out

oG




Congregations and Theological Education and Research

the research projects, but several of them articulated ways in which participat-
ing in the program had been transformative of their education, Their learmnings
suggest the importance of involving students in disciplined investigation of
congregational life!

Discovering Congregational Life

Some were struck initially by the difference between studying a congrega-
tion and leading ome (or serving in typical student ministry roles). The program
gave them an apportunity to be “a student of the church, someone who's trying
to understand, someone who's asking questions, someone wha's listening tn,
eomecne who's participating with.” This gave them acoess to the “underside
and the inside, rather than the lopside or the upside” of & congregation.

The research assistants were aware that access to the inside had to be
something graciously given to them by congregational participants if it were
going ta happen atall, and they realized what a privileged position it was. Their
participant-chserver stance opened entirely new lines of sight. “The whole
world changes,” said ane, “onee vou open yourself up to what's there and the
art of congregational studies.”

Seminary students thrown into leadership roles especially as student pas-
tore may tend, said one, “1o lead by the traditional mold” or adopt top-down
madels they have seen elsewhere. The research mode reversed such models so
strikingly that one student pastor was moved tosay “it's almost criminal” not
bo grive serminarians a chance to “see the underbelly™ of a congregation. Another
student put it, “T can't imagine at this point what it would be like for a person
coming fresh out of seminary withnoexperience in a church golng inand having
to be a leader and having to shape with those people what thelr sense of reality
ghiild and could and might be™

Some students reported carrving with them into classes and informal
discussions a rich areay of anecdotes and images that enlivened and challenged
their classroom leamning. Their peers noticed their enthusiasm, “Other students
are hungry to know what we've had a chance to learn in terms of spiritual life
and vitality, in terms of how congregations come together, in terms of how they
develop, in terms of how they deal with change. Thera's just s0 much they re
wanling to know.”

The kind of depth exposure to congregational life afforded to students by
these projects was an ambiguous experience that could be stimulating but also
deeply troubling, Our research project team meetings functioned to an extent as
support groups through which to process new and surprising learnings. We
were nol prepared for the spiritunl vulnerability that encounters with congrega-
tons would stir, Some students were harned off by whal they saw, others were
more deeply engaged than they ever expected to be. But for all, assumptions
about church and ministry were ¢alled into question as they were forced to
reconsider such issues as the authority of pastors or the pervasive patterns of
raciam in the church.
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For some of our research assistants, a depth encounter with congregations
broadened their vision of “what the chureh 18 and can be” To an exkent this
resulted simply from being exposed to congregations other than those they may
have been familiar with fromhome orelsewhere. But italso came from realizing
how congregations often function as public spaces for the community,

Therefore firm lines of distinction between congregation and community
were not only hard to draw, they would distort the truth of the community's
influence in the congregation. One student pastor had been frustrated by his
congregation's refusal to consider ministry outside its own walls, only to
discover that the community “is an exact duplicate of that church, It is the same
dysfunctional group, but on a bigger scale.” Another student was intrigued by
the way disputes over community values—say the tastefulness or civility of rap
music—tound their way into the congregation, even into waorship.

Congregations struggling over fragile steps toward developing a
multicultural constituency especially seemed to push back the boundaries of
ecclesial vision, For some students, these congregations reflected the global
church and the interconnectedness of Christian communities everywhere, For
others, they simply showed the hazards and the precariousness of trying to form
congregations at all.

A broader, richer vision of congregational life “restored my sense of hope for
the church,” in one student’s worde. Her skepticism about whether the church
had a place for her gave way to a vivid experience of God's presence:

For me it has been discovering where God is, where God is
among people and what's happening, and the transformation
that's happening in people’s lives. Mot just from some glib
theory or from smiling face hope, but from actually grappling
with their tears or their smiles and what has been happening
with them as they speak about it, How you see God transform:-
ing things and changing things and struggling with them. For
mie it has said that God is still active in the church, not just
outside it. And that it's a very real experience and a very
powerful experience. But it isn’t just spiritualized, It's very
earthy. It's very real Spirit and earth aren’t separate,

Theological Reflection

Chur research spurred students to theological reflection as well, The students
wrestled to bring academic discourse mto conversabion with the discourse of
congregations in o way that did justioe to both, This was “what pmactical
theology is about,” as one doctoral stedent said, and the progect was “an
excellent forum for me to engage in practical theclogy and to expand my
familiarity with it in practioe.”

Uincovering or naming the “opembive theologies™ of a congregation re-
quired time and intention for both researcher and participant. “I was exciting
to work with them leng enough,” the student continued, “to identify the
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theological themes that are informing their congregational life, which are not
mamed theologically, " Conversely, tor thisstud ent it became impossible to listen
ko any historical or contemporiry theological elaims without wondering aboat
“actual social embadiment” of notions or traditions in particular people and
places.

The research alerbed students o watch for "even the theology that's being
expreased by people who come up temake announcements, by the singing of the
choir, by the way in which people carry themselves within the church.” This
student went on to add that surely theclogical reflection must go on & inquire
how or whether people live that theology in everyday life. “Are the things that
the peaple say about this theology of this church that they're a part of, are those
things consistent with how they respond once they leave the wnrﬁﬁip enviTon-
ment?” s “that event on Sunday . .. totally separate from the rest of thelr lives”
or 15 there a deeper integration with life outside the congregation?

Thie boundaries and definitions of the theslogical task provoked language
issues s well “The tendency of the church s to bry and define God for the world
and say, “This is who God is and how God operates,” * Yet people culside the
church alsoexperienced God, just without "any sorl of theological language™ in
which b couch it Was there a language to "bridge that gap? How could the
researchier listen to deeper meanings bevond calegories that were “too narrow
and too rigid” to sense who God is outside church boundaries?

Several students were also aware of having to leave the program betore
tuller thealogical reflection on congregational theologies was complete, Some
were hoping that their team would develop its own practical theology of the
church's mission ina multicultural world, They were restless with remaining in
the participant-observer role and ready to move on toward advocacy for
constructive change.

Collegiality

Mevertheless, many assistants praised the teamwork of the research groups
in organizing, managing, and reflecting upon their participation and observa-
ticn, Che called her group's shared experience a kind of “sacred ground” that
she would carry with her wherever she wenl

Faculty leadership stvles enhanced this teamwork. Several students ex-
pressed exciternent that prolessors welcomed a "collegial relationship™ and
were learning alongside them, offering all team members a voice in shaping
directions. This led toa "cooperative, collegial, relational way of leaming rather
than oppositional or antagonistic or individualistic.” Yet students were also
glad for the faculty's greater “experience and knowledge.” The professoms’
tamiliarity with an academic discipline kept the groups focused on o goal and
put their findings in dialogue with a wider literature,

ptudents were excited to work with professors in “primary research”
instead of “reading the book after theyve researched it and digested it and put
theories on it and have kind of theown it back out there and 1 buy it for 510,95
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or whatever,” This was a chanoe to see research evolve, and in a particularly
ambiguous undertaking. “It's very wrenching to be part of an experimental
process where the method and the outcome and the questions ane being
developed along the way so that the sort of insecurity of everybody in it s very
bigh.” But the uncerfainty was ilso an advantage, because ¢veryons was in on
:Fnrml.l,lnﬁng TR pOnses o wikuationa ard next steps i researeh.

Status, Tome, and Money

Lastly, working in teams made evervone acutely aware of the “complex
powerrelationships” among faculty, students, foundation, serminary, and church.
Forming research teams was a struggle sustained over many maonths, While
students were peer researchers to a great extent, some were also meoeiving a
grade for their work. Doctoral students had higher academic status and could
be perceived as closer to the professors, The seminarians, especially the student
pastors, began in a deferential mode unsure of their voice or that they knew
anything, One of the most exciting developments was their growth in confi-
dence. “Maw |, thev talk to anybody, | think that ability to relate across various
kinds of lavers of powers is real important . - . a conviction thal they know
something that people in more detached offices don’t know, ™

All team members were having to juggle competing demanes of powerful
systems: denomination, comgregation, serminarcy, family, and others, “1t s very
difficult, very hard,” said one student pastor, And the difficulty was only
oxacerhated, said student pastors, by the tendency of “the seminary system ™ to
presume a "very large, healthy kind of 4 church™ that new pastors “may not
waork in for vears.” That iy, student and first post-seminary clergy assignments
arein small, often rural congregations with (atleast oo the surface) few resources
where an aggressive, activist leadership style may not it

Moreover, the clergy svatem sends “the leastexperienced ™ into “some of the
micat difficult stuations,” especially "dysfunctional™ congregations. Bul the
sludent pastors recognized congregational studiss skills as critical o helping
tThemy enter such siluakions,

The students appreciated the tole of foundations in encouraging this
research. “I1s so important to have foundations such as yours that are willing to
imvest the time and money into allowing these sorls of things o happen,” cne
addressed the Lilly Endowment visitors, T can't imagine what would be
happening in education if faculty members were having Lo say, "Well, I'm just
going Lo grit my teeth and fergel about i and work my ten bours at the school
every dav and then go home and trv o do research oo my owns” The only way
to “charl new ground™ in theological education was to fund this kind of
inmowvative research.

Impact on Education
Chir research assistants identified theee areas in which participation in the
research program had a definite impact on their education. First, the students
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learned some skills to which they might not have been exposed otherwise. In
part, they were research skills, the art of participant-observation and the
discipline of examining data, But perhaps in greater part they were skills of:

* working ina group, planning and assessing activities together;

*  managing or finessing the power dynamics of church, seminary, and
ather inatitutions;

* leaming to appreciate the diverse backgrounds and expenences of
[eers in minkstey S teaching;

*  working within the structure and accountability of a grant;

o preparing papers and books te report findings,

Secomnd, our research in congregations offered a provocative reality chock
for students. Some doctoral students especially saw how field research and
disciplined analysis contrasted with educational models that one called “en-
counters with disembodied theory . . . disciplined practice in abstraction and
individualism.” They found brid ges of relevance between their academic work
and the realities of the church,

The program did not encourage students to devalue theery, feimply made
theory more real, more dynamicand active by putting it in dialogue with actual
practicing communities of faith, Moreover, students saw how the appropriate
theory of interpretation of a congregation may need to arise from Bhe situation
itself, Congregations had a powerful “commumtaran sense of the ethical” that
must be honored, said one dectoral student. A congregation’s culture bad an
integrity of its own that “must dictate specific portiens of the theorizing and
conceplualizing that occurs in relalionship to IL" The point was be strike a
balance “between the theory that arises out of the congregation and the theory
with which one approaches the congregation.”

Third, the research program was empowering for at least some of the
students. They experienced themselves as agents in their own education and
realized a seriows responsibility for thedr inaights and actiona. Faculty directors
enhanced this empowerment by brusting students i be partners in research,
sending them cut as independent observers and interviewers. Bindings were
assessed in dialogue with evervone learning logether.

Students noted the weight that their presence and ideas carded in the
congregations, Une was startled Lo see how readilv participants “responded Lo
my waords of encouragement, hope, and affiemation. They even ook sp my
phrases of identification of them to identify themsalves.” The researchers’
attention to the congregation was itself a boost to the hope and commitment of
members, Thus students learned not only more about developing a critical eye,
but also the importance of disciplined and caring use of their critical eye if their
work was bo be constructive,
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Reconsidering Congregations and Congregational Practices
as Paradigmatic for Theological Education

One of our stated purposes in undertaking this program was to assess the
impact of congregational studies on theological education. The place of the
congregationin theological education can hardly be resolved, of course, without
attending to the changing nature of theological education itself. A number of
scholars havechallenged the traditional assumptions of theological education in
recent years, with particular concem for articulating unifving principles or
purposes in an increasingly specialized curriculum while also accounting for
diversity and plural voices,

More than ten years ago Edward Farley published his thoroughgoing
challenge to the “clerical paradigm” of educating students in compartmental-
ized professional skill areas. The Scholars Press series on theological education
included arguments for a reconceived unity by Charles Wood, John Cobb and
Joseph Hough, and the Wheeler and Hough volume, Wheeler and Farley also
eddited a collection of essaye entitled Shifting Boomdaries devoted to examining
the impact of cultural and intellectual change on theological education®

Formal Proposals—Material Realities

COnly a few of these arguments have attempted to describe the actual
practices that would implement the programs being advocated, and this became
it point of resistance for our research group, The thoroughly formal nature of the
proposals made them seem somewhal overbearing and unrelated toexperience.
David Kelsey's work on "what's theological sbout a theological school™ in
particular provided the group with a thesis that [llustrated the problem we had
in relating the larger discussion, however compelling, to the realities of our
research,”

Inachapter entitled “Utopia,” Kelsey undertook what henamed a “thought
experiment” in the nature of a theological school. Attempting to reconcile a need
for a unifving principle of theological education with the requirement of
edequacy to the pluralism of ways of construing “the Christian thing,” he
arrived at this delinition:

A Christian theological schoolis a community of persons trying
to understand Ged traly by focusing study ef various subject
malters through the lens of questions aboul the place and role
of those subject matters In diverse Christian worshiping com-
munities or congregations,"

This proposal was appealing tous given our investment of research and writing
tme in congregations. We found the argument thoroughly and acutely rea-
o,
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Cur empirical work, however, [orced us to ask what exactly was the status
of such a “thought experiment.” For our group, having tormed research teams
and gone to look at actual congregations in real places, the “as if” mode of this
argument was remote from experience.

Certainly Ketsey's formal claims, for example, that congregations repre-
sented a “radical pluralism" in ways of construng the Chnstian thing, were
beyand objection.™ We were seeing amazing diversity even among congrega-
tions that would appear on the surface to have much in common—denomina-
tional heritage, history, social lecation. We were conyvinced of the unigueness of
each Christian congregation,

But this made Kelsey’'s formal proposal even more complicated, How
would actual theological educators find putabout the concrete practices through
which congregations constroe the Christian thing? Kelsey was caretul to assure
his schalarly audience that he did not advocate curricular reform in which

somehow congregations become the sole or even the central
subject of disciplined inquiry, Te the contrary, all the tradi-
tional subject matters remain in place

He argued that congregations were not a defining element of the theological
schonl; rather they were “a contingent fact” in being the Iocus inowhich “the
Christian thing is most concretely available for stady,*"

I Pt Kerlse v whent so far as ko reason that from a formal stand point "it does
rvink Fiallovwe - Ehua b the e ol ved in the I_'Frﬂr.'l:1|_‘1.ﬂ.-=.-:"|.a-r'|:=.l| lLLI:Elr'l.E a l|:".H1|.|.13iCE||.
school must also be existentially engaged in the practices constituting a waorship-
g congregation,” Mor did theological education “require students” existential
engagement m the practioes of a congregation in order for the school to pursue
ik central object. ™™

Howy, then, was that central object to be pursued? We agreed thal congrega-
tons should not recessanily provide the focal point, and cerlainly not the essence
(the status of that term being problematic initself], of theolegical education. We
advocated oo curricular reform making the congregation the material base [or
teaching and reseacch in all Delds.

Cin the other hand, we had difficulty seeing how the depth and richness of
actual congregational life could be conveved in an "imeaginative "as if’ mode.”
Wotild this honor the complexity as well as the integrity of real congregations?
How would it locate theological reflection contextually? Given the radical
pluralism of congregations, and the complexily of their "very nature” by which
they direct “inguiry into a large array of types of subject matter,” would not
professors who were existentially involved with some actual congregations
make a critically important contribution to curriculum and pedagogy ™ With.
out such involvement the formal theologizing that goes on would have no
a.n:knm-.rledged social location, just as Kelsev himself did net describe inhis book
in what kind of school he actually taught or what his existential relationship to
congregations had been.
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"Thus we found Kelsey's utopia appealing as a reflection of the intriguing
richness of our research experience, but also much more complex as a practical
possibility than he appeared to acknowledge. We found ourselves both fasci-
nated with the density of congregational life and daunted by the time and
intensity of focused energy necessary to any adequate portrayal of what was
ging on there,

In general we were vexed by the way in which formal proposals about this
abstraction called “thenlogical education” had deminated discussion for more
than ten years. We questioned why the grant-making agenda was so necupied
with ’rhﬁT}'-huild.iIl.g and the devising of new intellectual programa. We won-
dered whoshared the presuppesition that “theclogical education” needed to be
addressed conceptually, and for what reasons,

Our group found "theologieal sducation” as a definitive term for what we
were doing more demoralizing than encouraging. Books about “thenlogical
educabion” did not capture our passions for teaching or research. Our energies
were stirred by starting with the students we were given to teach and figuring
out how to teach them, and not by theological programs. ¥We did not think of
what we were doing as “theological education.” Therefore each of us was
prepared toenter the conversation with the specificity of our projects, but not to
make sweeping generalizations or build grand thearies.

Congregation as Paradigm

similarly, in the midst of sur eonsiderahle enthusiasm for the results of cur
congregational studies and our vastly deepened appreciation for what could be
learned from living in congregations as researchers, we did not find Hopewell's
proposal of the congregation as a new paradigm for theological education
especially inviting either, Hopewell suggested that a constructive alternative to
the traditional “clerical paradigm®™ of professional ministerial tmining that
Farley described would be provided by a focus on “the life and development of
e congregation.” He argued thal “intenss inguiry” into particular congrega-
tiens would deliver theology feom abstraction and ministry from its preoccupa-
tien with ndividualistic professional skills of management and therapy. ™

The response to this proposal in Beyend Clericalism was telling. The com-
ments of most scholars ranged from cautious openness toward experimentation
weithiin a limited scope toexplicit oriticlam grounded mainly in contextual issues.
Thus on the ome band, historians Jane Dempsey Douglass and E. Brooks
Holifield each examined the creative possibilities of a sharper focus an Christian
practices in congregations as a way of illumining chuech history and historical
theology. Carl Holladay demenstrated how contemporary New Testament
scholarship an emerging methods of contextual analysis could be framed
around issues of congregational practices as a fresh angle of interpretation on
biblical texis. Don Browning saw a potential for enriching the empirical base of
practical thealogy (and indeed has gone on to conduct full-scale con gregational
studies of his own). "
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Chn the other hand, Letty Russell worried that the shift to a congregationil
paradigm would do pothing to reveal the "nationalism, racism, classism,
heterosexism, sexism, and guildism® mberent in the church, "The assumed
congregational model,” she went on, "=l Jooks hke the largely white, male-
dominated, middle-class, Protestant chuarch, " John Cobb argued that the minis-
try of Christians 18 o be found o the world, not an the church, and that a
congregabional focus would turn people sven more firmly noward ™

Chur group agreed that making “the congregation” the paradigm for theo-
logical education was too limiting, Christian faith and practice goes well beyond
congregations, Depending on how they are defined, many Christian communi-
ties might not be considered as congregations nor are many Chnsban practices
necessarily congregational, Anexclusive focus on congregations would ignore
many Christian traditions, Moreover, in Candler's context=—a university-re-
lated divinity school thak offers five degree programs and provides much af the
faculty for the wuniversity graduate school’s PhD, program in religion—a
reworking of theological curriculum around congregations, while formally
provocative, would hold litthe material interest,

What brought our group to look particularly at congregations, then? We
were excited about congregations as interesting places o examine emerging
issnes in theology and church, Wie were curious about what goes an there, A
program of research in the church met for some of us a personal desire for
integration of church and academin, It was an opportunity to see bow one's
discipline intersected with the situated contextsof congregations, and to test out
generalizations in specific locations and embodiments.

Congregations are significant by any account of Christian history and
contemporary practice. But sdopling & paradigm of “the congregation” would
induce an undesireable reductionism. Substituting a congregational for aclergy
paradigm would not change the institutional focus of theelogical education on
providing leadership for the church. Tt weould simply eedefine the nalure of that
leadership, But weguestioned the natureof “ thealogical education’s™ consistent
focus on “leadermship.” Who decides what constitubes “leadership?” In what
sense 18 “leadership” what the church in general, and congregations in particu-
lar, meed ? How is “leademship” related to seclesial language of "vocation™ and
"'rnirli:“'r'_l.l"."""I

Congregational Studies

These quaestions bed vs to examinie our relsbonship be the existing literature
if congregational studies, to which Hopewell and the Rolling Center wiere
formative contributors. This literature and approach also was located socially
and bistorically. Major institutions of theological education were encouraged to
bring resournces of scholarship and rescarch bo bear on congregations in the
combext of what was perceived tobe mainstream Protestant malaise and decline,
Moteworthy bests in this feld of interest—such as Variehies of Beligious Presence
ot the Hendheok far Congregatione Studies—began with a kind of apology for the
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centrality of congregations in American culture, and seemed o assume an
underlying cultural mole of “making community” to which congregations con-
tributed.

Studies of congregations were typically averlaid, further, with broad theo-
ries or typologies that purported to organize and control the messy material of
actunl congregations. Varieties emerged with four types of mission orientation,
the Handboak offered four perspectives for analyzing congregational life, Carl
Crudley and Sally Johnson's Emergizing the Congregabon suggested five “selt-
images” of congregations. Mancy Ammerman framed her findings about a
fundamentalist chuarch in the dualistic categories of Peter Berger's "sacred
canopy” and typology of theodicies, Hopewell adapted Northrop Frve's four-
fold compass of literary crientations to interpret congregational world view, "

Our program was at odds with these ways of defining congregational
studies. In general we tried to develop modes of cooperation and mutuality with
the congregaticns we studied, rather than trying to formulate steps, typologies,
or categories of analysis by which we as scholar-researchers could tey to control
their densely textured realities, We were reluctant to universalize theories of
interpretation that moved us away from the particularity and situatedness of the
comgregations we studied. We wanted to honor the language, symbaols, stories,
and practices of congregations as they were. We viewid our research not as an
exercise in social or organizational theory, but as an undertaking of practical
theological reflection.

Why a Paradigm?

The larger critical issue for us, then, as we weighed the existing literature,
was naming the presuppositions inhesent in the very intellectual act of looking
for a centering paradigm for theological education. We found this i itself
problematic, The naming of paradigms and discussion of paradigm shills—
coupled with the impulse toward universal social theory and typology —struck
us as B means of trying togain intellectual control over the rush of tkechnological
and social change the contermporary world is experiencing, Moreover, propos-
als for new paradigms and typologies often reflect efforts to increase the
Pl’i:ll:'.l..:ll.‘ti.'-':il'_'." and eontem [ rEl:"nEii‘_,.' af nfganiznrjnns-.

We considered this chase [or renewed “institutional effectiveneas” a turther
indication of the endemic present-mindedness of Amencan eulbure embodied in
business corporations, universities, congregntions, and other watitutions, We
found purselves resisting the tyranny of the immesdiate that so pervades our
classrooms and the performance pressures of our own professicnal lives, With
contemporary technology, everything is possible in the present moment. Dead-
lines become more and maore determinative of when work gets done, setting the
pace for both faculty and students, as computers, e-mail, and faxes (and grants!)
cause all to adopt more and more projects,

We experienced this as one of the critical theological issues of our lime and
thuis of our work in theological education. Tn responss to this issue, however, we
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did not find ourselves compelled toward an insistence on preserving the
integrity of tradition or toward formal definitions that abtempt o maintain the
coherence of concepts. We were not led o seek "Christian identity™ as the
decisive category for unifying our teachiing and résearch efforts,

We weredrawn, on the contrary, boward efforts at even clearer discernment
of the contexts within which theology is done, We defined our pedagogy as
means of kel ping students discern both tradition and cultural context, in arder
to make intelligent decisions about what is really going an in situations. We
found congregations a particularly good place 1o practice this discernment, as
we examined how the complexity of congregational culture and practices both
resonated with traditions (often urwitlingly} and changed them.

Locating Our Research as a Theological Enterprise

Thus we located our empirical research cleasly within the realm of practical
theology, that is, theological reflection on practices of Christian faith, always in
sustained conversation with cultural and secial-scientific disciplines and with
Christian traditions as they are made available through the classical disciplines.
To the extent that practical theological eefllection tself may tend o overempha-
size present action and to put itself in the service of enhancing immediate
activity, we were reminded by congreégational practices how traditions retain
their presence as living, dynamic others that can freely challenge and transform
the present.

Praclices

W found ourselves debating with recent definitions of practice, though, for
measons similar ko our arguments with the theological education literature. The
widely used articulation of tradition and practioe by Alisdair MacIntyre, adapted
ir variows ways by Craig Dyvkstra, Dorothy Bass, and otberscholars, isappealing,
i inbernal legic and consistency, We struggled, though, to keep its formal
integrity engaged with the reality of actual contemporary practices,

The congregations we studied were a veritable spaghetti plate of tangled
practices, the diagnostic pursuit of any one of which inevitably dragged others
1o the edge of the dish or spatiered us with foolishly premature conclusions, The
simple actof singing a hymn proved to be not only a practice of congregaticnal
singing, but alse a musical tradition, and a product of the natrumental training
of the accompanist, and a deliberate selection by the liturgist, and acompromise
between compeling theological intereats in the congregation, and an oocasion
for teasing another parishicner aboul her voice, and a stimulus to tears for
someone whosedear grandfather was evoked by the tune, and 5o on to countless
other tangles. In fact, the fangle itself was the practice, even though for intellec-
tual reasons we atternpted Lo conceptualize parts of it discretely.

Given the complexity of rational, emational, dispositional, and practical
dynamics that entered into a simple song, given, in short, the inescapahle
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contextuality of every practice of the church, we found Dykstra’s argument for
a richer sense of practice both provocative and difficult te connect with our
research experience.

Here again, we thought Dykatra’s presentation would be enhanced were be

to locate himself as an educator in the Reformed tradition. Certainly his appeal
for "profound, life-orienting, identity-shaping participation in the constibative
practices of Christian life"” was compelling. He wanted “whole communities .
. tobe initiated into [practices), guided in them, and led in them.” If that was to
happen, then "clergy must be teachers of these practices in their own commu-
nities.” That must entail knowing and understanding “the histories of those
practices and the reasons, insights, values, and forms of judgment borne both by
the traditions of which they are a part and by com petent and wise confemporary
engagement in them,*®

Wecame towonder, though, in which cases Christian congregations needed
to “know what they are doing and why as they engage in those practioes, ™
Could a practice still be a practice withoul a rational interpretation of that
practice? A foous on practice so defined could induce a rationalism of norms,
whien in fact rational explanation might actually make the practioe maore ditficult
or even impaossible. For example, in the case of one congregation, it was better
to just get a prenatal care program organized and started rather than o sort out
theological mtionales for providing it, which differed greatly among partici-
pints of evangelical and liberal viewpoints.

We feared that a normative focus on practices could tend toward reduction-
ism, Which exactly are the “constitutive practices” for confempaorary congrega-
tions? A range of such practices, however clearly thought out, could not fully
address the located, situated texture and depth of congregational story and
relationships, Practices might indeed constitute the “communal life” of a
congregation,™ but a rationale for pmctices could not be extended o explain
why peoplemadecommitments toacongregation ortocertain activities, though
FI‘!I._"H::U.S mig:'hf roanifest sk commiatment.

We marveled at the complexity of deseribing the history of a practice even
i one local place, given the remarkable range of idicsyncratic modes of story-
telling and the variety of narrative constructs present in a single congregation.
We wondered how one would iselate the “forms of judgment™ entailed by a
practice, given the multiplicity of relationships both synchronic and diachronic
that are brought to expression in the mythos and ethes of the congregation, The
“insights” and “values™ of practices did not appear fo be the same in different
congreégations that vary wildly in docial context, learning styles, and manifold
other diversities. Practices have to be located some place and situated in some
particular context to make sense,

Therefore ouwr group did not atbempt toconstruct a delinition of practice. We
came to use it as an accordion-like term elastic enough to encompass a broad
variability, including both the particularity of practice in local places and the
commonality of practice in diverse Limes and places.

11}




Congregations and Theological Educabion and Research

Dur discussions of practice provided one venue for constructing a conver-
sation batween the biblical and historical disciplines based on lexts on the one
hand, and explorations of contempoerary confexts on the other, We tested the
posathility that “practices” might be a bndge term, wseful for mterpreting
biblical materials as well as foreongregations. Bul as Gall O Day argued, biblical
texts are noed necessarily a study of practices, For example, Luke’s formulations
may or may not have ever actually baen practices; the text s Luke's rhetaric of
community, Lukes reading of how the meaning of worship could bring about
a difterent kind of community,

While interpretation of bibical texts thus contrasted with the efforts in other
projects to provide emipirical descriptions of practices, we also bacame increas-
ingly aware of complex interrelationships between these approaches. For one
thing, contemporary practices confain, relrame, and transmil raditions; tradi-
boms are embedded in them. For ancthes, there is no description of conlempo-
rary practice without interpretation. As in biblical studies, every descriplion
carries with it a hermeneutic which the researcher must try o bring to visibility
as much s possible,

Methadolagy

Qur cantinual struggle with methodology—the appropriateness and it of
methods, the significance of our intferventions in congregations, the approach
we should take to reporting owur findings—was integral to our theolegical
reflections, We did nol seek an L‘:-l..'l&r||r~|_|‘1i|'|!-; !::,I_‘||"|.1II.1I.}|-:'IH_'|I' for -:‘.nngréguhnna]
reseprch, Hather, we wsed methods as we needed them o get st pecliculas
problematics iss our congregations. Bul even this particular and contextualized
approach raised a host of questions,

These of us doing ethnegraphic research began with high ideals of mtellec-
tual homesty. We wanted to be forthright with the congregations we were
eludying, clear about our purposes and straightforwarnd in our covenants with
tham aboul what we would lock at and Bow we waould vse the information. But
thesa initial ideals were vastly complexified and deepened by a growing desine
o honor the dense given reality of the congregations we are allempting Lo
understand. Congregations are eplete withconflicting memories, counterpoint
histaries, shared awareress, profound soclal memory, end corporate opera-
tional theplogies. Mo facile extrapolations are ever warranted.

Therefore questions of methodology cannaot be conceived simply as & one-
way street from the researcher as actor toward the congregation as passive
recipient. Methods do rot present & plain issue of what "we" can in good
conscience do to “them.” Both the researcher and the congregation must be
prepared for disruption as well as mutual animation and serendipitous insight,

The faculty researcher puts at risk his or her own taken-for-granted waorld,
wee soon learned. The roulines of classroom, library, office and study, the
management of one'scalendar, the expectation of control over how one chonses
to interact with others, are all in flux. Al aneven deeper level one’s dispoailions
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shift. The capacity for unself<conscious worship diminishes, as one begins to
chsarve instinctively from a garze immediately detached from the acts of a
comgregation, however familiar, One enters overy situation with all senses alert
and questions in the forefront—what is going on here, what dao these people
think they're doing?

Researchers must slso be prepared to reesamine accepted categories or
thicories, Claims that fit neatly in intellectoal argument sud denly come apart in
i single gesture or phrase from a church member. For example, we found that
generalizations about racism are much harder to formulake in the context of a
congregation in which some members left in anger over integration and others
of seemingly identical backgrounds were bobe seen loughing and hugging with
preople of ancther mee. Statements about women and men got much more
complex when the meaning and status of gender as o defining factor seemed Lo
flevw in and out of dense relationships particular to congregational context.

Our rescarch was a field of surprises. Just when the disinterested gaze
geemed to be settling in, the researcher so determined to maintain distance was
liable to be takien aback 'hj.r bits o Bier own du_[:'l.h ol fuuli.ng for whal was EI:I-\.I.I"IE
ont, This affective response became part of the research data. For example, fora
praject i which women were researching women, an affective awareness of the
pain of the ather was unavoidable, The women doing the research sensed that
thess fesmnle senior pastors wen iselated, without strong support structures or
mentors, The pastors had $o wark out sethin themselves the reality of being a
]:r-t_1w:;'rf1:|] worman. The solitude of s :L‘l:ruggh" was both more El.].1j.‘|ﬂ:l‘F.L1I. ancd
migre poignant for female researchers who had also stood in the pastec’s place.

Yetitwas both bane and hlessing for the researcher tobe of the same gender,
ethnicity and/or social background (more or less) as the congregation. The same
lines of force that created immediate acceptance of the reaparcher also served o
exclude others and shut oul needed voices and perspectives, We learned 1o be
careful aboutsettling into familiar songs, ways of greating others, or unthinking
recitationoflong-memorized prayers, lest we cease lohearand see whatis going
oy Such acts of awareness required far more energy than we typically brought
in the past to a Sunday morning or a Wednesday night at church.

For the congregation's part, those whoagreed to be studied had to accept the
presence of people who by observing and asking questions altered the continu-
ingcorporale reality. People acknowled ged this disruption n various ways. An
innocent tease—"are you worshiping today, or observing us?"—revealed how
perEhioners perceived the researcher’s liminal status. For the most part, these
interventions were welcomed. [n fact, members of the research teams wereofen
caught ofl guard by the wavs congregations sought to incorporate them into
their activities, even aaking them totake leadership by teaching a class or singing
in the choir or speaking Lo & decision,

Of course, pur status as representatives of Emory University was also an
intervention. Congregations told us of their pride at being selected toparticipate
in our projects. They assigned us expertise and turned to us for advice. At the
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same time, congregants queried us sharply about the time, leisure, freedom, and
rescurces we had at hand o be able to conduct such shudies, Theoy wondered
what a predominantly white major national university perceived as one of
America’s richer institubons wanted b do with them, This was especially
poignant as we crossed ethnic or class lines and encountered apprehension
about our metives, bordering on explicit distrust.

Thas our empirical projects brought to the foreground a number of method-
ological issues around the force of culture, race, gender, economic class, and
social location in research. Being professors of & prominent university moving
into a local context sets up a power relation that in the past might well have
supported the supposedly objective gaze—Lthe ideal of unbiased deacription,
“the view from nowhere. ™ But the longer we worked in parinership with our
congregations, the more we realized our own situatedness, and the more owur
own biases about gender, race, age, and economics were exposad.

Wa learned much about ourselves as well as our congregations. Cur
pesumptions {e.g., no European-American pastor could really understand Afri-
can=American pecple, older congregants always like the good old hymns) were
overturned, We found it crucial to conduct our studies in such a way that the
academy did not have privilege of perspective.

We came out with a rich and complex understanding of “empirical™
research, While we collected some quantifiable data through a survey instru-
ment, we were aware in constructing the survey how many assumplions are
borne even by seemingly simple demographic questions. As much as possible
our methods were naturalistic in approach, an effort to capture the qualities of
life of congregations by observing them as they are.* We listened carefully tothe
marratives of individuals and congregations as corporate bodies. Our assess-
ment af what we saw became a painstaking hermeneutical task of being faithful
to the congregations with which we worked,

Theelogical Questions in Congregations

Chir primary common research question in the program as a whole was
proposed to be, “How do congregations function as practical thealogical com-
munities?” With Eobert Schreiter in Conetructivg Local Theologies we explored
“the role of the entire believing community in the development of a local
theology,”* This approach opened the way to viewing particular comgregations
ae situated places for wrestling with questions of church and culbure, tradition
and practice,

Of course, congregations vary geeatly even within themselves in the levels
of s lf-conscinusness and theological reflection with which they make decisions
orworship or carry out acts of ministry, Our research processitsell wasacatalyst
far congregations to look more closely at the theological significance of their
actions, We wanted to be alert to a range of questions:
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To what extent is theclogical inquiry an implicit or explicit practice of congre-
gations?

Are comgregabions themselves a kind of living theology?

How do congregations interact with their social context?

How does the surrounding community shape the congregation and vice versa?

Hiwe aire Christian Scripture and traditions appropriated or assumed in congre-
pabons?

How are the signs, images, and dynamics of the Christian story played out both
unwittingly and in the intentional struggle of congregations to find their
place in the fradition?

How do Scripture and traditions act as a critical presence in congregations?

Char determined efforts to listen well to the congregations—a descriptive
moment—riflected a basic presupposition that theology today is about creating
spaces through the participation of many distinct voices. We sought to hear and
honer the multiple voices of our congregations, and in so doing, helped them
miaken space for developing & more deeply shared corporate theological voice.™

We had many pecasions for asking people to tell us thelr stories. Thisin itself
15 a profoundly significant act which most people (including ourselves) experi-
ence only rarely if at all. Qur interviews drew out of people understanding they
did not know they Bad; our questions brought moments of insight for them as
they connected ideas for the first time or realized in fresh ways the formative
influence of their congregation's practices,

By mirmoring back to congregations what we heard of their staries we
enabled them to compose a narrative of their corporate life in a new way. They
were able to see patlerns of action, % claim strengths, to get closure on
unresolved g‘nef Tl:‘lE}' gl a fresh cut on how their ife iy I_'lm'hn:rd:.-' values of
Christian community in ways they had never named.

Of course, story is not the only avenue into the corporate reality of congre-
gations, They gather in and around svmbols, gestures, and movements—
sounds, smells, depictions, fastes, touches—that are a sensory feast. The har-
maony or clash of symbols precedes proclaimed or stated theelogy, and made us
realize in new ways how essentlal an alertness to the arts is to theclogical
imagination. We were intrigued by the way congregations express artistically
their vision of thamselves and the good toward which they strive, Their vision
both reflects and symbolizes a pattern for the larger community of which they
arg a part. The placing of stained glass windows depicting people of color ina
(previously European-Americen) multiethnic congregation offered ane vivid
example,

Finding a voice and vocabulary in the American cullural confext can, to be
sure, be individualistic and present-minded as well. Thus an encounter with
traditions and texts is critical to constructing new narratives that are not simply
behalden to contemporary local culturs.
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Cher very exploring and describing the practices of congregations regularly
introduced the vocabulary of larger discussions in church and world, and so
pointed congregations loward a broader conversation of which they—self-
eonsciously or nol—are & part. We found that the connection of congregations
and social and cultural systems is immensely complex, however, and not easily
analvazed.

We concluded, based on our experience, that a practical theologian is
participant-shserver, critic, and poet. Whata practical theologian cancontribute
is o describe with as clear an eye as possible the practices ohserved, dmwing out
those practices through a vocabulary that locates them in larger historical and
cultural discourses, and naming images that evoke both the self-understanding
of the congregation and the horizon of Christian practice that is embodied in
diverse ways in varied situations throughout Christian traditions,

Conclusion

We bgan our program in 1997 with enthusiasm for our projects but some
risal misgivings about what exactly we were committing ourselves to, Uuar
research, often intrguing, was as intense and demanding as anything we had
ever done.

Thres years is a long time in the academic world, though it can take much
longer to produce a single article or book. Even sustaining our group meetings,
mch less our passions for the research, through three academic yvears wis o
challenge, All of ug were involved simultaneously in other major projects,
several of them funded by Lilly, that also demanded part of our time and
attentiom, The other projects were all important and useful, oo, and fitour skalls
and interests in various wavs, but we had to question the advisability of taking
ar all of them al onoe.

At the same time, we were exciled to participate in the unfolding of a
perspective and discussion that began some vears ago with Candler in the
forefront of it. Lilly Endowment honored us by chonsing tosupport aur program
in all its ambition and ambiguity. We understood the grant as an invitation to
attempt a distinet contribution to congregational studies, practical theology,
and theological education. We knew ourselves to be in fine company with
colleagues around the country who have helped to shape the discussion in
profound ways,

Yol for all our admiration for what had gone before, we camae to feel that
what we were doing needed to be grounded in our own particularity. We
challenged or even set aside the given vocabulary of much of the current
discussion in order to contribute to the conversation in terms that made sense to
L5,

Al a meeting early in our third year | begran to compare my experience as
director of the program with leading a hike in the mountaing, [ organized the
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hikers, madesure they had adequate provisions, and setofl up a trail from which
Twras certain they would enjoy the view. [ was excited aboul my pwn changing
perapectives on congregations, particularly my growing sense that they really
are complex organisms with their own character, story, culture, and collective
being, Tam still absolutely convineed that neither dennmmaﬂans—-uﬁpeciaﬂ}'
the clergy—or theological schools have yet fully grasped the corporate reality
and mystery of congregations that transcends and envelops professional and
programmatic interventions i therm,

Like any scholar who has a chance to persuade others of the fascination of
the central object of his or her teaching and research, I was eager for my
colleagues to see how engaging congregations can be. was sure that once they
gazed al this view, their perspectives would be transformed and they would
help me invite more people up the mountain. To that end | pressed for the group
todmmerse itself in the literature of congregational studies, and to have continu-
ally in mind whatever constructive contribution that we might make to this
growing feld of interest,

I'was amazed at how often | paused on the trail and turmed around to point
something oul, only to discover that my hikers had taken another fork or
atopped to look at the Mowers. But they taught me 1o enjov other, more modest,
views and Lo stop assuming that everyone musl be persuaded to like a grand
overlook or the thrilling vista.

Congragational sludies never became one thing for this group. Such studies
need to incorporate varieties of questions, approaches, methods, and narms.
Efforts to make “it" a discipline are unnecessary and limiting, Congregational
studies donot need to provide asingle goveming framewaork for all inquiryinto
issues of congregational life. Congregational studies are by nature various in
methods and intent.

Iri fact, a major point of this research program was to look at congregations
from the standpoint of several disciplines, using ethnographic methads as
needed, in the service of investigating issues defined in the discourse of ethics,
education, or other fields. Certainly many fields besides the theological disci-
plines are engaging in this kind of empirical inguiry, perhaps reflecting ways in
which the regulative, taken-for-granted character of all pursociery's institutions
is undergoing fundamental change and ambiguity.

Boour disciplines—in dialogue with the congregations, to be sune—shaped
the governing questions of our projects, with congregational study methods in
the service of those questions, While this made it a continual challenge to
develop a common perspective, we weme more comfortable with a “traveling
theory™ that allowed us to waork from the methods and perspectives of our
respective disciplines while recognizing that all knowled ge is situated.

This reflected the cultural situation in which we were working as theolo-
gions, The ferment and flourishing of multiple voices, mcluding ours, was just
what we hoped to enhance both in our work with congregations and fbexts, and
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in pur cellegiality, In order to do theclogy with integrity and imagination, we
trieed to speak in our own voices, and to listen and honor the voices of others, We
wiene committed to skaving at the table of conversation.

Ta the extent that our research program helped to make such a space in
thealogical educabion—to arrange a table around which a diversity of voices
could be heard—we enjoved a real sense of accomplishment, But bhe success of
our program ultimately lics in the promise it holds for the conversation to
conbimueE,

Thaweas E, Frank s pseaciahe professer ofclurch admogistrabion and congregetiona life
and direchor af the Rallins Cester for Church Munistres at Candler Schoa! of Theelogiy
@t Emary Unioersthy in Aflartn, Geargda, He served a3 the progrom divector of reseerch
i congresabional stidies describad i Hids article,
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Congregational Studies and Critical
Pedagogy in Theological Perspective

Robert K, Martin
Yafe University Divinity School

I the church is, a5 the apostle 'aul claims, the Bedy of Christ in the world, then
the church is always and everywhere a historical and social manifestation, [t=
particular social forms are of infinite variety: from the spontanecus gathering of
two or three in Christ's name Lo eccleésiastical bodies that endure the passing of
millennia and extend to the far reaches of the glabe, Of these, congregations are
ane of the most common and recognizable manifestations of the church. Itis
exceedingly Important for schelars, clergy, and congregants to take this form
seriousty inits personal, social, and cultural aspects; only when these aspects are
exarmined in their particularity can they be intentionally reformed to be more
truly the theological reality that the church is.

[n recent vears we have seen the development of two distinetive modes of
analvsis, "congregational studies” and "critical pedagogy,” both of which hold
great promise for the future transformation of the church, Congregational
studies is primarily a framework that loosely ncorporates the interrogative
methods of the social sciences for the description and clarification of congrega-
tional life. T discern and understand the actualities of the life of religious
communitics is the first step to addressing adequately their needs, Cribical
pedagogy, on the other hand, is oriented to educative contexts such as public
schools, Rooted in the critical theory of the Frankfurt School, Paule Freire's
“prdagoey of the oppressed,” and the interrelated discourses of gender, class,
and race critique, crtical pedagogy aims to unearth and expose dynamics of
appression, as well as to foster creative resistance against oppression in schools
ing, In essence, critical pedagogy i= an expanded and refined reincarmation of
eritical theory specifically oriented to educative contexsts, Through its herme-
nevties of suspicion mgarding relations of deminabion, such a critical perspesc-
tive will provide the church with methodologies of eritical self-reflection to
ilurmine thie shadow side of comgresational life, This essav cntically correlates
congregational studies and critical pedagogy for the purpose of discerning how
thsy might comtribute to eecliesial fransformation.

Introduction to Congregational Studies and Critical Pedagogy

Congregalional Studies

According to Allison Stokes and David Eoozen, academicians and denomi-
national leaders have systermatically studied the practical nature of congrega-
tions within their social contests since the beginning of the twentieth century.!
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Crver the decades, emphases and methods have shifted dramatically mthe study
of congregations. Currently, the dominant paradigm of congregational study
was established through the collaboration of Jackson W, Carroll, the late James
F, HUPI_"W-I.'”_, Loren B, Mead, Barbara G. Wheeler, Carl 5, ].Jul.'ﬂ'l:":f'. arid othars
whao convened themselves as the "Committee for Congregational Studies.” This
committes sought to bring the resources of the social scences to bear upon a
practical theological analysis and reformation of the peculiar social form of
congregations., According to Stokes and Roozen, congregational studies re-
sponds to the “challenge of the multiplicity of social and religious forces thal
erodeacongregalionsunity of vision, and itis an affirmation thata congregation's
inherited and confessed, formal and informal, web of symbelic meaning, values,
and commibtments—that is, its culture—always consciously or unconsciously
informs pragmatic choices made among the diverse alternatives of program,
process, and context with which every congregation is continually confronted.”
Inother wards, congregational studies focuses almost entirely upon the consali-
dation of a rengregational identity and the enhancement of ministries that
develop from the congregation's self-understanding.

Tt would be as impossible as it would be inappropriate tolump all research-
ers of congregations into a singular homogeneous group, The term, congrega-
tional studies, in this essay refers to the particular configuration and self-
understanding of a highly diversified complex of disciplines organized by the
Cominittes for Congregational Studies for the purpose of studying congregn-
tions in their social context. The specific disciplines invalved may vary, but the
“core” of congregational studies includes hermeneutics, soclology, organiza-
tional development, history, and thealogy, Common to each of the disciplines
are twothings: a presumption of thecongregation's importance as aculbural and
religious institution, and the effort to achieve an empirically based understand-
ing of the identity, effectiveness, and significance of the congregation seithin its
wider social context.? What is herein refereed 1o as congregational studies, then,
is the intenticnal effort to coordinate investigative and analytical disciplines for
the purpose of und erstanding congregations and assisting them te discern and
clarify their identity, and o orient their ministries accordingly.

Critical Pedagogy

Druring the latter part of the 15705, a new sociology of education emerged in
the United States and England as a critical response to the way in which public
education was characterized as the major support svatem for civil democracy.
The mavement Lo criticize the "ideology of traditional educational practice™
was inspired by visionaries such as Paulo Freire and Ivan Ilich, and substanti-
ated with the critical theory of the Frankfurt School, ferninism, and libemmtionist
movements of all kinds, Representatives of what came Lo be known as “radical”
or "critical pedagogy” included Basil Bernstein, who wrote Class, Codes, and
Control (1977); Samuel Bowles and Herbest Gintis, authors of Schoaling
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Capitahst Arericn (1976); Michasl Apple, Ideclogy and Curriculien (1977, and
others. Critical pedagogy challenged the dominant assumption thal public
schools were the foundation of egalitarian democracy. Il demonstrated how
schooling reproduces the ideological and material forms of privilege and
domination with respect to class, gender, and ethnicity. Radical pedagogy
claimed that because of its formative power, schooling is a powerful instrument
of the capitalist relations of production and of the legitimating ideologies of
ruling groups and, therefore, offers only limited individual opportunity to
socially oppressed groups.

Early om, critical pedagogy polemically berated traditional schooling, Schoals
and their constituent persennel were understood ta be mired in an inescapable
syvatem of domimation. Asa polemic, however, the discourse of critical pedagogy
could not broak completely free from the dichotomies established by the
oppesition. For if schooling is seen only as an agent of the social reproduction of
relations of privilege and subordination, the actual practices of resistance taking
place in schools will most probably be obscured. Such a one-sided and myopic
analysis will mevitably obstruct the transformative potential for creative and
eribical reconstruchon of schooling,

Critical theory has matured in the last two decades inte a discourse that
resists polemicism and reductionism and integrates the languages of criticism
and hope, WNo one has contmbuted maore o the evolution of critical pedagouy
than Henry A. Giroux. In the present introduchion to critical pedagogy, [ will
concentrate on his effort to construct a enibical Heary of pedagogy, Giroux's
work provides a meta-theoretical framewaork by which the particular analysis
of cancrete ].'lral:‘:l::u.‘:le‘.ﬁ and dieass Eainu an 'i,n‘l'-l:-gr.'il l._'-l,ll'l.-l_‘:r{"ﬂl:\'l_"_; i othasr '.-'.'l;:-r\-:.l._ﬂ,
Giroux maps out a rational framework within which domination is exposed
and resistance 1o domination can be fostered.

The wundation of critical pedagogy s the awareness that know ledge,
power, and interests are thoroughly intertwined, integrated, and directed by a
systemic and intersubjective substrata of mtentionality * Building upon the
paychoanalytic and cultural eritique of Adome, Horkheimer, and Habermas,
the production and legitimation of knowledge s construed as an exercise of
power in the service of domination and /o liberation, Human acbion and the
forces that bear upon ol are mexhaustibly complex; polemacam, like all
dichotomistic thinking, conceals the unavoidahle ambiguibty of social life,

Paying close atkention to the social construction of knowledge, its use and
effects upon individuals and groups, pattems of interconnectedness can be
detected. Anenduring pattern of relations designates a particular rabiomdity in
which the connections between certain forms of knowledge, power, and interest
are legitimated and sustained. Rationality means for Giroux a “specific set of
assumptions and social practices that mediate how an individual or group
reelates to the widersociety, "* It is important torecognize that rationality doesnot
merely refer to a psychic structure in the individual, nor is il the equivalent of




Congregational Studies and Critical Medagogy

Jung’s notion of the collective unconscious. Rather, a rationality is rooted
equally in mertal operations and material prachoes, and is sustained in both
individual and collective consciousness, Rationalities are the glue thal cements
the mental and Ph:.-'EiL'-HJ._. individual and seetal, dimensions of life Lugfl]'u:: ko
a dynamic and fairly coherent whale.

Within any complex society there are innumerable rationalities operative,
each with its own way of construing reality and ordering l'E]ElL‘iD]'lEhi]:IE- i
activities. Ratonalities, a= “felds” of opermtions, Interact with ather rational
tields with a combination of positivieand for negative force, But rationalitics are
not all created equal; rabionalities are arranged hierarchically withsome achiev-
ing greater hegemony in society than others, For example, Yale University
remunerates me as | occupy a faculty position at the Divinily School. It is a
transaction based i part on my performance as an individual during my
cantract. When the provost's office figures my compensalion, It considers my
gualifications and performance quite apart from those who might have been
instrumental to my training, [t does notconsider former teachers who prepared
me for this position even though my teachers were decisive In my academic
formation. Yale's relationship with me ignares the “cloud of witnesses” that |
bring to the contract. If | accept this arrangement as being fale and, thus, rational,
then [ will not question it. Thus, the contract and the transactions between Yale
and myself inhabit a rationality that perpetuates ous relationship, A similar
raticnal pattern, perhaps with somemodification, characierizes every mentocratic
axchange of labor for capital. When such a rational field is placed within the
mare comprehensive rationality of the Americansocial merilocracy that distrib-
utes social capital (2.g. prit'il:.'gt“.:-, opportunities, ete.} on the basis of EJ':'FI]EIL'”
individual merit, the transactions between Yale and is faculty members make
perfect sense. The rationality by which Vale and | relate is a subfield within B
larger rational field enveloping western meriloceacies. In this instance, the two
rationalities mutually support and legitimate each other, IF] firil to realize that
the narrow concephon of individual merit conceals the unequal distribution of
resources and the systemic exploitation of whaole classes of people, 1 will
probably continue toexpect and demand just compensation for my labor while
self-righteously denigrating the struggles and resistances of those who are
oppressed by the very economic svstemn that privileges me. In this way, a
rationality illumines some aspects of reality while it conceals ils internal contra-
lictions.

At the heart of every rationality is g problemalic, which Girous charscter-
izes as a “"conceptual structure that can be identified both by the questions it
raises and the questions it is incapable of raising,”* The notion of problematic is
indebted in part, itseems, to John Dewey's formulation of the scientific method.
In terms of Dewey's understanding of the method by which science proceeds,
knowing beging in and i conditioned by a problem that the investigator seeks
to resolve, Likewise, & problematic stimulates and directs thought, As R [
Boyne has said, “The problematic defines the field of the visible fand] . . . the
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invisible,"” The problematic posed by the dominant rationality of an individu-
alistic meritocracy conceals precisely knowledge of the strategies of class
subjugation ir order te legitimate the concentration of power among the ruling
classes, The interestin retaining power generates and sustains material practices
and knowledge which in turn gratifies and intensifies the interest,

The term which indicates the “interested” movement among ideas and
behavior b ideology. Although critical theorists are equally concermed with the
economic and political dimensions of culture, ideclogy figures prominently
because anly at the level of ideology can the relational patterns that constitute
rationalities come nto view, ITdeology, then, is the level at which the lagic of the
relations between ideas and material practices is revealed. Much of the literature
o idenlogy defines it in terma of its distorting and illusory potential.* Giroux's
view bs much less reductionistic, Ideology s *located in the category of meaning
and has an active quality to it, the character of which is defined by those
processes by which meaning 18 produced, challenged, reproduced, and trans-
formed. ™ It refers to the “production, consumption, and the representation of
ideas and behavier, which can eitherdistort or illuminate the nature of reality, ™"
In this very broad sense of ideclogy, what isclarified is the reciprocality between
idens and material practices. However, its critical potential is clarified only
when “it i linked to the concepls of struggle and critique, """ Indoed it 15 in light
af the interested nature of social interaction that culture itself becomes politi-
cized as the contestation between the occupants of different social strata, In
Girou's view, “the linkage of ideology and struggle points to the inseparsbility
of knowledge as power; it emphasizes that ideclogy refers not only to specific
forms of discourses and thesocial relations they structure but also to the interests
they fisrther. "™ Relations of struggle and conflict are understond primarily in
terme of power and characterized by the strategies of domination and resistance.
In this vein, Roger Simon describes culture as a “paolitical phenomenan [includ-
ing] the power of a specific interest class or group to articulate, distobute, and
legitimate specific meanings, message systems, and social practices in order to
lay the ideational and material foundations for a specific way of life”

Critical theory halps to reveal the complex and highly diversified nature of
schools as institutions and processes of culbural formation: schools reproduce
dominant practices and ideologies that limit possibilities for human fulfillment
even as they produce creative and transformative ventures and supportive
idenlogies that enhance and increase human emancipghion. Exposing and
clarifying forces and effects of cultural production and reproduction will
necessitate an analysis of educational instibubions in lerms of relations within the
institutions and the relations that extend bevand the institubion and invalve the
wider society, To this end, critical theory takes into account both interpersonal
relations and “macrocosmic” relations of economie, political, and ideological
strctures

Why is critical pedagogy interested in this type of critical analysis and
creative reimagining? Aware of its own social location and petentiality, critical
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prdagosy designates itself oz unreservedly onented to transformative action in
the mterests of buman emaneipation—an emancipation not just for a select few,
but rather aliberative movement that increases the range and scope of poasibili-
ties for individuals and groups.

As we move from introductory remarks to consider the relevance of critical
pedagopy to the study of the congregation, we note the following connections.
First, congregations educate. In and through an infinite variety of ways and
means, congregations teach their members what it means to be a congregant of
a particular church, a Christian in a particular society and tradition, and a child
of God in an incomprehenaibly vast universe. Mot only are congregations
educators of their own members and close mssociates, they teach the wider
cammunity about these same sorts of things, albeit in a different way, Because
comgregations educate, they can be considered as analogues to schools as sites
of cultural and religiows formation and as sites in which forces of domination
and resistance clash, Second, critical pedagogy brings to a study of congrega-
Hons the central problematic of domination and resistance and would arient all
research to the ohservation and analysis of the problematic, Third, in order to
perceive clearly what is actually going on in congregations, critical pedagogy
urges attention to the material and ideational conditions af cultural production.
Fourth, congregations are highly complex institutions in which bath cultural
production and reproduction can be discerned, Fifth, according to Girousx,
theary has practical effect: either it serves the interests of emancipation or
hegemonic domination. From the perspective of eritical pedagogy, theory has
the power to expose and clarify what is actually happening in events and
pelations, and that clarification should be in service of transformative action
tewrard human liberation. The study of congregations, from Enis point of view,
should be primarily oriented to the liberation of its members and the institution
itself from a complicity in structural oppression by means of “conscientization™
which, according to Paulo Freire, always eventuates in transformative action,

Correlating Congregational Studies and Critical Pedagogy
Within a Theological Perspective

Bevand an initialintuition thatcritical pedagogy might have great relevance
to the study of congregations, how might we begin correlating congregational
studies with critical pedagogy? At the very beginning of such an endeavor, it
st be acknowledged that in such a compact medium as this essay it will be
difficult to do much maore than simply suggest how the two might be mutually
corrective, Yet wie will move bevond a mere correlation to investigate how the
congregation isalf might be particularly problematic for both congregational
atudies and eritical pedagogy. To provide a commaon empirical and narrative
referent for the corcelation between congregational studies and cribeal peda-
gogy, let us look for a moment at what must certainly be the mast thomoughly
analyzed congregation ever: “Wiltshire United Methodist Church.”
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There is not space here to give a detailed summary of Wiltshine's troubles
nor of the range of analyses performed under the purview of congregational
studies. The most extensive and concentrated collage of approachies to the study
of Wiltshire is the book, Building Effecize Minisfry, edited by Carl S, Dudley. ¥ My
analysis of congregational studies and critical pedagogy within a theological
perspective will take its bearing from the case study and critical commenlaries
upon the Wiltshire comgregation, Given the constraints of space, we will not be
able to consider all the perspectives represented in the book.

The Case Study: Wiltshire United Methodist Clurch

Mestled in a small, upper-middle class bedroom community just cutside a
larger city, Wiltshire United Methodist Church is the fictitious name given to
what at first appears the model suburban congregation with an affluent mem-
bership. For its first 130 years, Wiltshire was achurch of the working class under
thie domineering guidance and patronage of a local wealthy famaly. Around
1970 the chiurch entered a new era. The Wiltshire commaumity wias Fast becoming
an upper-middle class bedroom community outside a large metropolitan erea
The last of the family patrons died, and the church was appointed a new
dynamic pastor, Sid Carlson, Under his assertive leadership, affluent pecple
were attracted, membership swelled dramatically, and programs multiplied. In
large measure Wiltshire church mirrored the surrounding community which
had been described as a “Shangri-la,” a secluded respite from the pressurized
corporate world. Eventually, however, conflicks erupted between the pastorand
many parishioners which shattered the pretense of congregational harmony.

Referring to the case study of Wiltshire Church, the following critical
correlation between congregational studies and critical pedagogy will concern
threw aspects of analysis: the analytical process, the theoretical framework of
analysis, the purpose of analysis.

The Analytical Process

Barry Evans and Bruce Reed investigated Wiltshire from the perspective of
“syatema pavchology™ which is purported to give insight into the * psychologi-
cal state of mind of the people of Wiltshire,” As they describe if, the syslems
pevehological analvais assumes that actions and experiences of individuals are
not only the products of their personal histories, but they alio reflect and
tranamit the ideas, images, and conflicts of the larger social system in which they
are embedded. The guiding assumption is that by observing the behaviors and
ideas of the individuals and the actual practices of the institution one will detect
a paychological correlation between the microcosm of the individuals” minds
and the macrocosmic ethos of the institubion.

Evans and Reed uncovered several clues that indicaied the achieverneant-
arientation in the congregation. Pastor Carlson had been described apprecia-
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tively as “aman "who koew bow e take charge of a situation in the bestcorporate
sense.” The worship service he fashioned became known as “the best show in
town.” And in his first few yeaes, Carlson turned the church into a more
aggresaive, and thus more attractive, “competitor” among the area churches by
offering a wide array of programs and services from which parishioners could
select. This was a strategy thal corporate managecs and entreprenedrs could
appreciate, The combination of lively worship and numerous programs families
found appealing. And aslong as the church membership geew and the programs
of the church increased, as long as the church could meet the needs of most of
its parishioners, the congregation fulfilled the main critecia for success, And so,
for vears Carlson's pastoral approach satisfied the consumerisl mentality of the
members. In effect, the congregational system represented a cvcle in which the
achivevement-orented balielfs and P racticos Feld _||.‘:-i!|‘|'IJ_I.-' |.1].-' Btk pastor and
parishioners were mutually reinforcing, Correlating the statements and activi-
ties of the individuals and the congregaticnal system, Evans and Feed belisve
they uncovered the key to the peychological state of Wiltshire: an unconscicus
“rollusion between the pastor and congregation about the myth of surcess. " In
order 1o protect and sustain the illusion of well-being among the parishicners,
interpersonal conflicts and persenal disillusionments were suppressed. Wiltshire
church mirrored the prevailing culture of capitalist consumerizmand offered its
members a relatively safe haven, not only from those who could threaten their
ilusory peace of mind and comfortable lifestyles, but also from the prophetic
vaice of the Gospel. Consequently, and with no amall degree of tragic inony,
Wiltshire congregation was something of an obstacle to the Kingdom of God.

If we put Evans and Reed’s paychalogical analysis of the Wiltshire church
inte a conversation with critical pedagogy, it will become readily apparent that
congregational studies and critical pedagogy rely upon empirical data as an
indispensable basis of analyeis. Social scientific methoas provide the rawe dota and
el ytical framemark wpan which erifical theory o congregational studies ere eble to
proceed. Of course, research methodologies are themselves constructed within a
particular rationality which itself should be critically examined.

A point ab which ceitical pedagopy offers a significant corrective to congre-
gational studies has to do with the degree of complexity allowed in the analysis
In their study, Evans and Reed mention that a small contingent of members was
dissatisfied with the predominantly self-serving nature of the church and called
out for a modest increase in the social service budget and more prayer in the
waorship service, However, the authors did not incorporate this small resistance
into their conclusions, That there was a collusion between the pastor and the
parishioners and between the church and the village i= true, bt simplistically
s0, Yet, neither can we conclude a gimple dualistic opposition between the
majority and minority, Upon closer inspection it is chear that the challenge of the
small protesting minority did not challenge the rationality governing the status
qui. Rather, their requests of the pastor were quite vague, and their resistive
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activity was confined bo disgruntled complainis among themselves. Their
resistance to the success-oriented “collusion” certainly appears weak, Could it
be that the religious paradigm of charitable spirituality, requested by the
disaffected minority, did not transcend privatistic and paternalistic rationali-
ties? Is it not the case that individualistic and paternalistic acts of charity, though
a temporary balm to individuals” sufferings, often serve lo conceal the structures
which perpetuate economic disparity and political exploitation by nareowly
focusing on individualistic acts of kindness? How can a structurally naive,
pther-wordly spirituality help to conscientize those who most benefit from the
econommic and political disparity ? Even though these dissenters may have meant
well, their resistance most probably deepened and extended the hegemony of
the dominant rationality by redirecting attention away fraom the structures and
strategies of domination that constituted their social placement.

These observations lead to the following corrective: From a critical peda-
gogical perspective, fhe analytizal process should seek especially to expose the ridden
contradictions withan tee social and theologioal forms of Life. I the intermal contradic-
tions in the rationality governing Wiltshire community and church were fully
disclosed by the psychological analyeis, the relation between the suburban
enclave and the innercity would certainly nothave been represented as asimple
ppposition between the haves and have-nots. The dualistic framework of Evans
and Reed’s psychological analysis completely elided the fact that the seclusion
of Wiltshire itself stands as an implicit protest and refuge against the stressful
expectations and demands of corporate life, as well as the frightening turmoil of
the impoverished inner city, Furthermore, as the psychologists themselves
pointed out, the veneer of harmonious trangquility ineffectively concealed per-
sistent and widespread personal and familial crises throughout the congrega-
tion and town. The psychologists did not examine the reasons why such an
idyllic community would be racked with relaticnal crises and personal depres-
gion. Although the folks in Wiltshire might not ever recognize it, they suffered
in many ways from the very system from which they benefited, Enclosed within
a mationality of artificiality and self-referentiality, both the compliance and
resistanoe of the people in Wiltshire together reproduced the very depersonal-
izing culture which both privileged and imprisoned them,

The Theoretical Framework of Analysis

Critical pedagogy and congregational studies can also be correlated with
respect to the theoretical framework by which the analysis is conducted
Whereas above the psychological analysis was found simplistic and dualisti-
cally structured, we now tum attention to the ways in which the theoretical
framework itself can promote a reductionistic analysis. In their sociological
analysis, Carroll, McKinney, and Roof analyzed Wiltshire Church in terms of its
geographic situation. The authors contend that geography is the primary way
that congregations identify themselves, and that all other cultural determina-
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tions are secondary, They write, “Local churches are community institations,
Most churches have defined their community geographically, although cther
definitions {ethnic, racial. ideological) s pessible """ Toward the end of the
esaay, they reiterate the sgame idea but add the undefined notion of “class™ “a
comgregation | . . is profoundly shaped by its social context, especially the local
commumnity and the secial class of its members. " 1 do not disagree: obvioasly,
comgregations are constituted largely by the very people who live in the
surrpunding community. This is, however, & truism with little explanatory
power. The paint about which [contend with the authors does not regard their
analyeis, which certainly i= adequate, but the conceptual framework that pro-
vides the analvsis with its content. My very limited experience supgests Hhat
factors such as ethnicity, race, and ideology play a much mare significant part
in shaping congregational self-undemstanding than the authors allow. This isnot
tosay that geographic ordemegraphic tactors are diminished; rather, isitnot the
case¢ that ethmic, mcial, and ideological factors are always and everywhers
incarnated in space and time; are not cultural factons always manifest geograpid-
calle? My sruess is that a substantial umber of congregants m a lecal church
would surely identify themselves in lermes of & parbicular class, ethnicity, or race
in a gecific community. Yet the authors have elevated geography above these
factors, Why miaght this have been the case?

Wecan suppose thatas the congregants were interviewed, they might have
etrongly identified themselves as Wiltshirians and Mew Englandera ao Ehat
other cultural factors seemed less important, Thies, from the empirical dada it
wonabd have biven a rmatker of cowrse to elevate El.ﬂl.‘:ﬁruph_'.-' ({53 5u_|.'|L".ri.|.'rr' stalusand
stbordinate other cultural markers, From a cotical pedagegical perspective,
howoever, certain alarm signals swould have been sounded by the priority of
geography over factors such as class, race, of ideclogy. We can imagine tat
Garmax :I'!I"I:Ig]'l‘f Tave bieen 5ur,';:-iq'i.|'|-11£-. and wanld have .‘iL'I-IJEl'II‘ o Feasan o Explain
such an unexpected finding, One would ot have to search far for an answer. Tt
ls an assumption of critical pedagogy that people will identify themselves
passionately by characteristios that differentiate themselves in asignificant way
fromm athers, [ssues such as race, gender, and idenlogy signal the greal fissures
in our culture and, thus, stmulate great passion and commitment. These are
precisely the kinds of qualities that one would expect people to register with Lhe
inberviewer, unless, of course, the congregation iselfis composed of peoplewho
homogenecusly mirror one another.

The membership of the Wiltshire Church had changed significantly in the
preceding decades, Recently the affluence of the membership bad grown
considerably, and the congregants were mainly corporate professionals whoe
had relocated Lo the aren. It is quite reascnable for them to identify themselves
quite explicitly with the community that represented their achievement and
station in life. Furthermaore, in Willshire Church, with the exceplion of several
affluent African Americans, the members are relatively alflluent WASPs, a
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group that has dominated New England saciety for generations. Only since the
196l has the social influence of WASPs declined. The membership of Wiltshire
Churchsaw its image reflected throughout the social context, except perhaps in
the troubled inner city which was kept at a safe distance. Given circumstances
such as these, ethnicity, race, and ideclogy arenat anyless significent in Wiltshire,
Foor theey are constituent qualities of the ruling class. Rather, these qualitios are
takex for granted! Homogeneity and privilege render these factors invisible
(although ne less powerful) as the tacit foundation of a common identity, Upon
this foundation other factors rise to the foreground of awareness that create a
semblance of diversity among people in Wiltshire. Factors contribubing to a
feeling of diversity may include, for example, wealth, emplovment status,
familial compesilion, personal qualities, ete, Only upon the implicit foundation
ef ethnic, racial, and economic hemogeneity can the category of geography gain
such prominence, Thus, elevating geography to categorical preeminence effic-
tively subordinated more significanten!firal determinants. A critical perspective,
then, eoule challenge the primasy of superficul celegaries (e, geography) in the
theoretical framewars by ahich the aneiyis becomres redwctionishic as {f omits or
demgrates Ridden and yet determinative elempnts,

The Purpose of Analysis

Is theory value-frea? If theory cannot avoid bias, should it seek ko reduce the
effect of bias upon analysis? Should theory be overlly ideclogical? In his
introduction to the methodology of congregational studies, Jacksen Carrall
explicitly states that the theoretical framework of researchers s “nelther neutral
ner value-free.” He continues, “In the case of theological assumptions, for
example, what one believes about Gods purposes for the church will shape the
agencla for what will be addressed in the congregational study. " While Evans
and Reed would probably agres that their peychological analysis is laden with
interests, they have nevertheless characterized their approach as an “attempt to
describe the realities of the situations rather than to evaluete them. "™ However,
this facade of neutrality could not conceal the bias of Evans and Reed's
“deseription” of the relation between pastor and members as a “collusion,”
Evidently their conclusions demonstrate eoaluabioe force and are based on
norpiative claims that remain unspoken,

In his commentary upon the congregational analyses of Wiltshire Church,
Daor 5 Browning criticized not only the psychoelogists but every social science
approach inBealding Effective Ministry for leaying the normative assumptions of
theirevaluation at the implicit level ® Both Browning and Giroux alike acknowl-
edge the fact that all theory is value-laden and “interested” and, thercfore, value
is always hidden in every evalu-ation. That theory s always “interested”
indicates that all inquiry (indeed, all knowing] is fundamentally practical and
generated in cur practical involvements. Only as the assumptive basis of
normative claims s rendered explicit can the underlying assumptions them-
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selves be scrutinized critically. To explicate the presuppositions of cne’s own
position makes them vulnerable to critical reflection. For once the assumptions
and assertions are exposed and publicly displayed, then the interrogator herself
can be interrogated

However important this correction may be, it is not enough, according to
Giroux, In addition to an explication of the assumptive framework, what should
be explicated (as thoroughly as possible) are the inlerests at play in the theory
and the irealoement of the theorist(s) in the situation. According to critical
thieorisks, all knowledge s powerful and i onented by interests. Theory, as
systematized knowledie, is a form of power exercised for certain practical
purposes, Furthermore, just s it is imposaible to be value-free, it is impossible
to be uninvalved in the situation of knowing. For as the philosopher Michael
Pelanyi has conwvincingly shown, all knowing is generated in an encounter
between persons and objective realities in which persons dwell in that which
they seek to know @ If this is true, what is the place and role of the observer in
the observed situation? The researcher or consultant is not an uninterested and
detached outsider, who, as if peering through a window, can ohserve the
activities within a situation without herself being implicated in the dynamics.
From the perspective of critical pedagogy, schools are institutional sites of
strugghe between domination and resistance, For however much one may try 1o
avaoid involvemant, there 18 no Archimedean point from which o observe in
detached isolation. Everyone associated with the school is caught up in the
struggle including students, teachers, administrators, consultants, and even
theorists such as Giroux who are far removed from the actual scene, Is not the
sarme true forthe congregation and those who study and assist the congregation
through congregational research? 1f it is impossible for the observer to be
completely disinterested and uninvolved, what then might be the explicit
interests of congregational studies and the regaprcher?

According to the Handbook for Congregefional Shudies, congregational re-
search is conducted for twomain reasons: (1) pragmatic problem solving and (2}
focusing the identity and mission of the congregation.® In an introductory
article in The Chrishizn Century, Carl Dudley supplements two more reasons: (3)
the legitimation of the congregation as a significant institution in the public
square and (4) 1o unify practical theology and theological education in general
in an orientation to the congregation™ Clearly the academic and therapeutic
analysis of congregations are primarily interested in “understanding™ and
solving problems within the faith community. Yet, the pragmalic nature of
congregational studies is clarified as one reads the literature that spells out how
the analysis of congregations is to be conducted a8 a self-study or in a consulta-
tive relationship with an expert in church diagnostics. For example, Loren B,
Mead, one of the “deans” of church consultation, emphatically places the
emphasis in congregational studies upon the “significant intervention” of the
researcher /consultant in the life of the church. He contends that the purpaose of
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multidisciplinary approaches “is st iesight but imgpact in the congregation.”
"Change (5 the geal.” The “client is the msbibutional chureh, " [E seems that as
congrégational studies becomes more “practically” interactive with congrega-
Hors, ik mode of et FII,l:’iI‘\I.'.H th rh;1|.|E']'| LT undl:'rﬂtd:nl.l:lnﬂ; b S rlEon
d'étre of understanding: change by means of a pragmatic, clientcentered ap-
proach of comsultation. Thus, the primary reason to study congregations, as
promated by theCommittes for Congregational Studies, is pragmatic (problem-
solving) and secondarnly, hermenesutical (the achievement of an understand-
|:|1S:I.'-‘"‘

What s wrong with atbemphing to solve problems and fo understand alocal
institution of church? 1s it not through remedial action based upon accurate
understandings thal congregations can be assisted to be more truly what they
are meant to be? Well, yes and no. Certainly, it is reasonable that as Christians
we are committed to helping the church be properly oriented and effective in its
ministry. However, is congregational assistance the pripiery interest we have in
understanding the congregation and other religious bodies? If so, is this ad-
equate to the nature of the church? Is il reasonable theologically? To answer
these questions our correlation of congregational studies and critical pedagogy
will imguire into therr rational structuees utilizing the dluminating conceptual
framewnrk developed by the Frankfurt School of critical theory

The Rational Nature of Congregational Studies
and Critical Pedagogy

Recall that “rationality,” according to Giroux, refers to a "specific set of
assumptions and social practices that mediate how an individual or group
relates to the wider society. ™ Drawing upon the analysis of Jirgen Habermas,
Giroux distinguishes between three modes of rationality: technical, bermeneu-
tical, and emancipative,

Technical Rationality

Technical rationality is linked o principles of contrml and certainty in the
efforl to master the objectified enviconment. There b5 a sense in which the tecm,
“rechinical” is used by Giroux pejoratively to indicate a certain type of rational
structure, However, Glroux is not being a reactionary Luddite with respect to
the development of techoelogy; nor is technical rationality equated with tech-
nology or technique. Nor is he denying that problems exist which urgently need
1o be resolved. Rather a lechnical rationality indicales a specitic set of assump-
ticms and practices that are oriented toward a mastery of the abjectified environ-
ment. Ta this end principles of control and certainty subordinate all other
principles as normative guides for human life. Interestingly enough, Giroux
points out that within a technical rationality, the social sciences figure promi-
nently because of the methodological penchant for inductively produced “ob-

133




Congregational Studies and Critical Pedagogy

jective/empirical” data upon which conclusions are reached. Observation is
characterized by an impersonal detachment from the situation itself. Knowl-
edge produced within a technical rationality takes the form of empirically
penerated “facks” and “hard data” which constihute “objective™ knowledge.
Acvarding b Giroux, the “Achilles” heel” of a technocratic rationality ia its
inherent instrumentalism: that is, observation, knowledge, and even the situa-
Hon at hand, are all “used” as means toward a predetermined end. This is
certainly most evident in the therapeutic mode of congregational studies, for the
investigation and understanding of a congregation is appropriated for strategic
problem-solving. The “client-based ™ approach tends to objectify both the con-
gregation and the consultant vis-h-vis a problematic. Approaching a congrega-
tion principally as a problematic situation reduces the depth and complexity of
the congregation to the parameters and substance of the problem. Furthermaore,
this type of instrumental relationship also subordinates the full identity of he
consultant herself to impersonal categories of rele and function and, therefore,
comfines the consultant to a bureaucratic mode of being.™ Within a technical
mentality, the relationships betweon the observer and the chserved are re-
stricted to their instrumental use to what serves as the ullimate feios, the
culmination of the consultant-client relationship in a catharsis of resolution, Tao
engage the congregation in this manner, however, is antithetical to & central
biblical and theological aftirmation: that the church is the Body of Christ in the
warld. If this understanding were definitive of our participation in the church,
if we approached each congregation as a communal sacrament in which we are
invited to join members of that local body around the altar to share the body and
blocd of Christ in fellowship, what would that suggest about the methodology
af congregational studies? It is a question o which we will return.

Hermeneutical Rationality

Whereas the technical rationality was primarily instrumentalistic in its
appropriation of objects for predetermined ends, a bermeneutical rationality is
particularly attentive to the intersubjective dynamics through which meaning is
constructed. This means that a hermeneutical investigation addresses the im-
plicit layer of conceptual forms, categories, and assumptions of understandings
as well as the origins of all knowledge and practice as social constructions, [In
cengregational studies, the work of Don S, Browning has been significant in that
he portrays congregational studies as a theological form of hermeneutics. The
central problematic to which his proposal is oriented 15 the judgment that
western clvilization is awash in relativistic pluralism and has logl a common
eonsenaus on the rules by which a society must operate. He believes that the
church can and must be a vital contributor to the public debate on ethical norms.
With a rich and ancienl tradition to draw upon, the church should develop its
"practical moral rationality™ in order to contribute to the philosophical-public
dialogue on social rules and norms. Toward that end, he proposes that the
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church can be described as a “community of moral discourse” whose contribu-
Hon to the ardering of society arises out of 4 "hermeneatical rationality ™
Salectively appropriating Heidegper's reinterpretation of Aristotle’s notion of
plireness and the theories of Gadamer and Ricoeur, Browning characterizes
congregational studies as theological inquiry, and theoloagical inquiry as funda-
mentally practical and critical.™ Being essentially practical, only a “thin line
separates theology and social science,” avers Browning. As theology incorpo-
rates the methods of social science, it produces descriptions, systematic analy-
ses, and strategic proposals for pragmatic effect upon public discourse,™ The
methodology that supports Browning's notion of theology is that of a revised
correlation closely aligned with that of David Tracy. ™

According to Browning, the main goal of a hermeneutic theology is to “test
explicitly the adequacy of [the tradition’s| normative claims, both their capacity
to interpret present situations and their moral and religious truth, "™ In order to
conduct the proper assessment, theclogy must address the situation in terms of
five levels of reflection: metaphorical, obligational, tendency-need, contextual-
predictive, and rule-role-communication ™ It is not so important that in this
essay we detail the nature of the five levels of reflection as it is cnacial that we
understand that the five levels constitute, for Browning, the full range of social
experience and therefore, exhaust the range of practical theological inguiry.
Criented accordingly, congregational studies is primarily interested in “assess-
ing [congregations’] value and determining if there are defensible grounds and
viable means for their revival

From the perspective of critical theory and its appropriation by critical
pedagogy, Browning's construal of congregational studies within a hermeneu-
tical paradigm is troubling, As GeoffWhitty bas argued, a hermengutic rational-
ity assumies that "truth and ehjectivity ane, . nothing but human products and
man [sic] rather than nature is. . . the oltimate anthor of knowledge’ and
realiby,” ™ The main problem with a hermeneutic rationality isiks disregard foo
reality in favor of the mediabions of knowledge in tradition and practices. It
reduces the ontological complexity and substance of reality to its mediations in
“metaphor” and “symbol” and “practice,” It cannot move beyand a relativiatic
naticn of knowledge because of its reduchion of knowledge to intersubjective
construction, Although hermeneutical erbicism rightly exposes the wrong-
minded and arbitrary divigion {in, for example, technological rationality) be-
tween abjective and subjective elements in knowledge, the "reflective™ mental-
ity of hermeneubcos does not “analvee the history of this division or develop a
form of critique that ia capable of revealing the ideology embedded in it."
Consequently, within educational contexts, the study of hermereutics has not
been abile to “raise fundamental questions about the nature of the relationship
betwesn the state and schooling, the mechanisms of ideclogical and structural
domination in schools, or how the relationship among class, culture, and
ideolegy In schools serves to reproduce the instiluticnal arrangements of the
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status quo. "™ Furthermore, harmeneutic sationality contributes losocial relativ-
s becavse it ignores ontological basis for claims of oppression and subjuge-
tHeon, as well as for resistance and transformative action. 1 is as if the claims of
marginated and exploited peoples are treated merely as constructed texts and
ot as the indicators of an objective reality of pain and suffering. Remaining at
the level of constracted meanings dissociated from their empirical fontological
basis, the hermeneutic approach fails to examine its own ideclogical preoccupa-
tion with practical mediations of what are most fundamentally ontological
realities, This ideological embeddedness underouts resistive efforts by eliding
the ontolegical nature of the actual relations of both domination and of transfaor-
muation. In effect, it reproduces the status quo in culture.

Although a religiously confessional stance is implied in Browning's practi-
cal theology, there is no explanation within the hermenectical paradigm of the
potological statue of the revelation of Cod i Christ mediated in the Christian
tradition. Browning offers no explanation of the relation af the Christian
traclition to the church’s experience of the work of the Spirit, nor of the empirical
datum of Jesus Christ, whose incarnate lite, death, and resurrection are not only
the meaning of the tradition, but the end to which the Scriptures and the
tradition ultimately point For Browning the mediations of the Christian faith
function as terminal points of hermeneutical reflection. The truth of the Chris-
tian tradition has, for all practical purposes, been cut off from its ontological
ground in the self-revelation of God, The hermeneutical process, therefore,
remaing confined to the level of mediation for the purpose of personal and
carporate reconstruction of meaning and praxis, Consequently, the Scriptures
and the doctrnes of the tradition, as well as all the historical experienoes and
meanings of the tradition, have been reductionistically construed i mere social
conalructions,

A hermeneutical approach to the congregation does an injustice to not anly
the embodied existence of the congregants themselves, but also o the claim of
Chriatiana that the church is itsell a sacramental presentation of an ontolegical
reality which, though immanent, far transcends their corporate lite, Browning's
effart toconfine theological reflection to only five levels—metaphorical, abliga-
tional, tendency-need, confextual-predictive, rule-rolecommunication—means
that the ontelogical substrabam upen which the church is utterly dependent is
elided. Certainly it is unscientific and specious bo investigate an object without
taking seriously, or &t least entertaining, its own self-understanding and self-
communication (granting, of course, the passibiling that the self-und erstanding
may be truthful). Does it nol make sense to onent the research methodology to
the object in all its ambiguous complexity rather than reduce the object fo what
seema most apparent and less complex? Since ity inception the church has
declared itself to benoless than the Body of Christ conatituted by the Haly Spirit
for the glory of the One who sends them. Despile every indication to the
contrary, the churchstill claims that it is the incarnation of the Wioed in the warld.
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The attempt to be as neutral as possible in methodology has meant that the
mediations that comprise the Christian tradition are reduced to the antheopo-
logical status of a hermeneutical lerminus of endpeint. As such, the Christian
traditionand its embodiment inecclesial forms, such ascongregations, lose thekr
primary and most fundamental ontological stabus asa sacrament inand through
which the Trinitarian commmunion is vivified i the world, Browning's herme-
neutically reductionistic approach does a grave injustice to the self-understand-
ing, and more importantly, the ontological reality of & long and distinguished
tradition of the Christian faith,

Emancipative Rationality

I'herationality of emancipation incorporates hath the hermeneatic concern
for intersubjective construction of meaning as well as the empirically generated
and usefulknowledgeof the technical ratiomality. The framework of emanci pative
raticnality begins with an assumption that the others donot share: that the soclal
context is one of & conflict between tweo great themes, domination and liberation.
The methodologies of both the social seiences and hermeneutics are integrated
and oriented to the enhancement of human possibilities, For Giroux, this means
that all theory should be devoted e "criticizing what is restrictive and oppres-
sive while at the same tme supporting action in the service of individual
freedom and well-being."** From this perspective, then, critical pedagogy
exhorts all who would study communities of faith that the iguiry and the
theenretivul Framercart: should explicitly contribule fo the liberatioe stragyle against
dapination. Researchers and consullanis afike showld be engaged and commitied not
anly to the resolutions of pereaiped problems of cangregaitons, but mereover fo Hhe
ereatitn offa hetter world, With these goals in mind, by every means available, we
should attempt to grasp intellectually the nature of the congregational situation
{hermeneutical) and should employ all appropriste means to effect whatever
change s needed (technological) in order toexpose strategiesof domination and
to support and incite resistance.

What would such a twofold interest mean for the study of 4 congregation?
Would an explicit commitment to personal and social liberation be amenable to
congregational studies as it is generally conducted ? How would a commitment
af this kind transform the involvement of researchers and consultants with local
communities of faith? How would the theoretical framework of analysis be
translormed if it wene construed with a primary interest in emancipation? Inmy
view, such a corrective change would amount to a paradigm shift, or in critical
pedagogy's terminology, a transformation in congregational studies from a
technological and hermeneutical rationality 1o an emancipative rationality,

Although the correlation between congregational studies and critical peda-
gogy has been rather one-sided for the last few pages, congregational studies
also has @ question of its own to put to critical pedagogy: upon what basis and
tor what goal is liberation oriented? Giroux, himsalf, acknowledges that the
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theary needs a vision, a “concrete utopianism ™ that celebrates not only what is
butwhatcould be. " Yet, which reseurces willeritical pedagogy draw upon? Will
it construct a vision of a utopian futuresid geseris 7 How will the utopian vision
be ontalogically grounded {so that it avoids the relativization inherent to the
hermeneutical rationality)? Surely Giroux would not disagres with the conten-
ticn that critical pedagogy 14 idealogically oriented, because it is in service to an
ideology" of liberation. He interprets everything through the lens of the concrete
social conflict between domination and oppression. Yet it was precisely against
this kind of ideological interpretive procesa that Jirgen Moltmann warned
Christians: “In actual fact this ‘quite concrete’ way of thinking is highly abstract,
for it detaches one aspect from all the wealth of Dife’s interrelations and
particularizes it,” Rather than abstracting and universalizing a particular ex-
]:IE:l'flErl.v:l:'J Mu]hnann.juggﬁtﬁthﬂ'l: Chrlatians should atl‘l‘."lIl‘Flt o " g the $i.1"|g|.E
event, the special experience and the particular practice in the context and in the
movements of the history of God.” He continues,

Without an understanding of the particular church in the
framework of the universal history of God's dealings with the
world, ecclesiolosy remains abstract and the church's self-
understanding blind, This will lead almost unavoidably to the
damger that the church will lend a universal claim to gquite
limited tasks, and will support interests conditioned by a
particular period with the solemnity of the absolute ¥

A Theologically Rational Approach

The critical conversation between congregational studies and critical peda-
gogy has revealed many of the ways in which the study of congregations has,
heretofore, been construed according te technieal and hermeneutic rationalities
in which the ontological nature of the congregation is elided by a pragmatic
attention to resolving the problems of or by a preoceupation with the mediaticns
of congregational life. Rebecca Chopp argued that  critical practical theology—
the field of theological disciplines in which congregational studies is appropri-
ately placed—is best achieved by means of an emancipative rationality, for
liberation ks truer to the gospel than either problem-solving or a value-neutral
understanding. ! Yet, a theological perspective cannot rest enly upon an
emancipative rationality despite its merit; for left at the level of liberation, it is
atill in itself insufficient. Surely Chopp would agree that the Christian basis of
hape in liberation is not merely a utopian abstraction of freedom but Christ
whose lite and ministry, whose death and resurrection, and whose life-giving
Spirit are the supreme manifestations of and the antological basis for Liberation
hope, The Christian fatth, then, is oriented to the entological basis of s hope: the
histerical incarmation of Jesus Christ and to the coming Reign of God through the
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power of the Spirit to whom the gospel witnesses, Upon the basis of the divine
self-revelation, a critical practical theology is, therefore, theologically oriented
1o a ontological reality and operates according to a theclogioal rahonginhy.

In agreement with Moltmann's ecclesiology in The Clurch in the Power of e
Spivit, an analysis of the church must begin with it origin as the historical and
particular embodiment of Christ, As the church is the Body of Chnst, it s Christ
who is the referent par excedience, In Jesus Christ the church discerned a bypo-
static union of divine and created natures which are unified through a relabion
that does not confuse or menge the two natures info one monadic nature, but yet
a relation in which the two are mdivisibly unified in such way that their
distinctiveness as divine and created is enhanced. That Christ is Ged of God,
whally divine and whaolly human, was formulated by the early church using the
term, hamoousion, which meant an identity in being and sameness in natune, As
such, Christ is the ontological referent that transcends the abstract notion of
liberation and the entirety of the created order and all cultures and ideclogies
and practices and knowledges, for Christis in union with the existence and will
of God, Yet, it is because the Son of God is incamiste as Jesas of Marareth who
thrensgh the Spirit gathered disciples o be in commurion with himaelf and the
Ui whao sent him that we are brought inte fellowship with the Triune God and
areallowed to participate with the Spintin the transformative redemption of the
world and all ereation,

Many Christian subtraditions profiess that the church i a sacramental
imcarnation of Christ in the world, instantiated historically as the Bady of Christ.
As such, each local instantiation of the chiurch testities to the One who sustaing
the universe and in whom all its creatunes have their being. Standing in urgent
oppesition g the forces of debumanization and the degradation of the crealed
order, the church points to and participates in the penteccstal Spirit ¥ho
arvirmnates all there is and Who will ultimately redeem and reconcile the creation
in the Christ Wheo is all in all, Even though the great Christian traditions profess
thig truth about the chizech, lamentably, the actual, historical manifestations of
the church fall far short of its calling, Obviowsly, the church is a thoroughly
human reality which seems charpcterized more by the shadew side of ils
humanity than by the divine light of its ultimate referent. However frail and
Broken the church is, nevertheless, it claims so be a sacramental emboediment of
Chriat in the world. As sacramental, it 18 acknowledged o be finite and
inadequate, bul & means of grace all the same. Inguiry into the church, whether
by persons who are Chreistians or nok, should take this claim seriously for it is at
the heart of what defines the church as the embodiment of Christ which can in
no way be divorced from the gospel of Jesus Christ. [t is especially incumbent
upon Christians to approach every ecclesial body precisely as Christians who
communa with other Christians in the Body of Christ.

The communion in which all members of the ecclesial body ane unitied can
only be understood truly from atheological perspective which is Christologically
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centered upon the Trinitarian hfe of God. The life, death, and resurrection of
Jeaus Christhas revealed the divine communion of the Son with the Fatherin the
Spirit. It is that very caommunien which was incamnated in Christ; it 18 the raissn
d'Eire af the mission of Chrst in the world, Because Christ is the self-revelation
of God's activity in the world, theological reflection on ecclesiology and the
church’s action in the world begins in the history and future of Christ, whao
reveals the missio der: “a movement from God inwhich the church has its origin
and arrives at its own movernent, but which goes beyond the church, Anding its
goal in the consummation of all ereation in God."™ Henee, the communal
mission of Christ creates the church as a Liberating communion: the messianic
commission “embraces all activities that serve to liberate man from his slavery
in the presence of the coming God, slavery which extends from economic
necessity to Godforsakenness."" The Christocentric orientation of the church
reveals itself to be most fundamentally an ever-extending, all-inclusive com-
mumnicn, As such, the revelation of the Trnitarian God in Christ is the ultimate
source and authority for all scclesial relations,

It is the communal relationality of the Trinity, both ad e and ad extea,
eternal and historical, that must be the ultimate reference peint for ecclesial
activities and relational structures. As the Son relates to the Father in the Spirit,
so the church relates to Christ in the Spirit and so derives its very nature [rom
thie communion the three divine Persons share, Therefore, iF the chuech 5 to
remain true to its Trinitarian foundation, there must be a direct cormespondence
between the intemsl relations of the church and the relations internal to the
Trinity. This means that persons are called to relate to ome another in the charch
as the Mersons of the Trinity relate. It is a calling that is eschatological in nature,
for to commune with others is to actualize the Reign of God however inad-
equately. Only in the eschaton will our communion be perfected as we share in
Christ's inhertance. This distinctive relation, which constitibes the communion
of the divine Triunity, is known in the Christian tradition as perichoresis, an
indwelling of one by another, a mutual interpenetration and coinherence of
persons to form a kainonde of love.* It is this perichoretic relabion that forms the
internal pattern of communion in which the many and diverse members of the
church are constituted by the Spirit to be the one church in Christ.

T'o incorporate congregational studies and critical pedagogy within the
church's Spirit-directed praxis will require a paradigm shift. The therapeutic
pragmatism of congregational studics and the abstract idealism of critical
pedagogy are not compatible with a proper theological rationality in which the
church communes with God and the whole of creation. The Christian who is
studying the church cannot pretend o be an outside investigator peering
through a one-way mirror to ascertain “objective” facts about the congregation,
for the construction of a value-neutral and objective “description” of the
situation is a patently false illusion, A dualistic methodalogy that isolates the
subject from object is episternelogically specious.® Objectivizing inquiry con-
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ducted by s Christian s especially inappropriate to every aocial form of the
chuech, including congregations, for the simple reason that a Christian has bean
formed at the deepest level of faith and practice by the very object she investi-
gates. It is po more possible for @ Christian researcher to wrile an objective
description of a church than it is for her to write an objective description of
herself. One can hopefully approach the topic with a high degree of critical self-
awarenass, but to attempt a Cartesian split of mind from one’s [ormative
community and from one's own faith involvements would be an epistemnclogi-
cal error with serious practical consequences for the researcher and the congre-
gation. A Christian should not attempt to deny her ecclesial formation in order
tostudy the church, just as one would not attempt to deny ore's peesonheod in
order to reflect critically upon oneseli.

It 18 crugial in scientific investigation that the methods and conceptual
[ramewaork of the investigation must be onented properly to the nature of the
object. Congregations are not simply social forms; they are fundamentally
religious innature. A pproaching a congregation in such a way that maintains the
subject/ object dualism and isolates the investigater from the claims the congre-
gotion can make upon her is inappropriate to the religious nature of the
congregation. Even in spite of what might be a particular congregation’s denial
of its religious nature, it testifies to the spirituel dimension of life, a dimension
that cannat be reductionistically investigated solely in terms of a particular
institutionalized form. Nor can it be investigaled solely in tetms of an empiri-
cally-oriented social science, Investigating a congregation or any other ecclesial
body will involve the investigator in a spiritual reality that will most certainly
transgress the neat and tidy boundaries that academic and scientific study erect,
Furthermaore, although it is quite obvious that congregations will always have
problems that need close attention, the problematic itself is of essential but
secondary interest, Primarily, Christians are called to communion, to indwell the
Spirit of Cod in that particular location with those gathered,

That Christians should approach congregations as Chrishens does not mean
that a nonChristian person cannot investigate the church, Actually, the church
has greatly benefited from the critical commentary of atheists and persons from
other religious traditions. The point is that whoever the investigator is, she
shiould be trui to the calling of her faith tradition and should relate to.others from
the depths of that tradition and within a faith community to which she s
peoountable.

An objection could be raised at this point: in te effort to participate with the
local Body of Christ in communion, it may seem that crtical reflection must be
summarily discarded. This would be true if communion meant & process of
homogenizabion in which all the differences and conflicks of the community
were dissolved into sameness or if communion entailed the conoealment of
distinctions and oppesitions. Yet, the objection itself arises out of a mistaken
cemeeption of communion. Communicon is hardly the eradication or suppres-
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sion of difference, for it is on the basis of difference that it is possible for persons
torelate, If somehow people could ba for a moment identical in every way, they
could not relate, for differences allow one to recognize the other as truly other.
Differences among people are nol antithetical to communion; rather, they are
the conditio siee qua non of any form of relationality, communion included. We
should consider eritical reflection in the same vein: the commnes-ication and
search for truth that should characterize Christian fellowship is made possible
only as the participants are able to articulate their undesstandings for the
benefit of others. And because we are only human and not God, and, therefore,
our knowledge of God and the world is always partial and falible, our
understandings requine the clarification, purification, and revision available
only throughesmpassionate dialogue withina sustained community. As knowl-
edge is explicated and as the bases and resources of knowledge are "uncon-
cealed” (to use Heldegeer's phrase), understandings can be claritiod, tested,
and affirmed or rejected for the purpose of engaging the reality of life at a more
profound Jevel. Thus, eritical reflection is indispensable to the ongoing life of
a community whose foremost desine is for truth and truthial living.

A theologically appropriate study of a congregation, a study which takes
seriously the testimoeny of the congregation ko be related to God who transcends
culture and everything created, provides twa specilic and needed carrectives
to critical pedagogy. First, while the notlons of liberation and freedom are
integral to the resistance of oppression, just as they are integral to Christian
faith and praxis, they are terms which today remain steeped in Enlightenment
individualisr: it ia the individual who becomes free from personal and
structural domination. Liberation as the guiding concept for a Girouxian
pedagogy of consclentization is itself a pragmalic concept whose content is
primarily negative: the absence of restriction and domination. That persons
might be liberated through participation in a communal context may very well
seermn quite puzzling from an individualistic perspective, The concepl of tree-
dom in eritical pedagogy is also problematic, for freedom is an ephemeral,
secondary quality that characterizes certain kinds of relationships, Much like
the state of happiness, freedom evaporales the moment one tries o seize it,
Rather thar striving after the chimera of freedom itself, we should Iocus our
attention upon the relations that vield freedom. The concepts of liberation and
freedom used in critical pedagogy signily no traly entological and culturally
transcendent referent as anecessary and guiding factor. They refer instead to the
imaginative projection of a utopian, civic communion ameng victorious reve-
lutionaries, Consequently, Girmx's ideals of liberation and freedom are enclased
witkin @ culhural system wnabie ko critique iself suifficiently by reference to what
transcends cufture. The biblical dictum, “the teuth will set wou free," means that
it is the truth and not freedom, per se, that has emancipabive power,

The second correctivee that a thealogical appreach contributes to the study
of the congregation is that the self-understanding of Christians should uld-
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mately mefer the investigator beyond the social and personal forms of the
chiurch’s lifie to the Christwho constitutes its ultimate and transcendent referent,
aned without which the church cannot exist. With this in mind, we would put to
congregational studies and to critical pedagogy a central and rather definitive
recuirement: becagss afl activitios of the churchand all Christion prazxis are growsded
antalrgically beyand themseloes i the Trivne Goa reveaied (hraugh fesus Christ, o
crabielly inforeed study of the church is corvectly construed in correspondence fo U
averall “missn dei” as reoealsd (e Bhe person and ministy of Jesws Cheisl as he was
empeoetind by the Hily Spieif ta the glory of Yie One Wi sent (hem

If eongregabional studies and critical pedagogy could indeed coalesce
withina theological rabionality, they would certainly become essential contribu-
toes to the radical recrientation of the church to its ontelogical ground and toits
missio dei. The church is fundamentally a Christological communion in the
Spint. We whowork with congregations should approach them as one whojoins
in communion for the purpose of purifving, infensifving, and extending the
communion. This wecannot do from a posture of distant uninvolvement, Only
as we gather around the altar with those of faith in Christ—together sharing in
the holy meal, together in doxclogy, together receptive to prophetic and priestly
means of grace—only in communion ane we melating to the Body of Christ
truthfully.
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