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ABSTRACT 

This exploratory study uses a qualitative, case study approach to investigate the 

perspectives of faculty and administrators at three Protestant seminaries about why their 

institutions decided to embark on programs for the alternative delivery of theological 

education. Alternative delivery includes all forms of instruction other than to students in 

a typical classroom on the home campus. The study also explored perspectives on the 

impacts of alternative delivery programs on the organizational culture and mission of the 

institutions, as well as on gender patterns and spiritual formation. The author conducted 

32 personal interviews with faculty members and administrators at Concordia Seminary 

in St. Louis; Covenant Theological Seminary in St. Louis; and Fuller Theological 

Seminary in Pasadena. Among the perspectives offered by faculty and administrators 

about why their institutions decided to pursue alternative delivery programs were: 1) to 

respond to pastoral shortages, the needs of churches and prospective students, and 

denominational leaders; 2) to fulfill the seminary's mission; 3) to promote the institution 

and extend its "reach;" and 4) to grow student enrollments and enhance revenue, thereby 

strengthening the home campus. Concerning the impacts of alternative delivery 

programs on the seminaries, faculty and administrators believed that such programs 

increased enrollment, but disagreed about the revenue effect. Many of those interviewed 

believed that alternative programs had impacted the organization, technology, operations, 

personnel, decision-making, quality, and curricula of the seminaries -both positively and 

negatively. In all three cases, female enrollment appears to be impacted positively by 

alternative programs, but perspectives differ about whether spiritual formation among 



students enrolled in alternative programs is comparable to that of students on the home 

campus - although some interviewees believed spiritual formation is stronger among 

extension cohorts. Major findings include awareness by faculty and administrators that; 

1) alternative delivery impacts the seminary both positively and negatively in numerous, 

unintended ways; 2) transfer of learning can occur from alternative programs back to the 

home campus, impacting traditional programs positively; 3) alternative programs can 

increase female enrollment; and 4) such programs can improve relationships with a 

seminary's various constituencies and extend the seminary's "reach." 
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CHAPTER 1; INTRODUCTION 

A. THEPROBLEM 

In the broad field of higher education in the United States and elsewhere, there is 

growing scholarly and practical interest in, and activity with respect to, the "alternative" 

or "non-traditional"' delivery of instruction (Azeredo, 1991; W. H. Bergquist & Smith, 

1992; Broskoske, 2000; Carriuolo, 2002; Oilman, 1993; Greenland, 1993; Rowley, 

Lujan, & Dolence, 1998; Van Dusen, 1997, 2000). By alternative or non-traditional 

delivery, I mean all types of instruction other than to full- or part-time students in a 

typical classroom on the main campus. 

Examples of alternative delivery include off-campus extension sites (Rother, 

1992), the provision for correspondence courses (Nill, 2001), and the use of technology 

in delivering instruction to students "at a distance"^ (Hesser & Kontos, 1996-7; G. E. 

Miller, 1997; Shoemaker, 1998). By "technology," 1 mean media such as audio and 

videotape, computer disks (floppy disks, CDs, and DVDs), the use of television, 

telephone conferencing, and the use of the World Wide Web and e-mail (Hannah, 1998; 

Pallof & Pratt, 1999). 

' I shall use the term "non-traditional" in this paper to refer to a category of educational programs or 
delivery systems, rather than to a type of student. This seems less derogatory to me ~ especially since there 
may now be more students in college and university who are older, attending part-time or in alternative 
delivery programs, married, and with families than there are 18 to 21 year-old single students studying fiill 
time in the "traditional" manner. 
^ The term "distance education" can refer specifically to all forms of education in which the learner is in a 
different place from the teacher (Moore, 1992). Thus, under this definition, correspondence courses and 
courses taken by means of the World Wide Web both are considered "distance education." However, 
courses offered by extension would not be classified as distance education, since students and teachers are 
together. For conceptual clarity, this definition of distance education is the one I will use in this 
dissertation. 
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In the U.S., certain types of higher education institutions have been more 

"traditional," while others have been more open to "non-traditional" delivery. For 

most public and private colleges and universities (whether liberal arts, comprehensive, or 

research institutions), the expectation has been that students enroll as full-time or part-

time students in standard classes on the main campus. Until recently, extension courses 

and other types of non-traditional delivery have not been a major part of the delivery 

systems of these types of institutions. 

Community and technical colleges particularly have been more outreach oriented 

- offering courses and programs away from their home campuses in settings such as 

factories and plants, in high schools, office buildings, strip malls, and research parks (A. 

M. Cohen & Brawer, 2003; Dougherty, 1994; O'Banion, 1997; Shaw & Jacobs, 2003). 

Some institutions have operated strong, for-credit, correspondence programs for many 

years (Holmberg, 1981). Other institutions are beginning to take advantage of the 

opportunities for alternative delivery provided by the World Wide Web (WWW), e-mail, 

streaming video, chat rooms, and other technologies (Hannah, 1998; Pallof & Pratt, 1999; 

Soldan & Lewis, 1994; Van Dusen, 1997; Verdejo & Davies, 1998). Some institutions, 

such as the University of Phoenix (see http://onl.uophx.edu), have designed many of their 

programs to appeal to adult learners and others who wish to study in a non-traditional 

format (Ashar & Skenes, 1993; W. H. Bergquist & Smith, 1992; Greenland, 1993; Klein, 

Scott & Clark, 2001). 

Most U.S. theological seminaries are similar to public and private liberal arts 

colleges and universities in that they also approach educational delivery in a traditional 

http://onl.uophx.edu


manner. In most Roman Catholic (Wister, 1997; Young, 1997) and "mainline"^ 

(McKinney, 1998) Protestant denominations, students attend seminary full-time for 

three or four years after graduation from an accredited baccalaureate institution in order 

to receive the Master of Divinity (M. Div.). This also is the trend in some of the non-

mainline Protestant denominations that would define themselves as Evangelical'' (Balmer, 

1999, 2000, 2002; Bassett, forthcoming; Dayton & Johnson, 1991; Geldbach, 2002; 

Guenther, 2002; Hillerbrand, 2004; Hunter, 1983, 1987; Jorstad, 1993; Noll, Bebbington, 

& Rawlyk, 1994;C. Smith, 1998, 2000; Tidball, 1994; Wells, 1994) or Fundamentahst^ 

(Marsden, 1980; 1987, 1991). 

However, there is much variety within U.S. Protestantism (Balmer & Winner, 

2002) in the educational preparation of prospective ministers ~ particularly among those 

who would call themselves Fundamentalists, Pentecostals, Charismatics, and among 

some of the Evangelicals. For some denominations, the M.Div. degree never has been a 

requirement for the ministry - even though it might be encouraged. Other Protestant 

groups require 

^ The term "mainline" most often refers to the older, well-established Protestant denominations in the U.S. 
that tend to belong to the National Council of Churches (NCC), such as the Christian Church (Disciples of 
Christ), Episcopal Church USA, Presbyterian Church (USA), United Church of Christ, United Methodist 
Church, et al. Mainline churches would be contrasted with Fundamentalist churches, the Southern Baptists, 
and other conservative Baptists. They also would be contrasted with the newer Evangelical, Pentecostal, 
and Charismatic denominations such as the Assemblies of God, Calvary Chapel, Church of God, Church of 
the Nazarene, Evangelical Free Church, Vineyard Christian Fellowship, and a host of other denominations 
-many -but not all —of which would be affiliated with the National Association of Evangelicals (NAE) 
(see Marsden, 1991). 
''Martin E. Marty (1981) defines an evangelical as " .. .those Protestants who stress the personal experience 
of conversion, the high authority of the Bible, and the mandate to evangelize others" (1981, p. 13). 
' George M. Marsden (1991, p. 1) defines an American fundamentalist as " .. .an evangelical who is 
militant in opposition to liberal theology in the churches or to changes in cultural values or mores, such as 
those associated with 'secular humanism.'" Marsden views fiindamentalists as a subset of evangelicals. 



little or no formal theological training of any kind for the ministry, preferring instead 

to tap the natural leadership abilities, and to recognize the spiritual giftings, of "called" 

or 

"anointed" individuals. A number of groups train future ministers, not in graduate-level 

seminaries, but in accredited (or non-accredited) Bible institutes or Bible colleges, or by 

correspondence (Nill, 2001). A few denominations, such as the Assemblies of God, 

maintain a number of different avenues for ministerial education and training - ranging 

from non-accredited, institute-level (i.e. non-college) correspondence programs, through 

non-accredited and accredited Bible institutes, Bible colleges, and accredited liberal arts 

colleges, up through accredited seminary-level education — up to and including doctoral 

studies. 

As the above possibilities suggest, some Protestant denominations and their 

affiliated educational institutions have been willing to engage in the non-traditional 

delivery of theological instruction. Even prior to the Internet and the World Wide Web, a 

number of these groups and educational institutions offered ministerial training by 

correspondence, while others began offering extension classes away from the home 

campus. One example of a correspondence approach was Berean College of the 

Assemblies of God, founded in 1948, which offered courses at both an institute level and 

a college level. (Berean College now has been folded into Global University of the 

Assemblies of God, which offers not only correspondence courses but also distance 



education programs for ministry training.^ One of the institutions in this present study, 

Fuller Theological Seminary, began offering correspondence programs in the early 

1970s, and began offering extension classes away from the Pasadena, California campus 

in 1973 (Fuller Catalog, 1999-2000). 

A more recent example from the Internet age is Bethel Seminary in St. Paul, 

Minnesota, a Baptist General Conference-affiliated institution that offers several "in 

service" degree programs to persons who cannot relocate full-time to the main seminary 

campus due to their current ministry and family responsibilities (see The Bethel Web Site 

at: http://www.bethel.edu/seminary/virtual/). A final example is Trinity College of the 

Bible and Theological Seminary in Newburgh, Indiana. Trinity offers several non-

residence degree programs by means of online instruction, so that students do not have to 

relocate to the campus (see www.trinitysem.edu). 

Reaching out to men (and also to women, depending on a denomination's 

theological stance on women in ministry) who desired Biblical and theological studies 

and practical ministry training ~ without requiring them to relocate to the home campus -

- became an important goal for some denominations and educational institutions, as the 

above examples reflect. At present, thousands^ of U.S. men and women are enrolled in 

courses and programs of religious instruction offered in non-traditional formats by 

accredited and non-accredited Bible institutes, correspondence colleges and programs, 

Bible colleges, theological seminaries, and related institutions. 

® See Berean's Web Site: http://colleges.ag.org/college_guide/gu.cfm). 
^ On its current web page, Global University alone claims over 2300 students in its college-level programs 
in the U.S. See http://colleges.ag.org/college_guide/gu.cfm. 

http://www.bethel.edu/seminary/virtual/
http://www.trinitysem.edu
http://colleges.ag.org/college_guide/gu.cfm
http://colleges.ag.org/college_guide/gu.cfm
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B. PURPOSE OF THE STUDY 

The purpose of this study is to conduct an exploratory examination of faculty 

member and administrator^ perspectives on why their seminaries decided to engage in the 

alternative delivery of theological education. Also, this study will examine how seminary 

administrators and faculty members view the impacts of such non-traditional delivery 

programs on the organizational culture and mission of their institutions, as well as their 

perspectives of the impacts of the non-traditional delivery programs on gender patterns 

and spiritual formation for students in traditional and nontraditional programs. 

After careful thought, I decided not to interview students for this study, even 

though such interviews would have been useful for some for some of the questions in 

which I was interested. Because my primary concerns were with why seminaries decided 

to get involved, and stay involved, with alternative delivery programs - and what the 

impacts of those programs were for the institution -1 determined that student 

perspectives might not be that useful for what I wanted to research. Clearly, however, 

student perspectives on their experiences in alternative delivery programs would be 

useful - but that would require a different study. 

The emergence of alternative delivery systems for educational programs away 

from the home campus of any type of higher education institution has the potential to 

affect the organization's culture. Should alternative delivery systems grow to such an 

^ For one of the seminaries in this study, Concordia Seminary, I also interviewed denominational leaders at 
the national office of the Lutheran Church-Missouri Synod. The reader should note that, wherever in this 
paper I refer to "faculty and administrator perspectives," that term also includes the denominational leaders 
whom I interviewed. 
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extent that a substantial percentage of an institution's enrollment is found in the 

alternative system, the possibility also exists for a notable -even fundamental - change 

in the organization's culture and mission. It is this line of reasoning that leads me to 

focus in this dissertation on the impact of alternative delivery programs on a seminary's 

culture and mission (see J. E. Watkins, 2000), as well as on the other two aspects of 

seminary practice - gender patterns and spiritual formation. 

While there is a growing body of literature related to theological seminaries and 

their extension education and distance education efforts, no individual study has focused 

specifically on the issues that I am investigating in this dissertation. However, several of 

the studies address some - but not all - of the content that I will investigate. For 

example, Terry's dissertation (1992), which investigated seminary faculty members' 

perceptions of the academic comparability of off-campus, master's level credit programs, 

is closely related to the type of issues in which I am interested. Also, Williamson's 

dissertation (2001) that examined non-traditional, extension students on the North 

Georgia campus of New Orleans Baptist Theological Seminary is closely related to my 

dissertation, but without the same interest in the impact of the program on the 

organizational mission and culture of the home seminary campus. 

The closest study in approach to my own is W. M. Williams' dissertation (2002) 

that examines faculty and administrator attitudes and perceptions toward distance 

learning in Southern Baptist-related institutions. Similarly, Geyer's dissertation (1985) 

focuses on the perceptions of Lutheran liberal arts faculty members toward nontraditional 

programs for adult learners. However, my study ~ in addition to focusing on perceptions 
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and attitudes toward extension and correspondence programs as well as on distance 

programs - goes further than Williams or Geyer by examining faculty and 

administrator perspectives concerning the impact of such programs on a seminary, along 

the three dimensions that I have identified (i.e. organizational culture and mission, gender 

patterns, and spiritual formation). 

To summarize, this exploratory, comparative study will investigate the 

perspectives of administrators and faculty members at three accredited, Protestant, U.S. 

theological seminaries. I am interested in these actors' perspectives about why their 

institutions decided to get involved - and why they remain involved ~ in the non-

traditional delivery of theological education. In addition, I am interested in faculty and 

administrators' perspectives on the impacts of such non-traditional programs on the 

organizational culture and mission of their institutions, and their perspectives on gender 

patterns in their institutions, and on the spiritual formation of students in both traditional 

and alternative programs. 
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C. SIGNIFICANCE OF THIS STUDY 

This study will contribute to several literatures: the general higher education 

literature; the theological seminary literature; and the growing literature on non-

traditional delivery systems - especially extension education, and to a lesser extent 

distance education, and the use of technology in delivering education away from the 

home campus. Also, the study will make a contribution to the seminary and higher 

education literatures related to organizational culture, gender issues, and spiritual 

formation. 

The higher education literature tends to focus on non-specialized institutions, such 

as large, public universities and on elite, private colleges and universities ~ rather than on 

small, distinctive, religiously- affiliated or other specialized institutions. This study, 

employing standard social scientific approaches utilized in higher education research, 

will be applied to a type of specialized institution ~ the theological seminary ~ that 

researchers often omit in the higher education literature. Thus, this study will begin to 

fill in gaps in the higher education literature about one type of specialized institution. 

Second, this study will contribute to the broader seminary literature. While there 

exist many published and unpublished studies of seminaries, very few address issues 

directly or indirectly related to faculty and administrator perspectives about institutional 

decision-making — particularly decision-making related to the pursuit of alternative 

delivery of theological education ~ or to the impacts of these decisions on organizational 

culture and mission, on gender patterns, or on spiritual formation. 
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Third, this study will contribute to the growing literature concerning the 

alternative delivery of higher education. Most of the literatures related to alternative 

delivery of courses tend to exclude theological seminaries ~ focusing instead on larger 

research universities, comprehensive universities, or community colleges. There exists 

very little literature concerning the use of technology in theological seminaries (but see 

Anderson & Chartier, 1995; Cole-Tumer, 1990; Hurd, 1995). This study will contribute 

to literatures in the non-traditional delivery of instruction, distance education, and the use 

of technology in instruction by specifically including the theological seminary. The 

specific study of administrator and faculty perspectives on seminary decision-making and 

alternative educational delivery will be this study's major contribution to the several 

literatures outlined above. 
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D. CONCEPTUAL FRAMEWORKS 

This study employs three conceptual frameworks found in the higher education 

literature that may offer insights about why seminaries decide to pursue the alternative 

delivery of theological education. The next section briefly discusses each of the three 

frameworks. 

1. The Pursuit of Prestige and Status (Mission and Academic "Drift") 

The first conceptual frame is the pursuit of prestige and status. In a seminal 

higher education article, Trow (1984) argues that many higher education institutions 

pursue strategies to enhance their status and prestige vis-a-vis other institutions with 

which they compete for students, for faculty members, for reputation, and for honors and 

recognition. Obtaining the components of status, such as prestige, money, power, or 

some combination of these measures, is a driving force for institutions of higher 

education, Trow believes. In Chapter 5,1 employ Trow's framework by applying it to the 

motivations of theological seminaries for engaging in the alternative delivery of 

theological education. 

2. Institutional Culture (Theological and/or Denominational Orientations) 

The second framework is institutional culture and, especially in this study, the 

component of that culture that is religious or denominationally related. One can 

hypothesize that the denominational and theological orientations of seminary trustees, 



25 
administrators, and faculty members may affect decisions about pursuing the 

alternative delivery of theological instruction (Fackre, 1998; Moats, 1997; J. E. 

Watkins, 2000). For instance, a multi-denominational seminary affiliated with a more 

Evangelical denomination or constituency might be expected to "reach out" to 

prospective students who desire seminary education but who cannot attend seminary full-

time or who cannot relocate to the home campus. The institutional culture framework 

may help us understand why some theological seminaries pursue non-traditional 

approaches to theological education. 

hi addition, this framework may help explain the impacts of non-traditional 

programs on seminaries - from the perspective of faculty members and administrators. 

For instance, an Evangelical seminary that aggressively pursues a larger enrollment 

(whether in traditional or non-traditional programs) might begin admitting large numbers 

of students who do not share the Evangelical culture of the institution, hi this way, an 

Evangelical institution might undermine its own institutional culture over time. The 

same could be said for a denominational seminary that admits a large percentage of 

students from other denominational backgrounds, or which begins to hire administrators 

and faculty members for an extension program who do not share the denominational 

culture of the institution. The institutional culture framework may provide insights about 

why seminaries pursue the alternative delivery of theological education, and also insights 

about the impacts of such non-traditional programs on the institution itself 
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3. Market Behavior ("Academic Capitalism") 

The third framework is economic. From the perspective of seminary faculty and 

administrators, do seminaries engage in the alternative delivery of theological education 

primarily to increase overall revenues? Is extension education an "answer" to declining 

enrollments on the main campus or to broad shifts in the demographics of persons 

interested in theological education? Are there other economic-related reasons for a 

seminary to pursue extension and distance education? 

This framework will borrow heavily from the work of Pfeffer and Salancik 

(1978). These authors posit that organizations in a large sense are "controlled" by 

external resources, and that marginal changes in resources impact greatly on an 

institution's core. The work by Pfeffer and Salancik has been extended and applied 

specifically to institutions of higher education in the work of Slaughter and Leslie (1998). 

In this study, which applies largely to public universities and large research institutions, 

the authors extend Pfeffer and Salancik's arguments about the resource dependency of 

institutions of higher education on "outside" sources of funding: state appropriations, 

research grants, foundation moneys, etc. In this study, I will modify Slaughter and 

Leslie's framework in order to apply it to private theological seminaries, but while 

maintaining a focus on economic considerations in higher education decision-making. 
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E. RESEARCH QUESTIONS 

1. Research Question #1. From the viewpoints of seminary faculty members 

and administrators,^ why did their seminaries decide to pursue the alternative delivery of 

theological education? Specifically, I am interested in understanding how faculty 

members and administrators view the institutional and environmental factors that led to 

decisions to pursue and sustain non-traditional programs. In pursuing the alternative 

delivery of theological education, were seminary administrators and faculty responding to 

economic pressures or opportunities -conceptually similar to the Market Behavior 

framework outlined above? Or, were they responding to theological and/or 

denominational issues and pressures -similar to the Cultural framework discussed 

previously? Or, were administrators and faculty members responding to the desire to 

enhance the prestige and status of their institution among those seminaries with whom 

they gauge themselves -as in the first conceptual framework identified in the previous 

section? 

I am also interested in administrator and faculty views about the impacts of 

alternative delivery programs on three specific aspects of their seminaries: 1) on the 

organizational culture and mission of the institution; 2) on gender patterns; and 3) on the 

spiritual formation of seminary students. 

' My earlier mention of denominational leaders applies here. 



2. Research Question #2. How do facuhy members and administrators at a 

seminary perceive the impacts of the non-traditional delivery programs on the home 

campus ~ especially on the organizational culture and mission of their institution? 
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3. Research Question #3. What is the impact of alternative delivery programs on 

the enrollments of female seminarians in both traditional programs and non-traditional 

programs? What do administrators and faculty members perceive the impacts to be? 

4. Research Question #4. How do seminary administrators and faculty members 

view spiritual formation in the non-traditional delivery programs as compared to the 

traditional programs? 
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F. THE THREE SEMINARIES IN THIS STUDY: PROFILES 

While the purpose of this study is not to compare the three institutions directly, 

some basic observations are necessary in order to establish the context for the broader 

discussion of alternative delivery programs. Table 1.1 provides basic information about 

the three seminaries' denominational affiliations, founding dates, and enrollment (head 

count). As Table 1.2 shows. Fuller Theological Seminary has a much larger enrollment 

than the other two institutions in its M.A., M.Div, D. Min, and Ph.D. programs. 

Concordia Seminary has 515 students enrolled (head count) in its four-year Master of 

Divinity (M. Div) program, as compared to Covenant Theological Seminary's enrollment 

of 323 students (head count) in its three-year M.Div program. Concordia has 52 students 

enrolled in its Ph.D. program, but only 15 students enrolled in its Doctor of Ministry (D. 

Min) professional program. Covenant has not PhD program, but has 126 students (head 

count) enrolled in its D. Min program. Covenant also has more students enrolled in its 

M.A. program than Concordia. Both institutions, however, are dwarfed by the large 

programs at Fuller (see Table 1.2). 
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Table 1.1 
Profiles of the Three Seminaries 

FULLER CONCORDIA COVENANT 

YEAR FOUNDED 1947 1839 1956 

DENOMINATIONAL 
AFFILIATION 

Multi-
Denominational 

Lutheran 
Church— 

Missouri Synod 
(LCMS) 

Presbyterian 
Church 

in America 
(PCA) 

ENROLLMENT 
FALL 2003* 

HEAD COUNT 

FTE 

3004 

1481 

735 

unreported 

734 

403 

*Note: These enrollment numbers do not include students at each institution who are 
enrolled in the Doctor of Ministry (D. Min) degree programs. For Fuller Theological 
Seminary, this reduces its overall enrollment by 1390 students in the Fall 2003 semester. 
For Concordia, the reduction is 15 students, and for Concordia the reduction is 126 
students (head count). 
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Table 1.2 
Enrollment Comparisons in Selected Seminary Programs 

Head Count (HC) and Full Time Equivalent (FTE) 

M. A.* M. Div D. Min Ph. D** 
FULLER 521 HC 

222 FTE 
992 HC 
507 FTE 

1390 HC 
unreported 

FTE 

154 HC 
64 FTE 

CONCORDIA 46 HC 
unreported 

FTE 

515 HC 
unreported 

FTE 

15 HC 
unreported 

FTE 

52 HC 
unreported 

FTE 
COVENANT 141 HC 

66 FTE 
323 HC 
235 FTE 

126 HC 
42 FTE 

Not 
Applicable 

*Note: The M. A. enrollment comparisons refer only to M.A. degrees in Theology or Theological Studies 
- and not to M.A. degrees in Missions, or Counseling, or other programs. 

**The Ph.D. enrollment comparisons refer only to PhD degrees in Theology or Biblical Studies, and not to 
Ph.D. degrees in Psychology, Missions, or other programs. 

Table 1.3 shows selected on-campus, hybrid, and off-campus programs at the 

three institutions. The reader will note that both Fuller Theological Seminary and 

Concordia Seminary operate on the quarter system, while Covenant Seminary operates on 

a semester calendar. All three institutions currently offer academic, professional, and 

certificate (non-degree) programs in all three formats (on-campus, hybrid, and off-

campus). For all three institutions, rules governing the delivery of theological education 

at extension sites or by distance education are put in place by the Association of 

Theological Schools (ATS) - the primary accrediting body for such institutions (see 

Association of Theological Schools, Commission on Accrediting, 2002; 2005). 
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Table 1.3 
Selected On-Campus, Off-Campus, And Hybrid Programs 

at The Three Seminaries 

FULLER CONCORDIA COVENANT 

On-Campus 
Programs 
(partial list) 

Master of Divinity 
(M. Div) (144 
quarter units) 

Master of Arts in 
Theology (MAT) 
(96 units) 

Master of Divinity 
(M. Div) (137 
quarter units) 

Certificate Program 
(Residential) 
(101-112 units) 

Master of Divinity 
(M. Div) (103 
semester credits') 

Master of Arts in 
Theological Studies 
(MATS) (60 credits) 

Hybrid 
Programs 
(requires 
some on-
campus 
residency) 

Master of Arts in 
Global Leadership 
(MAGL) 

Doctor of Ministry 
(D. Min) (48 units) 

Distance Education 
Leading to 
Ordination (DELTO) 
(30 courses) 

Hispanic Institute 
Seminary 
(Certification) Level 
(18 add'l courses) 

Hispanic Institute 
(Deaconess program) 

Doctor of Ministry 
(D. Min) (54 units) 

Master of Arts in 
Theological Studies 
(MATS) by means of 
the ACCESS 
program (60 credits) 

Master of Arts in 
Educational 
Ministries (MAEM) 
by means of the 
ACCESS program 
(50 credits) 

Doctor of Ministry 
(D. Min) (30 units) 

Off-Campus 
Programs 

Individualized 
Distance Learning 
(IDL) & Fuller 
Online 

Certificate in 
Christian Studies 

Master of Arts in 
Christian Leadership 
(MACL)(72 units) 

6 Active Extension 
Centers 

Ethnic Immigrant 
Institute of Theology 
(EIIT) (15 courses) 

Hispanic Institute 
Entrance (Diaconal) 
Level (10 courses) 

Graduate Certificate 
(30 credits) 

3 Active Extension 
Sites 
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1. Fuller Theological Seminary 

Fuller Seminary is a large, multi-denominational, multi-faceted seminary strongly 

aligned with the Evangelical wing of American Protestantism. With over 4100 students 

enrolled (Fall 2003), it is one of the largest -if not the largest -seminary of any kind in 

the United States. Table 1.4 shows the Fall 2003 Fuller enrollment separated out by the 

institution's various delivery formats. The reader will note that Fuller's Extension 

Centers have a total head count of 852 students in Fall 2003, with an FTE of 306. 

Fuller's other alternative delivery formats add another 322 students (head count) to the 

totals, with 103 FTE. The percentage of Fuller students in alternative delivery programs 

is 39.1% (head count) and 27.6% (FTE). Thus, over one-third of all Fuller Students 

(head count) and over one-quarter of the seminary's FTE come from students in 

alternative delivery programs. These numbers do not include the 1390 students in 

Fuller's various Doctor of Ministry (D. Min) degree programs. 
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Table 1.4 

2003 Fuller Seminary Enrollment 
Head Count vs. FTE, Fall 2003 

Head Count FTE 

Pasadena (Home Campus) 
1792 1071.5 

Extension Centers 
Orange County/San Diego 153 43.7 
Menlo Park & Sacramento 194 74.5 
Seattle 166 69.2 
Phoenix 141 55.5 
Colorado Springs 198 63.1 
Subtotal Hxtonsions 852 306.1 

Other Alternative Delivery Formats/Programs 
IDL* Domestic Students 212 57.6 
IDL* International Students 11 3.7 
Fuller Online 49 12.7 
STS** Extension 50 29.5 
Subtotal "Olhcr" 322 103.6 

lotal Ivxtensions & "Other" 1174 409.7 

Total without D. Min 3004 1481.4 
Percentage "'AkcrniUivo" 39.1% 27.6'.'0 

Doctor of Ministry Programs 
Korean Programs 666 Not reported 
Non-Korean Programs 724 Not reported 
D. Min Total 1390 Not reported 

Total Enrollment 4175 Not reported 

*IDL (Individualized Distance Learning) is Fuller's current iteration of its original correspondence 
program. 

**SIS is the School of Intercultural Studies, the former School of World Mission. SIS continues to operate 
its own extension program by correspondence. It was Fuller's original extension program - begun in the 
early 1970s. 

Source: Fuller Theological Seminary, 2003 Fall Enrollment Report. 
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Table 1.5 shows data from the two core programs offered in Fuller Seminary's 

School of Theology (SOT): the three-year Master of Divinity (M. Div) program and the 

two-year Master of Theology program. As the reader will see, over 45% of student 

enrollment (head count) and over 33% (FTE) in the M. Div program comes from 

alternative delivery programs. The numbers in the M. A. in Theology program are higher 

still. Over 60% of the enrollment (head count) and over 48% (FTE) in the Theology 

program comes from students who study in one of Fuller Seminary's alternative degree 

formats. 



36 

Table 1.5 
Fall 2003 Enrollment in Fuller Theological Seminary's 

On-Campus & Alternative Programs 

Fuller Site 
Program Offered 

Master of Divinitv M.A. in Theoloev 

Head Count FTE Head Count FTE 

Pasadena 
(Home Campus) 

539 337 203 115 

Altemat Lve Delivery Formats: 

Extension Sites: 
Orange 
County/San Diego 

66 20 52 16 

Menlo Park & 
Sacramento 

104 45 68 23 

Seattle 96 42 50 20 
Phoenix 81 34 44 16 
Colorado Springs 27 7 44 15 

Other Alternative Delivery Formats: 
IDL* Domestic 
Students 

73 20 52 15 

IDL* International 
Students 

0 0 2 0.5 

Fuller Online 6 2 6 1.5 
Alternative 
Delivery Subtotal 

453 170 318 107 

Totals 992 Head 
Count 

507 FTE 
521 Head 

Count 
222 FTE 

Percentage from 
Alternative 
Delivery formats 

45.6% 33.5% 61.0% 48.2% 

*IDL (Individualized Distance Learning) is Fuller's current iteration of its original correspondence 
program. 

Source: Fuller Theological Seminary, 2003 Fall Enrollment Report. 
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2. Concordia Seminary 

Concordia Seminary is one of only two denominational seminaries affiliated with 

the Lutheran Church-Missouri Synod (LCMS)-which is one of the more theologically 

conservative Lutheran groups in the U.S. Concordia's total enrollment is around 750 

students (Fall 2003). Table 1. 6 shows Concordia's recent enrollment. The reader will 

note that Concordia has seen recent growth in its core four-year Master of Divinity (M. 

Div) program (a gain of 80 students from Winter 2003), and also in its Ph. D program (10 

more students), its newly created Hispanic Institute of Theology (18 students) and the 

Ethnic Immigrant Institute of Theology (EIIT) - a gain of 63 students from Winter 2003. 

Concordia also has gained 9 students in its Doctor of Ministry (D. Min) program since 

Winter 2003. Together, the Hispanic Institute and the Ethnic Immigrant Institute have 

added 81 new students to Concordia's enrollment. When all of Concordia Seminary's 

alternative delivery programs are taken together (On-campus Certificate program, 

Hispanic Institute, EIIT, DELTO, and the D. Min program - 158 of the Winter Quarter's 

807 enrolled students were in these alternative delivery formats (19.6%). 
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Concordia Seminary, St. Louis 

Enrollment Comparisons 
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Fall 2002 
Winter 
2003 

Fall 2003 
Winter 
2004 

Change 
W04 over 

W03 
On Campus Programs 

M. Div 
Full-time 427 424 501 504 +80 
Part-time 19 14 14 12 -2 
Certificate 
Program 

Residential 
41 37 41 41 +4 

Graduate 
Programs 

M.A. 36 43 46 43 0 
STM* 24 22 20 20 -2 
PHD 40 43 52 53 +10 

Special 4 2 2 2 0 
Hybrid or Off-Campus Programs 

D. Min** 
Full-time 18 - 21 +3 
Part-time 8 8 15 14 +6 
Hispanic 
Institute 

not in existence 20 18 +18 

Ethnic 
Immigrant 
Institute 

not in existence 23 63 +63 

DELTO*** 16 16 16 16 0 

*STM is the Master of Sacred Theology program 

**The D. Min requires a number of two-week, on-campus residencies. However, students accomplish 
much of the work for this professional degree while studying on their own at their homes. Thus, I have 
classified it in this Table as a hybrid program. 

***DELTO is Distance Education Leading to Ordination 

Source: Concordia Seminary, Official Registration Report, Winter 2003-04 Final. 
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3. Covenant Theological Seminary 

Covenant is the national seminary of the Presbyterian Church in America (PCA) 

(see Coalter, Mulder, & Weeks, 1992; Hart & Noll, 1999; Melton, 2003b; Smylie, 2004; 

J .A. Wilson, 2004). Like Fuller Seminary, Covenant and its parent denomination (the 

PCA) define themselves as part of the Evangelical wing of U.S. Protestantism, hi Fall 

2003, there were 860 students (headcount) taking classes for credit at Covenant with an 

FTE of 445. Table 1.7 shows 132 students (head count; 29 FTE) enrolled in the 

ACCESS program at Covenant Theological Seminary. This alternative delivery format 

accounts for 15.3% of all Covenant students (head count; 6.5% of the FTE). Looking in 

more detail at the numbers, as Table 1.8 shows, 38.2% of the Covenant students pursuing 

the M.A. in Theological Studies degree are studying through the ACCESS program, and 

this accounts for 22.4% of the FTE in this program. Similarly, as Table 1.8 indicates, 

Covenant students pursuing a certificate rather than a degree are doing so by means of the 

ACCESS program at a 47.6% rate (40% FTE). 
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Table 1.7 

Covenant Theological Seminary 
Fall 2003 Enrollment 

On-Campus 
Programs 

ACCESS 
Total by 
Program 

Full time Part time 
M. Div 257(212) 66 (23) 21(4) 344 (240) 
M. A. 41 (36) 100 (30) 87 (19) 228 (85) 

M.A.C. 39 (37) 55 (21) 0(0) 94 (57) 
Th. M 5(3) 9(3) Not offered 14(6) 

Certificate 0(0) 22 (6) 20 (4) 42 (10) 
Non-degree 0(0) 8(3) 4(1) 12(4) 

Doctor of Ministry (D. Min) 
Enrolled Fall 2003 49 (16) 

Not offered 126 (42) 
Continuing, not enrolled for 

Fall 2003 
77 (26) 

Not offered 126 (42) 

D. Min Total 126 (42) 
Total Enrollment for Credit 728 (416) 132 (29) 860(445) 
Audit & other Non-credit 85 5 90 
Total Head Count (FTE) 813 (416) 137 (29) 950 (445) 

Table 1.8 
Percentage of Covenant Seminary Students Enrolled 

in the ACCESS Program, Fall 2003 

Percentage of Head Count/FTE 
in ACCESS Program 

M. Div 6.1% (1.6%) 
M. A. 38.2% (22.4%) 

M.A.C. Not offered 
Th. M Not offered 

Certificate 47.6% (40%) 
Non-degree 33.3% (25%) 

Source for both Tables; Covenant Theological Seminary, Fall 2003 Enrollment Report 
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G. METHODOLOGY 

This dissertation is a qualitative research study that takes an exploratory, 

instrumental, multi-site, case study approach. For this project, the cases are administrator 

and faculty perceptions of the alternative delivery of theological education at their 

seminaries. The cases also are the three seminaries themselves. The study is exploratory: 

1) because little research has been done on this, or related issues, at theological 

seminaries; and 2) because I believe this issue is important for the literature in theological 

seminaries, in higher education generally, and specifically in the literature related to the 

alternative delivery of academic programs, and institutional change. This study is multi-

site in that I gathered data at three different theological seminaries. 

Finally, this dissertation project is instrumental because I would like to take what 

I leam about perspectives on alternative delivery at these three institutions and see how it 

matches up with data from other theological seminaries - indeed, at other types of higher 

education institutions. What follows is a brief discussion of 1) the three seminaries 

themselves; 2) issues related to the three data sources from which I will gather 

information for this project; 3) issues related to data collection; and 4) issues related to 

data analysis. 

1. Data Sources 

I employed three types of data sources in this dissertation: institutional data, 

document analysis, and interviews. As for institutional data, I am most interested in 



enrollment data related to both traditional academic programs and alternative programs 

in theological education. As for documents, I examined sources such as seminary 

catalogs (including brief institutional histories), mission statements, program brochures, 

Web sites, and other reports and plarming documents. As is appropriate for a case study, 

the 

documents containing information about the history of the institutions, their missions, 

their programs, and their plans provide the "rich context" (Creswell, 1998) for helping 

the researcher interpret data derived from the face-to-face interviews. 

As for the interviews, I conducted semi-structured, face-to-face interviews of 

administrators, faculty, and staff at the three seminaries. I also interviewed two 

denominational leaders connected to one seminary, because several persons on campus 

had suggested I do so. Each face-to-face interview lasted from 30-90 minutes. 

(However, I did three interviews by telephone, due to scheduling conflicts or distance-

related issues). In total, I interviewed 32 individuals: ten each at Fuller and Concordia, 

and twelve interviews at Covenant Theological Seminary. I interviewed, first, the Chief 

Academic Officer (CAO) at each of the three seminaries, and then moved on to interview 

those administrators who had specific responsibilities for extension programs and/or 

distance education efforts at their institutions. This approach is called "intensity" 

sampling (Miles & Huberman, 1994). I identified the faculty members to interview by 

employing a "snowball" sampling approach after my initial interview with the Chief 

Academic Officer and other adminisfrators. 
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Specifically, I asked these administrators for the names of faculty members 

who had been involved in teaching in the extensions, in planning curriculum for the 

extensions, and/or those who have served in other planning and/or review committees on 

extension or distance education programs. I also asked faculty members (as well as 

administrators) for the names of other individual on and off campus who they believed 

had knowledge of, and opinions about, the alternative delivery of theological education at 

their institutions. Miles and Huberman (1994) would call this "opportunistic" sampling -

following up unexpected leads. By following this approach, I believe I obtained a valid 

sample of individuals from each of the three institutions who shared their perspectives on 

alternative programs of theological education at their seminaries. 

2. Data Collection 

a. Institutional Data. While on the three campuses and in conversations with the 

three CAOs, I asked them to provide relevant institutional data - particularly enrollment 

data - to assist my research efforts. Each of the three CAOs complied with my request, 

and either gave me the data themselves (if they had it handy) or obtained it for me from 

another campus office. 

b. Documents. Similarly, while visiting each campus I requested copies of 

seminary catalogs, program brochures, planning documents, and related materials to help 

provide the "rich context" for my research study. 

c. Interviews. First, I contacted the Chief Academic Officer at each of the three 

seminaries to set up an initial meetings to discuss my project in general terms, and to 



establish a time for a formal interview with the CAO. I then requested his cooperation 

and support for my other planned interviews with administrators and faculty members, 

and for the collection of basic institutional data. 

During each interview, which lasted from thirty (30) to ninety (90) minutes, I 

probed for opinions, perspectives, and responses related to various aspects of the 

alternative delivery of theological education. Sample questions for these interviews are 

found in Chapter 3, Table 3.4. Each face-to-face interview that I conducted at the three 

seminaries was audio-recorded, with the permission of the individuals, and later 

transcribed verbatim for subsequent analysis. Some initial interviews with administrators 

and faculty (and an occasional follow-up question or brief interview) were conducted by 

telephone. I took hand notes during the phone interviews rather than attempt to audio-

record a phone conversation. I did employ follow-up interviews in order to clarify issues 

made in the initial interview, to probe for further information, or to ask a question that 

had been overlooked in a prior interview. Some of them were face-to-face, some were by 

phone, and some I did by sending e-mail questions to administrators and faculty 

members. E-mail particularly was helpful in answering routine questions about 

enrollment data and related institutional issues. 
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3. Data Analysis and Interpretation 

I analyzed the transcribed interviews and hand notes inductively by employing 

two techniques: the pattern coding method, and the constant comparative method (Miles 

and Huberman, 1994; see also Bogdan & Biklen, 2003). Pattern coding is a way of 

grouping "segments of data into smaller numbers of themes or constructs" by looking for 

recurring phrases and common threads (p. 69). Bogdan & Biklen suggest two coding 

categories that I found useful in this study: 1) "perspectives held by subject", and 2) 

"subjects' ways of thinking about people and objects" (p. 163). 

Utilizing the interview transcriptions, I noted recurring phrases on a set of "theme 

lists" to categorize rationales for decisions to pursue, or not pursue, the alternative 

delivery of theological education, and for the impacts of such decisions on the seminaries 

themselves. I also develop theme lists that I used to test the three alternative theoretical 

approaches identified above (denominational/theological orientation; the pursuit of 

prestige and status; and market behavior/academic capitalism). 

Finally, I analyzed the data on a constant and ongoing basis. During the time I 

was conducting interviews, gathering institutional data, and analyzing seminary 

documents, I also was involved in an ongoing process of data collection, coding, analysis, 

and concept development. 
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H. LIMITATIONS OF THE STUDY 

There are several limitations to this study. First, this study of the impacts of 

extension and/or distance education at Fuller, Concordia, and Covenant seminaries 

applies only to these three seminaries. As noted above. Fuller Seminary and Covenant 

Theological Seminary both are affiliated with the Evangelical wing of Protestant 

Christianity (Balmer & Winner, 2002; Cherry, 1995; Day, 1985; McKinney, 1998; Noll, 

Bebbington, & Rawlyk, 1994; Vamer, 1995; J. D. Weber, 1997). Concordia is owned 

and operated by the Lutheran Church-Missouri Synod (see Rast, 2004) ~ another 

conservative, Protestant denomination that shares many theological viewpoints with 

American Evangelicalism. It is possible that other Protestant seminaries with different 

theological orientations would make different decisions regarding the alternative delivery 

of theological instruction. Also, the impacts of such extension and/or distance education 

programs on a Protestant, conservative or Evangelical seminary might be different than 

on other Protestant seminaries. 

Second, it is possible that a Catholic seminary or a Jewish seminary in North 

America might have different motivations and considerations for pursuing the non-

traditional delivery of theological education than does an Evangelical or other Protestant 

seminary. 

Third, the geographic locations of the three seminaries in this study might 

influence the decisions of the seminaries' administrators and boards. Fuller is located on 

the West Coast, in California. It is possible that a West Coast seminary, and/or a 
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California seminary, is not typical of seminaries in other parts of North America ~ 

even if they share a Protestant or Evangelical heritage. Similarly, Covenant and 

Concordia seminaries are both Midwest based, and it is possible that Midwest based 

seminaries might make different decisions than seminaries in other regions concerning 

extension and/or distance education programs. 

Fourth, this study applies only to one aspect of seminary decision and activity ~ 

the alternative delivery of theological education. Different approaches, questions, and 

conceptual frameworks may be necessary for the researcher to attempt to explain other 

types of seminary decision-making and programs or activities at Fuller, Covenant, and 

Concordia. 

Fifth, it is possible that the three conceptual frameworks (i.e. institutional culture, 

the pursuit of prestige and status, and market behavior/ academic capitalism) are not 

appropriate or sufficient to explain why Fuller, Concordia, and Covenant offer the 

extension and/or distance education programs they do. Perhaps other conceptual 

frameworks would be more useful. 

Sixth, it is quite possible that decision-making at these three seminaries 

concerning the alternative delivery of instruction is not the same as decision-making in 

other types of higher education institutions in North America It is possible that research 

universities (public or private), comprehensive universities (public or private), liberal arts 

colleges (public or private), two-year colleges (public or private), and other types of 

specialized institutions (business or technical colleges, art institutes, music 

conservatories, engineering colleges, etc.) have different motivations and considerations 
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when making decisions about alternative educational delivery, or other kinds of 

academic decisions - than do theological seminaries. 

Finally, it is possible that the research design that I have selected for this study 

(exploratory, multi-site, instrumental case study approach) may not be the best qualitative 

approach for addressing the research questions. Another qualitative approach, such as 

phenomenology, may be a better choice given the nature of the research questions and the 

focus on the perspectives of faculty members and administrators. 

Therefore, given all these limitations, it will not be possible to generalize from 

this study to these other institutional types. However, the information and conclusions 

found in this study can provide a basis for further higher education research in the areas 

of decision-making, alternative educational delivery, distance education, the use of 

technology in alternative delivery programs, and related topics. 
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1. ABOUT THE RESEARCHER 

I am a 51-year old male who has spent his adult, working life in higher education, 

state government, and in the Church. My background will both aid and challenge my 

role as a researcher. In terms of institutional and denominational culture, I am familiar 

with the Protestant theological orientations of the three seminaries in this study, and am 

sympathetic to their missions. From 1992-1997,1 served as president of a 700+-student 

accredited, church-related liberal arts college in California that was affiliated with the 

Assemblies of God (A/G) churches of Northern California. The college had an external 

degree program (EDP) for working adults, with majors in a number of areas. In addition, 

during my tenure as president, the college launched a small extension effort in Las Vegas 

for students pursuing ministerial degrees. 

In addition, I have been an ordained minister in three Protestant denominations 

(Assemblies of God, Charismatic Episcopal Church, and the Anglican Mission in 

America) and currently serve as an assistant pastor to an Anglican Mission congregation. 

While I have substantial undergraduate coursework in Biblical studies and theology, I do 

not have a seminary degree. However, I am taking classes in the Anglican Studies 

Program (ASP) of the Anglican Mission through an arrangement with Reformed 

Theological Seminary (RTS), which is an accredited, multi-campus seminary with 

extensive alternative delivery programs. RTS offers degrees by extension and by 

distance, in addition to their traditional campus-based delivery program. I hope to 
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complete at least an M.A. in Theology or an M. A. in New Testament through RTS or 

through one of the local seminaries near my home in St. Louis, Missouri. 

In the first denomination with which I was affiliated (the Assemblies of God, or 

A/G), the vast majority of ordained ministers receive their education at the undergraduate 

level - at either Bible institutes (non-accredited), or Bible colleges (accredited), or at 

accredited liberal arts colleges or universities. A smaller, but growing, number of A/G 

ministers have traditional seminary degrees, often in addition to substantial theological 

training at the undergraduate level. 

I received my initial training at the national liberal arts college (now university) of 

the Assemblies of God. Some A/G ministers received all of their education through the 

A/G's Berean College, which has been a non-accredited correspondence college. 

However, Berean College is pursuing accreditation at present with the North Central 

Association under the terms of a merger with ICI University ~ the A/G's former distance 

learning institution in the Division of Foreign Missions (where ICI originally stood for 

International Correspondence Institute, which first had its offices in Belgium). The name 

of the new combined entity seeking accreditation is Global University. 

The A/G also has a national seminary in Springfield, Missouri, with extension 

sites in several locations in the United States. Several of the regional liberal arts 

universities of the Assemblies of God in the U.S. have graduate programs in Biblical 

studies and theological studies - although they are not strictly seminaries and do not offer 

the Master of Divinity degree. 



The denomination with which I was affihated from 1997-2002, the Charismatic 

Episcopal Church (CEC), was founded in 1992 and does not yet have any colleges or 

universities. However, the CEC has a seminary ~ St. Michael's Seminary ~ (currently 

non-accredited) at the national headquarters in San Clemente, California, and extensions 

of St. Michael's in about ten locations across the United States under the direction and 

oversight of local bishops. Because the CEC is a young denomination, the ordained 

ministers (deacons, priests, and bishops) have mixed backgrounds in terms of theological 

training. Some have traditional Master of Divinity degrees and other graduate degrees, 

most have baccalaureate degrees, but some do not have college degrees at all. 

During my Ph.D. studies in Tucson, I was able to travel to Phoenix, Arizona to 

spend a long Saturday at the extension of St. Michael's Seminary that met in a CEC 

church in that community. Approximately twelve men -ranging in age from early 

twenties to over sixty -studied together for over eight hours that day -listening to 

theological lectures, debating points of theology, doctrine, and Bible, and fellowshipping 

together. This exposure gave me important insight into the desire of many individuals to 

pursue theological studies in a non-traditional manner. 

Both the Assemblies of God and the CEC have made substantial efforts to provide 

Biblical and theological studies to current and prospective ministers by means of 

extension sites, correspondence, and - in the case of the Assemblies of God - by means 

of emerging technology (e.g. Global University, as noted above). 

From 2002-2004,1 was an assistant pastor in an Episcopal church in St. Louis, 

Missouri ~ part of the Episcopal Church U.S.A. (or ECUSA). Most ordained priests in 
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ECUS A have been trained at the seminary level, with the Masters of Divinity degree 

(the M.Div.) providing the basis for qualifying for the priesthood. However, even in 

ECUSA there are exceptions: bishops make provisions for persons with other kinds of 

backgrounds to be ordained. 

My St. Louis church recently voted to disaffiliate with the Episcopal Church and 

to affiliate instead with the Anglican Mission in America (AMiA) - which truly is a 

"mission" to North America from the Anglican Provinces of Rwanda (in Africa) and 

South East Asia (headquartered in Singapore). The Anglican Mission currently has over 

60 congregations in the United States, with another 50 to come "on line" in the United 

States in 2005. Many of the congregants are former members of the Episcopal Church U. 

S. A., but others come from widely divergent Christian backgrounds. The AMiA 

recommends the M.Div degree for ordination to the deaconate and the priesthood, but 

makes exceptions for persons with substantial educational background and practical 

experience. I was ordained a deacon with the Anglican Mission in May 2004 and to the 

priesthood in December 2004. 

Clearly, I am interested in theological education ~ due both to my background as 

a Christian minister and my broader studies in higher education. Also, I am very 

interested in the emerging fields of extension education, distance education, and issues 

related to the utilization of technology in both traditional and non-traditional education. 

I fully expected that my backgroimd as a Protestant minister would help me gain 

the trust and cooperation of the individuals whom I wished to interview at the three 

seminaries, and I was not disappointed. While my personal background assisted me in 



understanding much of what I read in these seminaries' documents and publications 

and heard in the interviews with administrators and faculty members, it also held the 

possibility of hindering my ability to be as critically objective as I needed to be. I 

attempted to remain vigilant with respect to my role as researcher. My sharing a general 

Christian worldview with those I interviewed gave me a "lens" through which I could 

understand decisions and perspectives, but it probably created blinders at the same time. 

I trust that my conclusions and perspectives shared in this dissertation are free from most 

of the "blind spots" and reveal more of what the administrators and faculty at the three 

seminaries truly believe and "see" in their alternative delivery programs. 

My experiences in both Missouri state government (1985-1992) and as a faculty 

member and administrator at two private, Christian colleges (1980-1984, and 1992-1997) 

helped me understand some of the organizational, cultural, financial, and bureaucratic 

issues on which this research focused. I was involved in the development of programs in 

bureaucratic and educational environments, and I understand some of the motivations that 

drive such decisions. However, I endeavored to keep in mind that my own experiences 

might not be the same as the experiences of the three seminaries that I will study, and I 

could not use my own experiences as some kind of template for interpreting the 

experiences of these institutions. Nonetheless, I believe that my own educational and 

personal background helped me in gathering data for my research, and also assisted in my 

interpreting it ~ with the caveats mentioned above. 
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J. ORGANIZATION OF THE DISSERTATION 

I have organized the paper in the following manner. Chapter 2 consists of a broad 

literature review of  topics central  to the main themes of  the dissertat ion.  In Chapter  3 ,1 

discuss issues of methodology, data gathering, and research. The heart of the dissertation 

is Chapter 4, in which I have organized the findings of the data gleaned from personal 

interviews and from institutional data and documents. In Chapter 5, the Conclusion, I 

have evaluated the findings - searching for meaning and insight in light of the three 

conceptual frameworks, and others as necessary. Also, I suggest new lines of inquiry and 

research as a result of my findings ~ and in light of the apphcation of the three 

conceptual frameworks. 
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A. INTRODUCTION 

I have divided this chapter into three major sections. The first section contains a 

review of general and specific literatures in the field of higher education, and related 

literatures where necessary, that deal with issues related directly to this dissertation's 

interest in the alternative delivery of theological education by seminaries. These 

literatures are: 1) the general seminary literature; 2) literatures related to non-traditional 

students, the alternative delivery of higher education programs - including literature 

related to the use of technology in delivering academic programs; and 3) the strategic 

planning, academic planning, and decision-making literatures. 

The second major section of this chapter will survey the literatures dealing with 

the three conceptual frameworks that this dissertation employs to help explain the 

motivations of theological seminaries to develop, launch, and sustain programs in the 

alternative delivery of theological education. The three frameworks are: the pursuit of 

prestige and status; institutional culture (including religious culture) and mission, and 

market forces. 

Finally, in order to provide a context for my later discussion of the impacts of 

alternative delivery systems on female seminarians and on spiritual formation, the third 

major section of this chapter will survey literatures dealing with women and theological 

education and the spiritual formation literature. I begin with the first major section ~ a 



survey of general and specific literatures in higher education that relate to the primary 

issues this dissertation addresses. 
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B. SECTION 1: GENERAL & SPECIFIC LITERATURES 

The purpose of this section of the chapter is to review general and specific 

literatures in the field of higher education, and related fields where applicable, that touch 

on the main topics and issues with which this dissertation will focus. Since the 

dissertation involves a multiple case study of one specialized type of higher education 

institution - the theological seminary -1 first will provide a general overview of the 

literature on theological seminaries. 

Second, I will review briefly the literature relating to "non-traditional" students -

those attending part-time, or in the evenings or on weekends, students who are older than 

the "traditional" student, those who are working while attending school, adult learners, 

and "second career" students, etc. This literature sets the stage for a discussion of the 

"alternative" programs and approaches that institutions have established to reach these 

types of students. Thus, I will review the higher education literature that deals with 

correspondence, extension sites, and distance learning. Related to this literature is 

another literature that deals with the role of the new technologies in higher education-

such as the Internet, e-mail. Web-based instruction, use of CD-Rom technology, and the 

role of the academic library in serving students "at a distance," etc. 

The higher education literatures on strategic planning, program planning, and 

decision-making also are relevant to this study. In the case of the three institutions 

selected for this dissertation, each academic community made a series of specific 

decisions to begin correspondence programs, or extension sites, or other alternative 
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delivery approaches. Thus, I will examine the literatures on planning as well as 

academic decision-making. I begin this first major section with a discussion of the 

general literature on theological seminaries. 

1. Seminary Literature 

Researchers have employed various approaches in their writings on North 

American theological education; historical (Dishno, 1990; Fraser, 1988; Nichols, 1997; 

Shelley, 1993), biographical (High, 1997; B. R. Taylor, 1998), institutional (Delloff, 

1990; Forney, 1999; Goodline, 1993; Marsden, 1987; Merrill, 1993; K. Watkins, 2001), 

denominational (Fisher, 1995; Highsmith, 1999), psychological (Guido, 1994; Howard, 

1998), sociological (Runion, 1998), and as a special type of institution within higher 

education (Goodchild, 1992). One author discusses what makes a "liberal" seminary 

(Schroeder, 1992), while another researched the need for change in Evangelical 

theological education (Seiver, 1993). 

Specific examples of essays and research on theological seminaries include 

studies of seminary students (Carroll, Wheeler, Aleshire, & Marler, 1995, 1997), their 

families (Dudley & Dudley, 1994; D. M. Jones, 1999), and on "second career" students 

(Forsberg & Mudge, 1991; Hiatt, 1995; Shopshire, 1991). Other studies focus on faculty 

members (Hobbie, 1992; Macleod, 1994), academic deans (Douglass, 1991; Lynn, 1987; 

McClean, 1999;) seminary presidents (Cooley, 1996; Dickson, 2000; Draper, 1988; 

Hubbard, 1976; King, 1992; Leadership: The Study of the Seminarv Presidency, 1996; 

McCarter, 1996; Wister, 1995a), and trustees (Bottoms, 1983; Gies, 1983; Greenfield, 

1983; Highsmith, 1999; Hultgren & McMillan, 1983; Joseph, 1988; Leith, 1997; Lusk, 
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1997; Patterson, 1992; Sherrill, 1983; Tietjen, 1983; Trotter, 1983; Zehring, 1992). 

One book offers suggestions for contemporary seminaries in their pursuit of 

"excellence" (Calian, 2002). A number of scholars make suggestions for improving 

seminary education (Arnold, 1995; Martz, 1998;Messer, 1995; Wister, 1997;). One 

author with a background in missions suggests that theological education needs to be re-

envisioned according to a "missional" model that is more in line with Early Christianity 

and, he believes, more effective in educating and training contemporary seminary 

students (Banks, 1999). 

Examples of specific topics found in the recent theological education literature 

include literature on seminary fundraising (Dillon, 1990), seminary governance (Cooley 

& Tiede, 1994; Lusk, 1997; J. E. Watkins, 2000; Ziegler, 1975), student debt (Ruger & 

Wheeler, 1994), globalization (Evans, Evans, & Roozen, 1993; Kennedy, 1993; Roozen, 

1993; Roozen, Evans, & Evans, 1996; Stackhouse, 1988), female seminarians (Charlton, 

1997; Chang, 1997a; Finlay, 1996a, 2003), sexual orientation (Hayduk & Stratkotter, 

1997), student attitudes toward abortion (Finlay, 1996b, 1997), institutional mission 

change (V. D. Lehman, 1994), seminary teaching and globalization (Roozen, Evans, & 

Evans, 1996), Latinos, Hispanics and theological education (Davis & Hernandez, 2003; 

Goizueta, 1997; Riebe-Estrella, 1997), Chinese Protestant theological education (Tan, 

1985), and the education of black seminarians (Perry, 1998; Rasor, 1992; Roberson, 

1993), including African American Catholics (Copeland, 1997). 

North American theological seminaries are diverse, specialized, graduate 

institutions of higher education. Seminaries are educating and training the students they 
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serve ~ whether women or men, CathoUc, Protestant, or Jewish ~ for speciahzed roles 

in churches and sjniagogues, para-church organizations, foreign missions agencies, and 

related ministry or educational positions. Some Protestant seminaries serve specific 

denominations (e.g., Presbyterian Church (USA), United Methodist, or Southern Baptist) 

while others are multi-denominational^*^ —serving students from a variety of 

denominations, and including on their faculties professors from a variety of backgrounds. 

The bishops of local dioceses operate some Catholic seminaries, while church 

orders (e.g., Jesuit, Dominican, or Benedictine) operate others. Jewish seminaries tend to 

serve one of the several branches of Judaism (e.g.. Orthodox, Conservative, or 

Reformed). Some North American seminaries are freestanding, while others are attached 

to, or located alongside, denominational colleges and universities. Some seminaries and 

divinity schools (Cherry, 1995; Kitagawa, 1992; Lindbeck, 1976) are attached to private 

colleges or universities that do not have a current denominational affiliation (Thiemann, 

1990-1991). 

The published and unpublished seminary literature (Hunt & Carper, 1989) is 

abundant, diverse in its coverage of different religious traditions, and varied in approach. 

As for coverage of different religious traditions, there is substantial literature related to 

Catholic theological education (Carey & Muller, 1997; Leadership: The Study of the 

Seminary Presidency in Catholic Theological Seminaries. 1995; Schuth, 1999), Jewish 

The terms "multi-denominational, "inter-denominational," and "non-denominational" each can have quite 
specific meanings. However, in casual speech people often use them interchangeably. I will use these 
terms interchangeably in this paper. 
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theological education (Bycel, 1995; Rosov, 2001; Schulman, 1992; Wertheimer, 1997), 

and Protestant theological education (Day, 1985; Franz, 2002; Perl & Chang, 2000). 

Within the Protestant literature, there is substantial coverage of various 

denominations (Highsmith, 1999); and traditions (Fackre, 1998). Mohler & Hart (1996) 

write specifically about theological education in the Evangelical tradition, as does Mouw 

(1996) -the president of Fuller Theological Seminary, which is the largest 

nondenominational Evangelical seminary in North America and one of the three 

seminaries discussed in this dissertation. 

A specific subset of the theological seminary literature that is relevant to this 

paper relates to Theological Education by Extension, or TEE. The early TEE literature 

discussed the need for alternative models of theological education on the mission fields 

of Latin America, Africa, and Asia. In one of the early articles on TEE, Harrison (1970) 

called it a "lively Evangelical experiment" in Latin America. D. L. Hill (1974) wrote a 

case study of how church officials designed a TEE program in the Philippines. Covell & 

Wagner (1971) wrote a "primer" to inform those interested in TEE and similar 

experiments about this new approach to an "extension seminary." Ward (1974) informed 

his readers that TEE was "much more than a fad" in theological education. Weld (1973) 

published a "world directory" of TEE, identifying all the places where TEE and similar 

programs were employed. He followed with a review of the "current status" of TEE the 

following year (Ward, 1974). 

As Weld (1974) writes, the TEE movement began in a Presbyterian Seminary in 

Guatemala where two professors -Ralph Winter and James Emery - were attempting to 
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identify a new model to "reach many more students than [the seminary] had through 

residence studies with the same expenditiire of resources" (p. 225). Benefits of this 

new TEE approach, according to Weld, were reaching more mature students and "the 

possibility of training them without the cultural dislocation and the creation of financial 

dependence on the mission for scholarships" (1974, p. 225). Ralph Winter (1973) 

published a monograph describing his vision of TEE and his experience to that point in 

its practical development. 

Key concepts from the TEE literature that are important to keep in mind for this 

dissertation include: 1) the possibility of training many more students 2) the financial 

benefits to both prospective students and the seminary by teaching students at a distance; 

3) reaching more mature students; and 4) the ability to teach students in their local 

contexts, without removing them from their ministry settings. These are themes that will 

appear again when I review the perspectives of faculty members and administrators at the 

three seminaries that are the sites for this study. 

TEE seems to have provided a spark to creative thinking about new models of 

theological education, not only in the Third World, but also in the United States, 

beginning in the early 1970s. In fact, Ralph Winter - one of the professors at the 

Presbyterian Seminary who developed the TEE model - became a professor in the School 

of World Mission at Fuller Seminary in the early 1970s. Fuller professors in the School 

of World Mission developed that institution's first non-traditional program -a 

correspondence program - in the early 1970s. In several interviews with Fuller 

personnel, I heard faculty and administrators give credit to the School of World Mission 



(now called the School of Intercultural Studies) and to Ralph Winter for the basic 

impetus in developing the first alternative theological education programs at Fuller 

Seminary. 

As mentioned above, the TEE literature sparked a flurry of writing and 

scholarship in the United States and elsewhere about alternative ways to delivery 

theological education to students who could not, or would not, attend seminary full time 

on the main campus (J. A. Bergquist, 1976; Reitz, 1976). Wentz (1975), borrowing 

concepts from the TEE literature, argued for "taking the seminaries to the candidates." 

One of the most prolific advocates for TEE is F. R. Kinsler (1974, 1978a, 1978b, 1980, 

1981,1983, 1987; 1999). In his 1974 article, Kinsler discussed TEE in the context of 

"open" theological education, and in 1978(a) he discussed TEE in the language of 

"extension." By 1987, Kinsler wrote of TEE and similar approaches as "popular 

theological education." 

From Guatemala, the TEE movement expanded to other Central American, 

Caribbean, and South American countries, and then to Africa, Asia, Oceania, and North 

America. Peterson (1981) wrote about TEE in the Africa Theological Journal. Gamboa 

(1983) surveyed a number of "non-traditional styles" of theological education, including 

TEE. Bisnauth (1983), wrote about an extension seminary effort in Guyana. Foulkes 

(1984) announced TEE as "a new approach" to theological education, and gave credit to 

the Third World for its development. Komfield (1984) discussed the need for "adult 

education alternatives" in seminary education - placing the discussion of TEE in the 
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language of adult education and the academic literature. B. N. Hill (1988) wrote about 

the "fall and rise" of TEE in one African church. 

Writing and scholarship about Theological Education by Extension continues to 

be published (Atkinson, 1990; Cascante Gomez, 1992; Kinsler, 1991, 1999; Nicole, 1990; 

Burton, 2000). For example, Burris (1992) writes from his experience as a missions 

educator of the "dilemma" faced by mission educators when it comes to academic 

training. Pobee (1993) wrote a monograph on TEE programs on the continent of Africa. 

Giuliano (1994) applies concepts from TEE and similar alternative approaches to the 

demographic realities of the United Church of Canada, arguing for "field-based learning" 

as an answer. Walker's dissertation (1995) examined the development of a nontraditional 

theological seminary in Kenya. Similarly, Mouat (1996) wrote an article surveying 

various TEE philosophies. Samuel (1997) published a dissertation that examined TEE 

programs in two Nigerian denominations. 

Hofferbert (1998) wrote a dissertation that examined how TEE's various 

educational methodologies and philosophies reflect the "transculturation" of the TEE 

phenomenon. In a special edition of Ministerial Formation, the editors published a report 

on "Theological Education by Extension and Technology" (1998). Steyn (1999) 

examines the viability of TEE for the 21®' century. With over three decades of 

experiments and experiences in all parts of the world, TEE continues to be an important 

approach to the delivery of theological education. It certainly provides an analytical and 

practical context into which one can place the broader discussion of the alternative 

delivery of theological education - which this study attempts to do. 



To conclude this section, I need to mention two of the studies to which I 

referred in Chapter 1 relating to alternative delivery programs and theological 

seminaries. Not only are they examples of the general literature on theological 

seminaries, they relate directly to my research questions. In his 1992 dissertation, Terry 

investigated the perceptions of seminary faculty members regarding the academic 

comparability of off-campus, master's-level credit programs. A decade later W. M. 

Wilson's dissertation (2002) examined faculty and administrator attitudes and 

perceptions toward distance learning in Southern Baptist-related institutions. Both of 

these dissertations employed the approach of collecting faculty and administrator 

perceptions - which also is my approach in this dissertation. 

2. Non-Traditional Students & Alternative Delivery Approaches 

Given the scope of this dissertation, it will be important to survey the higher 

education literature related to the alternative delivery of instruction—including a) non-

traditional students, b) adult learners, c) off-campus programs, d) distance education, and 

e) the use of technology in delivering academic programs, both on- and off-campus. Two 

other literatures that I will survey in this section include f) the recent convergence in 

American society of the information and entertainment media, and g) the role of 

academic libraries in supporting nontraditional students, alternative delivery programs, 

and distance education. I begin with a discussion of non-traditional students. 
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a. Non-Traditional Students 

Who are the students who enroll in off-campus and non-traditional programs? 

With the explosive growth of off-campus programs in recent years, the higher education 

literature includes attempts to describe the students who enroll in such programs. 

Originally, such students were called "non-traditional," because "traditional" students 

were identified as those who fell in the roughly 18-22 year old age bracket, and who 

attended college full time, on the home campus. 

A short article in Liberal Education by W. H. Bergquist and Smith (1992) 

summarizes the new challenges and strategies needed to serve nontraditional learners. A 

number of years ago, there were calls in higher education to change the terminology used 

to describe these students. For instance. Oilman (1993) engaged the question of "What is 

Nontraditional?" That same year, Oreenland (1993) argued that it was time to get rid of 

the label "nontraditional." Related specifically to students in six Protestant theological 

seminaries, Reistroffer (1997) examined differences in learning styles and career choices 

among both traditional and nontraditional seminarians. 

J. M. Lynch & Bishop-Clark (1998) conducted a study of the experiences of 

nontraditional students on both traditional college campuses and nontraditional campuses. 

In 2000, Moxley, Najor-Durak, & Dumbrigue published an article in which they 

suggested seven strategies for facilitating access for nontraditional students of social 

work into graduate programs in that discipline. More recently, Klein, Scott, and Clark 

(2001) have argued that the old categories of "traditional" and "nontraditional" need to be 

reconceptualized. 
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b. Adult Learners. 

Many off-campus programs are geared to the adult learner. Thus, the extensive 

literature on adult learning and adult learners is relevant to this dissertation. The field of 

learning theory in the discipline of psychology contributes substantially to the 

understanding of adult learning. Recent books that address the psychology and 

development of adult learning include those by Knowles, Holton and Swanson (1998), 

Merriam and Caffarella (1999), Smith and Pourchot (1998), Termant (1997) and Termant 

and Pogson (1995). 

Building on the adult psychological literature are higher education studies that 

examine various aspects of reaching out to adult students, as well as other 

"nontraditional" students - most of whom are older than the "typical" undergraduate 

student. For example, Lucy (1993) examined the learning styles of adult learners in 

accelerated distance education programs. Justice (1997) discusses how to facilitate adult 

learning in a liberal education context. Guliana (1999) conducted a study of the 

marketing of Delaware State University programs to nontraditional students at a satellite 

location. 

More recent examples of this literature include the organization of adult learners 

into cohorts (Saltiel & Russo, 2001) -a feature of off-campus, extension programs which 

especially is relevant to this dissertation. One study proposes various strategies for 

teaching adult learners (Vella, 2001). Sissel, Hansman, and Kasworm (2001) refer to the 

overall treatment of adult learners as "the politics of neglect" (see also Sheared & Sissel, 



2001). Other examples are the employment of collaborative inquiry as a strategy for 

adult learning (Yorks & Kasl, 2002), as well as the use of dialogue in educating adults 

(Vella, 2002). Kasworm, Poison, and Fishback (2002) have written a book aimed at 

encouraging colleges and universities to respond actively and positively to adult learners 

and their unique needs. These authors also share insights and findings about how 

institutions best can do so. A pair of authors make specific proposals for mentoring adult 

students (Herman & Mandell, forthcoming). Finally, Husson and Kennedy (2003) have 

written about developing and maintaining accelerated degree programs within traditional 

institutions in order to reach out to adult and other nontraditional students - a topic also 

addressed by Kasworm (2003).. 

c. Off-Campus Programs and Nontraditional (Altemative) Programs 

A slightly different higher educational literature focuses not on the nature of the 

student as traditional or nontraditional, but on the nature of the academic program. Thus, 

academic personnel and scholars view certain academic programs as "traditional" or 

"nontraditional," based on a number of factors - including whether the programs are 

offered on the home campus in a traditional classroom and in a standard format, or 

whether the programs are offered at an extension center, or whether the delivery of the 

program is by correspondence, by means of audio- or video-tapes, or by means of CD-

ROM, DVD, by video-conferencing, by satellite, or by accessing the World Wide Web, 

etc. In this brief section, the focus will be on off-campus programs, extension programs, 

and similar "nontraditional" efforts to delivery academic programs. The sections on 
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distance education and on technology that follow later in this chapter will discuss the 

literature involving these latter topics. 

Concerning off-campus programs, Legrand (1987) studied the graduates of off-

campus, graduate level programs of the University of Illinois at Urbana-Champaign. His 

interest was in "change" and related learning by these graduate students. In 1995, 

Sakalys, Coates, and Chinn published an article evaluating the success of a nontraditional 

option for doctoral education in nursing. 

Examples in the recent dissertation literature include a comparison of on- and off-

campus public health programs at Loma Linda University (Azeredo, 1991), a study of 

off-campus agriculture programs in Iowa (B. E. Miller, 1991), and a comparison of on-

campus and off-campus Ed. D. programs at the University of Southern California 

(Rother, 1992). Other recent dissertations include an historical study of university off-

campus centers in Alabama (J. Williams, 1992), a study of nursing faculty engaged in 

off-campus baccalaureate and higher degree education programs (Torok-Kuzmack, 

1994), a study of classroom environments in off-campus educational programs (Davis, 

1995), and a study of cohort learning in a nontraditional degree completion program 

(Holtorf, 1998). Bradley (1998) wrote a dissertation that examined factors surrounding 

the successful completion of a nontraditional nursing program for RNs at an institution's 

main campus and extension sites. 

Other recent published literature that deals with off-campus and other types of 

nontraditional delivery of higher education programs includes W. N. Kelly, Francisco, 

Brooks, & Marquess (2000), who published an article reviewing a nontraditional Doctor 



of Pharmacy program offered jointly between a private and a public university. 

Another recent article by Lindner, Dooley, and Murphy (2001) investigates differences 

in competencies between agricultural education doctoral students at two Texas 

universities, some of whom were on-campus and others who were at a distance. Other 

recent articles examine the off-campus delivery of graduate programs to First Nation 

students in Canada (Kepron, 2001), and off-campus library programs (Kopp, 2001). 

Clearly, there exists substantial higher education literature about non-traditional delivery 

programs, off-campus programs, and related issues. 

At this point, it is important to mention two of the dissertations to which I first 

referred in Chapter 1. Landtroop (1998) published a dissertation that looked at 

persistence in master-level, theological, distance education. While his focus on student 

persistence is different than the focus of my study, the environment in which he studies 

persistence is related closely to the environment(s) in which I am interested. Williamson 

(2002) examined non-traditional extension students on the North Georgia campus of New 

Orleans Baptist Theological Seminary. His interest was different than mine, in that he 

was interested in student services provided to such students at the extension campus. 

However, his dissertation, like mine, focuses on issues related to non-traditional students 

and programs, including students studying away from the home campus of the 

theological seminary at extension sites. Thus, conceptually, it provides a research 

context for my own study, and deserves to receive special mention in this section on off-

campus programs. The discussion now turns to the issue of distance education. 
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d. Distance Education 

As mentioned earlier in Chapter 1, the term "distance education" can refer 

specifically to all forms of education in which the learner is in a different place 

geographically from the teacher. For instance, in his dissertation, Lewis (1984) finds 

very little difference in the perception of quality by graduate students concerning on-

campus and off-campus classes. In one of the earlier studies of distance education and 

theological seminaries, Seevers (1993) wrote a dissertation that attempted to identify 

appropriate criteria for the delivery of theological education in a distance format. Recent 

higher education literature contains substantial references to distance education and its 

various delivery systems (Hesser & Kontos, 1996-7; G. E. Miller, 1997; Shoemaker, 

1998). For instance, Hesser and Kontos discuss the application of distance education in 

both a masters and a doctoral program. G. E. Miller discusses the challenge of distance 

education to the "emerging" learning environment in his article in the Journal of 

Academic Librarianship. Shoemaker discusses the need for leadership in both continuing 

education and distance education in higher education and how institutions can lead 

effectively in pursuing these approaches to the delivery of higher education programs. 

Another pair of authors discusses specifically issues related to active and 

collaborative learning in online courses (Dewald & St. Clair, 1997). One provost gives 

his perspective on distance learning efforts (Shepherd, 1997), while another author writes 

concerning the politics and economics of distance education (D'Andraia, 1997). Nti 

(1997) published a dissertation dealing with the delivery of graduate programs in 
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agriculture in the eastern United States by means of distance education. Hunter & Carr 

(2002) write specifically about the linkage between distance education and the new 

technologies. 

Concerning distance education and theological seminaries, Patterson (1996) wrote 

an article discussing the questions of distance education as they related to theological 

education. Lumsden, Ray, Lowe, and Newsom (1999a, 1999b) published two articles in 

the Christian Education Journal that covered theology education via distance learning -

writing both about participants and program strengths as well as about the problems. 

Likewise, Ray (1999) published a dissertation evaluating theological distance learning 

through Trinity College and Theological Seminary in Indiana - one of the more visible 

distance learning programs offered by any institution in the United States. The 

discussion now turns to that of the role of the new technologies in higher education. 

e. The Role of Technologv 

Related to the literature on distance education is that of the role of the new 

technologies in higher education. Both practitioners and scholars have addressed issues 

related to the new technologies generally, their institutional effects, and the integration of 

these technologies into the curricula generally (Daniel, 1998; Enghagen, 1997; O'Banion, 

1997). For instance, Ernst, Katz, and Sack (1994) write about the organizational and 

technological "strategies" about which higher education institutions need to be aware in 

the emerging "information age". In a practical article, Soldan and Lewis (1994) discuss 
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the "challenges and opportunities" of offering off-campus graduate programs via 

technology. 

Several authors write about the "promise" of "virtual campuses" or "virtual 

universities" made possible by the emergence of the World Wide Web and other 

technologies. For example, Barnard (1997) links the development of the Web to online 

libraries, which together make possible the virtual campus. Both Van Dusen (1997) and 

Verdejo & Davies (1998) discuss the use of technologies to create virtual campuses, and 

look at the trends in higher education such technologies might create. For Van Dusen, 

the virtual campus -and the technologies that drive it -is a major engine for 

transformation and reform of higher education institutions. 

Daniel (1998) discusses the nature of the "mega-universities," such as the Open 

University in the United Kingdom, which employ the new technologies to reach out to 

tens of thousands of students beyond any "home campus." Specifically, Daniel notes the 

recent merger of the information and entertairraient media, to create what he calls 

"Infotainment," which he believes will have a profound effect on how higher education 

functions in the future. Similarly, Hannah (1998) focuses on the Internet as the 

technological medium that enables higher education institutions to reach out to new 

students. Blustain, Goldstein., and Lozier (1999) discuss how the new technologies have 

brought new "players" into higher education - corporations, for-profit educational 

institutions (such as the University of Phoenix), and other technology and media 

companies. Such firms now compete for students with traditional colleges and 

universities, but the competition tends to be for students and populations who have not 
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been well served by traditional higher education institutions. The competition from 

these "new players" tends to be for the nontraditional student, for specialized 

programs, for adult learners, and for second-career students. 

In a monograph dealing with a very practical issue, Pallof and Pratt (1999) write 

about how to build "learning communities" in cyberspace ~ how the appropriate use of 

technology can create "online classroom." In several publications dealing with the broad 

impacts of the new technologies for institutions of higher education, Duderstadt (1999, 

2000) argues that colleges and universities will have to adapt in a major way to the 

impacts of these new technologies. Duderstadt, Atkins, & Van Houweling (2002, 2003) 

follow up Duderstadt's earlier work with publications that outline technology issues and 

strategies for higher education in the "digital age." A focused study that relates more 

specifically to this dissertation is the study by Hunter and Carr (2002), who offer a 

"global perspective" to alternative delivery mechanisms related to technology in distance 

education. 

In a volume that focuses on Web portals in higher education (Katz & Associates, 

2002; Katz, 2002), Strauss (2002) writes that home pages alone "doth not a portal make". 

In the same volume, Curry (2002) outlines the IT revolution in higher education, and the 

challenge it presents to colleges and universities. Katz and Gross (2002) survey the 

policy issues surrounding Web portals, while Kvavik (2002) discusses opportunities for 

E-business by higher education institutions - a subject also taken up by Katz and 

Oblinger (2000). 



e. Role of Academic Libraries in Supporting Students Away from the 
Campus 

One dissertation examined the perspectives of administrators of external degree 

programs toward off-campus library services (Corrigan, 1993), as did an earlier 

dissertation related to off-campus programs generally (Van Blair, 1989). Much also has 

been written about the role of academic libraries as centers of new technologies that are 

available to support distance education programs and other non-traditional delivery 

systems (Barnard, 1997; Lim & Van Dyk, 1997; Lynch, 1995; Starratt & Hostetler, 

1997). The support of off-campus programs by academic libraries has been of interest to 

higher education scholars for a number of years (Jones & Moore, 1997; Kascus & 

Aguilar, 1998). George & Love (1996) write about the "culture" of the library in open 

and distance education centers. A similar volume by Snyder, Logue, and Preece (1996) 

discusses the role of libraries in distance education. Another recent edited volume 

contains articles about library support specifically for distance learners (Snyder & Fox, 

1997). 

More specifically related to this dissertation, theological libraries also are 

responding to the new information and technological revolution. For instance, in one 

article the author asks "Are seminaries ready for the electronic future? (Arthur, 1995). 

Hurd (1995) wrote an article addressed to his organization, the American Theological 

Libraries Association (ATLA), that discussed ATLA's future in electronic development. 

Similarly, Graham (1995) wrote an article outlining the role of electronic resources in the 

development of the library collection. Dickason (1997) published an article that focused 
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on serving the distant learner in virtual and extension programs offered by theological 

seminaries. In the same volume, both Muller (1997) and Muether (1997) discuss 

similar issues. 

g. Convergence of Information & Entertainment Media 

According to Katz and Associates (1999), the technological development that has 

made competition from outsiders possible is the "convergence" of information and 

entertainment. Media forms such as broadcasting, cable television, computing, 

entertainment, and retail outlets of information and entertainment products make possible 

new forms of delivery of knowledge and educational services ~ what Katz and 

Associates call "infotainment" (p. 33). Typically, the chain for media-related businesses 

goes from production, to distribution, to retail outlets. For knowledge-based enterprises 

such as colleges and universities, the chain typically goes from knowledge creation 

(research) to communication (teaching) to knowledge consumption by individuals, or 

groups of individuals. 

Thus, in the new economy and technology of infotainment, knowledge creation 

has its parallel in media production (knowledge production), knowledge communication 

has its parallel in media distribution (new forms of knowledge distribution with the new 

technologies), and knowledge consumption has its parallel in media sales (knowledge as 

a commodity) (Katz and Associates, 1999, p. 33). Viewed in this manner, institutions of 

higher education no longer have a monopoly on knowledge creation, distribution, and 

consumption. The new players, such as the University of Phoenix, Motorola University, 



77 
the Home Education Network, Microsoft, Times-Mirror (now owned by American 

Onhne), Oracle, and other technology and information organizations, are well 

positioned to enter the market for education and training to compete directly with 

traditional higher education. 

For several authors, the biggest obstacle to the adoption of the new technologies is 

the conservatism of the typical campus culture ~ specifically, resistance to technological 

iimovations by faculty members. Duderstadt (1999, 2000) is not optimistic that faculty 

will be willing to go along with a shift from a "faculty centered" to a "learner centered" 

educational system. Educational technologies will change the nature of teaching and the 

roles of faculty members — they will be "designers of learning experiences, processes, 

and environments." Rhoades (1998) writes in his book Managed Professionals "most 

faculty are skeptical about the effects of new instructional technologies, if they are even 

aware of such technologies" (p. 173.). 

Daniel's critique (1998) is that higher education institutions in the U.S. do not use 

technology effectively. The problem, as he views it, rests with the culture of U.S. 

colleges and universities which sees learning as something that must be done in a group 

setting (the traditional classroom), rather than by individuals working alone. For Daniel, 

the genius of the Open University approach is that it targets individual students, not 

groups that can meet together in classrooms —whether traditional ones or at off-campus 

sites. He believes that the "knowledge media" makes it possible to switch "the spotlight 

from the classroom and teaching back to the individual and learning" (p. 16). Daniel 

continues: 
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Universities are discovering, to their amazement, that with good learning 
materials, effective networks, and proper support, students can learn better at 
home than in class. (1998, p. 16) 

A related issue is that of intellectual property rights. As Duderstadt (1999) sees it, 

there is a "long-standing culture in which faculty believe that they own the intellectual 

content of their courses and are free to market them to others for personal gain." But he 

believes that colleges and universities may have to "restructure" these traditional patterns 

and "renegotiate ownership" of the intellectual products represented by classroom courses 

if they are to manage costs and respond to the needs of society (p. 14). Similarly, Katz 

and Associates(1999) write that intellectual property holdings will become scarce 

economic "goods" and will command a high price. He also writes that the battles over 

intellectual property rights will create new "winners and losers" in the "balance of trade" 

in intellectual property (p. 29). 

I have concluded the review of the literature on non-traditional students, adult 

learners, and alternative delivery approaches in higher education. Our next series of 

topics relates to the higher education and related literatures on strategic planning, 

academic planning, and decision-making in institutions of higher education. 

" A good discussion of intellectual property rights is Gary Rhoades (1998). Managed Professionals: 
Unionized Faculty and Restructuring Academic Labor. Albany, NY: SUNY Press. See also Rhoades and 
Slaughter (1993). 
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3. Strategic Planning, Academic Program Planning, & Decision-Making 

In this third major section of the chapter, I will survey the literature relating to 

strategic and program planning in higher education (including technology planning), and 

also the literatures dealing with academic program planning. To conclude this section, I 

will examine the literatures dealing with decision-making in institutions of higher 

education. Each of these issues is relevant to a discussion of how theological seminaries 

plan and execute the alternative delivery of theological education. 

a. Strategic Planning & Academic Planning 

The decisions involved with planning, launching, and sustaining any kind of 

alternative theological education program falls within the realm of academic program 

planning certainly, and most likely within an institution's overall strategic plan. Thus, 

these two literatures are relevant to the dissertation - as is the higher education decision

making literature. One of the broader issues that lies behind this discussion is the issue of 

change itself A number of observers of higher education note that much is changing for 

colleges and universities -the economy, technology, globalization -and institutions must 

respond to these challenges. Duderstadt, the former president of the University of 

Michigan, has written much concerning these new challenges. He focuses particularly on 

the technological challenges and opportunities facing universities (Duderstadt, 1999, 

2000; Duderstadt & Womack, 2003; also see Katz and Associates, 1999). The 



globalization of the world's economy also affects higher education (Evans, Evans, & 

Roozen, 1993). 

The higher education literature on strategic planning and academic program 

planning is extensive (Tanner & Wilhams, 1981). The existence of a journal devoted 

entirely to the subject of planning bears testimony to the importance colleges and 

universities -and scholars -place on all types of planning (see Planning for Higher 

Education). 

Dooris (2002-2003) has written an excellent summary of the influence of strategic 

planning on higher education in his article "Two Decades of Strategic Planning." I will 

review Dooris' article briefly for key concepts, and link them to other concepts in 

strategic and academic planning that may be relevant to theological seminaries. In his 

article, Dooris (2002-2003) provides a quick summary of the history of higher education 

planning from the 1960s to the early years of the new century. He says that higher 

education only slowly picked up on trends in the military (especially) and in the corporate 

world - two areas that had begun to focus intentionally on strategic planning (pp. 26-27). 

Because the 1960s and early 1970s were boom years in American higher education, with 

rapidly growing enrollments and budgets, not many leaders in colleges and universities 

saw the need to commit time and resources to planning for the fiiture. Only for those in 

facilities planning (due to all the new campus construction) did notions of strategic 

planning seem necessary, according to Dooris. 

However, with national economic problems in the late 1970s and 1980s, and with 

downturns in the growth trends in higher education (both enrollment and budgets), the 



idea that colleges and universities needed to plan for their futures became more 

apparent. Dooris (2002-2003) writes that higher education took a new look at notions 

of strategic planning. The publication of Keller's book Academic Strategy: The 

Management Revolution in American Higher Education (1983) reflected this renewed 

interest in strategic planning for colleges and universities. Bryson (1988) says that 

colleges and universities saw planning as a necessary part of their overall management 

approach -as a "disciplined effort to produce fundamental decisions and actions that 

shape and guide what an organization is, what it does, and why it does it" (p. 4). 

As Dooris (2002-2003) outlines the development, the late 1980s and 1990s saw 

two seemingly contradictory features related to strategic planning and higher education. 

First, the practice of planning increased markedly during this era. Secondly, there was 

increasing criticism of applying principles and practices of plarming to higher education 

taken from experience in the for-profit sector (Bimbaum, 2000; Mintzberg, 1994;). As 

Dooris notes, "strategic planning initiatives were disparaged for being too linear, for 

relying too heavily on available hard information, for creating elaborate paperwork mills, 

for being too formalized and structured, for ignoring organizational context and culture, 

and for discouraging creative, positive change" (2002-2003, p. 27). 

Yet, even though strategic planning concepts may have been mis-applied in 

higher education, Dooris (2002-2003) writes that such critics as Mintzberg (1994) and 

Peters (1994) both argued that high-quality performance and responsiveness still are 

essential to all types of organizations - including higher education. These critics believe 

the challenge is to use planning well and wisely — "to listen to the market, to encourage 
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the emergence of good ideas, to allow employees to contribute, to help managers 

recognize opportunities and make good decisions, and to help an organization flourish 

amidst change" (Dooris, 2002-2003, p. 27). 

With this broader literature about strategic planning in view, I now turn my 

attention to the more specific issue of technology planning. 

b. Technology Planning 

Groff (1995) believes that nothing short of "new habits of heart and mind" are 

what will be needed to adapt to the new technologies as they transform higher education. 

One of the criticisms found in the literature is that many higher education institutions 

have not planned for the consistent implementation of technology on their campuses. 

Rather, introduction of technology has occurred piecemeal, as funds were available. 

(Roach, 1998; Slack, 1994) This points up a crucial feature of technology introduction ~ 

the necessity of treating technology planning as fundamental to an institution's future as 

resource planning, facilities planning, enrollment planning, academic planning, and other 

types of planning. 

This is the general sentiment of Duderstadt, Atkins, and Van Houweling (2002) in 

their book concerning the role of higher education in the "digital age." These authors 

believe that availability of the new technologies requires a consequent strategy for 

obtaining appropriate technologies, putting them to use, and thereby transforming the 

institution to the needs of the new century. In a follow-up article, these three authors 

address the issues that college presidents, trustees, and other campus leaders must face in 
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order to develop institutional strategies for information technology (Duderstadt, 

Atkins, & Van Houweling, 2003). Spanier (2000) also addresses college presidents as 

he identifies five areas of technology that these campus leaders must address: 

connectivity, curriculum, cost, competition, and collaboration. 

Related to issues of technology planning are issues of faculty development (Rice, 

& Miller, 2001), staff development (Holt, & Thompson, 1998), and the financial planning 

(Falduto, 1999) necessary to afford the expensive systems required to integrate 

technology into the life of the institution. In addition to cost, Van Dusen (2000) sees 

issues such as access to technology, educational quality, and the social nature of learning 

as important components of higher education to keep in focus. 

c. Organizational Decision-Making 

In order to understand how higher education institutions make decisions, some 

scholars have used organizational decision-making theories that include elements of a 

modified rational-actor model (March & Olsen, 1976; March & Simon, 1958; Simon, 

1947) as well as open systems and contingency theories of organizational decision

making (Morgan 1997). Simon (1982) helped to popularize the concept of "bounded 

rationality" -the notion that human beings seldom have all available evidence or 

knowledge from which they can draw to make decisions. Thus, all decisions tend to be 

made with partial information -some of which may be errant or misunderstood by those 

who possess it. 
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Related to this understanding of "bounded rationality," as Morgan (1997) 

explains, the modified rational-actor model of individual and group decision-making 

assumes that individuals never are able to be completely rational in their decision

making. Limits on time and information restrict them to "satisficing" behavior (Simon, 

1982). 

An open-systems organization theory sees organizations operating in the context 

of an environment that interacts with and impinges on the organization (Morgan, 1997). 

Contingency theory links management decisions to the environment. Managers must 

adapt the structure and operations of the organization to changes, or potential changes, in 

the environment. The efforts of managers to obtain accurate information about the 

environment and develop appropriate strategies with which to adapt to or change the 

environment links contingency theory back to a modified rational actor model of 

decision-making (Morgan, 1997). Mintzberg and Quirm (1991) have written powerfully 

on organizational decision-making as part of a larger "strategy process." 

d. Academic Decision Making 

Another type of literature that is important to this dissertation is the academic 

decision-making literature. Of course, the academic literature draws heavily from the 

broader literature of organizational decision-making, which reflects the important work 

of such authors as Braybrooke and Lindblom (1963), Cohen, March, and Olsen (1972), 

and Simon (1982), among others. The academic decision-making literature tends to 

reflect various approaches to understanding how institutions of higher education make 



decisions. According to the survey of this literature by Maassen and van Vught (1992), 

decision-making in academic settings has been described variously as 1) analj'tical; 2) 

garbage can; 3) collegial; 4) political; or 5) bureaucratic -along with other variations. 

The first major section of this chapter is now complete: the review of general and 

specific literatures dealing with such topics as the seminary literature, non-traditional 

students and the alternative delivery of higher education programs, the role of 

technology, strategic plarming, academic planning, and the decision-making literature. I 

will now begin the second major section of this chapter: a review of the literature dealing 

with the three conceptual frameworks that this dissertation employs to help understand 

why theological seminaries develop, launch, and sustain programs in the alternative 

delivery of theological education. The three conceptual frameworks are: the pursuit of 

prestige and status; institutional culture (including religious culture) and mission; and 

market forces. The following review will treat each of these topics in turn. 
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C. SECTION TWO: CONCEPTUAL FRAMEWORKS 

This second major section of the chapter deals with literature relating to the three 

conceptual frameworks that I will employ in Chapter 5 of the dissertation to help me 

interpret and explain why the three seminaries in this study made decisions to launch and 

sustain the alternative delivery of theological education, hi turn, I will examine literature 

in the following three areas: the pursuit of prestige and status; institutional culture 

(including religious culture) and mission; and market forces in higher education. 

1. The Pursuit of Prestige and Status 

This second conceptual frame suggests that higher education institutions make 

some academic decisions due to their perceptions that having certain programs and 

delivery systems is more "prestigious" than not having them, and that this added prestige 

brings additional status to the seminary. This frame would help explain some of the 

internal motivations of seminary decision-makers by reference to status and prestige 

hierarchies in higher education, or among seminaries, or among an institution's self-

identified "competitors" in theological education. Once again, this framework permits 

study of both internal and external factors. 

A seminal higher education article related to the study of status and stratification 

is Trow's "The Analysis of Status" (1984). In his article, Trow discusses the features that 

are common to higher education institutions that have higher "prestige." Although his 

focus is on major research universities in the U.S. and abroad, and focuses on public 
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sector institutions as well as private institutions, Trow's discussion is relevant to the 

discussion of status in any sector of higher education. 

For example, Trow (1984) describes both the "formal" (i.e. legal) and "subjective" 

dimensions of institutional status. For private institutions like theological seminaries, the 

subjective dimension is the relevant one. Trow writes, "The subjective dimension of 

status, marked by distinctions in reputation and prestige, is largely a matter of the 

differentiation of institutions within segments [of higher education] (p. 134). The 

components of status, for Trow, include "prestige, wealth, power, or some combination of 

these or other measures . .." (p. 132). What Trow writes about the motivations of the 

leading research universities in the United States is relevant also to the various sectors of 

U.S. higher education: 

[hiterest by institutions in reputational standings] reflects the 
competitiveness among American research universities, arising out of the 
very large role of the leading private universities and colleges, and their 
dependence upon, indeed their vulnerability to, judgments of the several 
markets in which they compete for high-quality students, for distinguished 
teachers and researchers, for research support, and for scholarly and 
research publications and honors. And these universities, their academics 
and administrators alike, believe that their success in those markets will be 
affected by their academic status, that is, their perceived standings in the 
league tables (p. 135). 

For Trow (1984), short-run comparative advantage in these "markets" 

leads to long-term success in reputational advantage ~ especially in the 

"competitive pursuit of scholarly and scientific honors, for which the acquisition 

of topflight students, staff, and financial support is seen as the means" (p. 135). 

As for one of the topics of this paper ~ decision-making, Trow writes that 
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"[m]any of the poUcies and academic decisions of American universities are oriented 

toward maintaining or improving their comparative standing..(p. 135). 

Thus, in this paper, one of the frameworks that I will use to examine issues about 

extension education and distance education at theological seminaries will be the pursuit 

of prestige and status. Are decisions to pursue the alternative delivery of theological 

education a result of the pursuit of prestige and status vis-a-vis a seminary's peers - from 

the perspective of seminary administrators and faculty members? hi Chapter 5,1 will test 

this framework in addition to the ones deahng with institutional culture, and the role of 

market forces. 

2. histitutional Cultures 

Because I am interested in the impact of alternative delivery programs at 

theological seminaries on the organizational cultures of such institutions, the literature 

related to organizations and their cultures are relevant to this study. After a brief review 

of higher education literature related to institutional culture, I turn my focus to a lengthy 

discussion of the religious cultures that underlie the three seminaries that a part of this 

dissertation. That will involve a discussion of Protestantism, Lutheranism, 

Presbyterianism, and Evangelicalism. 

a. Higher Education Culture 

The higher education literature on institutional culture draws from the extensive 

literature on organizational culture. Cameron (1985) and Cameron and Quinn (1999) 
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provide a framework for studying an institution's effectiveness in terms of its goals. 

Martin (1992) identifies three major types of institutional cultures that tend towards: 1) 

integration, 2) differentiation, and 3) fragmentation. Cooke and Lafferty (1983) discuss 

twelve "cultural styles" in organizations. 

A number of studies examine the cultures of higher education specifically. For 

example, Tiemey (1990) edited a book containing articles on assessing academic climates 

and cultures. W. H. Bergquist (1992) writes about the "four cultures of the academy": 

managerial, collegial, developmental, and negotiating. Recent higher education literature 

includes a work by Trowler (1998) that discusses how academic cultures are changing. 

Similarly, Bender & Schorske (1998) have edited a book that discusses changes in 

American academic culture. 

Pannill (2000) published a dissertation that examined a faculty strike through the 

lens of "academic culture." Burroughs (2000) wrote a dissertation that examined female 

faculty perceptions of the organizational culture of a major research university. Two 

recent books (Becher & Trowler, 2001; Di Leo, 2003) focus on how academic culture 

breaks down into a number of "academic tribes and territories" and "affiliations." 

Finally, Weidman, Twale, and Stein (2001) wrote an article that examined differences 

among academic program as influenced by institutional culture and socialization. 
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b. Campus Culture and Culture Change related to Distance Education and 
Extension Efforts 

Other issues related to campus culture are important to this dissertation. For 

example, because I am interested in understanding the impact of extension programs and 

distance education efforts on the culture and mission of theological seminaries, the higher 

education literature that speaks to these issues becomes relevant. One example is the 

experience of one Florida community college that grew from a locally focused, single 

campus to a multi-campus institution ("Florida Community College Grows," 1993). 

Because one of the institutions in my study - Fuller Theological Seminary -has multiple 

extension sites away from the Pasadena campus, this example of campus culture change 

is relevant to this dissertation. 

A second type of change that is relevant to this dissertation is the impact of 

distance learning programs on campus culture. A recent dissertation by Broskoske 

(2000) investigated how an institution could utilize educational technology to offer 

distance learning as part of an "agile response" to opportunities in the organization's 

environment. Broskoske discovered that the traditional institutional culture needed to 

change to fully take advantage of distance education opportunities. This is the kind of 

literature that speaks directly to the impact of extension and other alternative delivery 

systems on the culture and mission of theological seminaries. 
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c. Religious Higher Education Cultures: Recent Literature 

Higher education literature reflects substantial interest in the campus cultures of 

religious higher education institutions - particularly at the undergraduate level. 

Analytically, this literature is relevant to any study of the organizational culture of a 

theological seminary. For example, in the New Directions for Higher Education series 

(No. 79, 1992), authors Wilcox and Ebbs discuss issues related to campus cultures in 

church-related colleges. In his 1997 dissertation. Moats examined the relationship 

between organizational culture and organizational effectiveness at four church-related 

colleges. Lidzy's dissertation (2002) focused on the extent to which one institution -

Southern Nazarene University - successfully socialized its students into the 

organization's academic and religious culture. 

Two recent studies of Roman Catholic institutions examined how the particular 

cultural values of the organizations are cultivated and passed along to students. One 

focused on three institutions affiliated with the Ursuline order (Sims, 1997) while the 

other study focused on Jesuit universities (Lannon, 2000). Fackre (1998) has written 

specifically about Evangelical and Mainline seminary cultures in his dissertation. 

With this brief review of the higher education literature that treats institutional 

culture in focus, it is necessary to examine at some length the literatures that help explain 

the religious cultures that form the context in which this study's three seminaries reside. 
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3. Three Protestant Cultures: Lutheranism, Presbyterianism, and 

Evangelicalism 

I am ready to discuss specifically the religious cultures of the three institutions 

that provide the sites for my exploratory case study. All three are Protestant institutions, 

and I will begin this section on religious culture with a brief overview of Protestant 

beliefs. Next, I will survey briefly the Lutheran belief system that undergirds Concordia 

Seminary's religious culture. 

Third, I will provide a brief survey of Presbyterianism and the religious ideas fi^om 

which it developed -namely, the Reformed theologies of Zwingli, Bullinger, and Calvin. 

This survey provides insight into the religious culture of Covenant Theological Seminary 

and, to some extent, that of Fuller Seminary. Finally, I will survey that significant and 

widespread movement within American Protestantism known as Evangelicalism, which 

informs the reUgious cultures of both Fuller Seminary and Covenant Seminary ~ since 

the two institutions identify with the broader Evangelical movement. I begin the 

discussion with a general overview of Protestantism. 

a. Protestantism 

Protestantism generally refers to those forms of Christianity that emerged as a 

result of a number of religious renewal and reform movements within European 

Christianity, beginning in the sixteenth century. These movements resulted in a series of 

Fuller Theological Seminary -while multidenominational and independent -has a long history of 
association with the Presbyterian Church U.S.A (PCUSA), the Presbyterian Church of Korea, the Korean 
Presbyterian Church in America, and other churches in the Reformed tradition -such as the Christian 
Reformed Church and Reformed Church in America. The largest single group of students who identify 
with a denomination at Fuller are the Presbyterians. 



breaks with the dominant Roman CathoUc heritage, structures, behefs, practices, and 

loyalties of the European peoples. It is important to note that these religious 

movements varied in their foci, geography, intensity, economic and social influences, and 

in their political support. Not all "protestants" agreed on how far "reform" of the 

Catholic Church should go. Scholars of the Reformation focus on various aspects of the 

social, economic, political, and religious changes that swept Europe in the sixteenth 

century, and afterwards. 

Having stated this, one can make some broad generalizations about 

Protestantism, and about Protestants. For example, in his history of the European 

Reformation, E. Cameron (1991) cites a number of doctrinal areas in which reformers 

began to challenge traditional Catholic doctrines: the importance of Scripture in 

determining Christian truth; the important role of preachers and preaching; and the need 

for a personal experience of "salvation" by a believer. He also lists: a rejection of 

Catholic teaching regarding the efficacy of penance and the doctrine of Purgatory and the 

accompanying prayers for the dead; and a reduced number of Sacraments -from seven to 

two in most cases (e.g. Baptism and Communion) ~ along with a discounting of the role 

of the "sacramentals," such as the use of holy water, palm branches, and cloths that had 

been blessed by a priest. 

hi addition, most of the Protestant movements de-emphasized the role of images, 

icons, and relics as had been practiced in medieval Catholicism; in many cases, there 

were violent purgings (iconoclasms) of churches and monasteries to destroy such images. 

Protestant worship generally became simpler than Catholic worship, and Protestant 
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churches were plainer in their adornments than Catholic ones. Both the Anabaptist 

(Klassen, 2004) and the Congregational (L. M. Hall & Peay, 2004) traditions within 

Protestantism also reflected this simpler approach to worship. 

Most of these generalizations about Protestantism still apply in the early 21®' 

century, but the number and variety of Protestant groups has multiplied greatly in the 

almost five centuries since the age of Luther and the other reformers. Part of the cause of 

the variety within Protestant circles is due to the reliance on individual interpretations of 

Scripture - which tends to encourage splintering along doctrinal lines. Similarly, the lack 

of a single institutional control, as is found in Roman Catholicism, encourages separation 

and novelty. 

Of course, Protestantism has grown exponentially since the sixteenth century -

spreading not only to North America but also to Africa, Asia, and Latin America. As 

Jenkins argues in his book The Next Christendom (2002), the center of gravity for world 

Christianity (and for Protestantism) has moved from Europe and North America to the 

Global South. According to Jenkins, Africa now contains more Protestants than any 

continent. 

b. Lutheranism 

Martin Luther's ideas (Kolb, 2004) developed over a period of years -both before 

1517 -when he purportedly nailed the 95 Theses to the church door at Wittenberg ~ and 

afterwards. In addition, many of Luther's followers - and other reformers he influenced 

and inspired ~ developed beliefs of their own, some of which Luther agreed with and 
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others with which he did not agree. Among his many skills, Luther seemed to be able 

to get to the heart of the theological and ecclesiological issues of his time. As he said, 

"Others have attacked the life [of the Catholic Church]. I attack the doctrine" (Sainton, 

1956, p. 24). 

Luther had a number of doctrinal targets from which to choose. The abuses of 

medieval Catholicism were many, and Catholics throughout Europe had publicly 

criticized them for decades: hyper-clericalism, superstition, indulgences, secularism and 

worldliness, questionable doctrines not founded on either the Bible or in Early Church 

history or practice (such as Purgatory and the merits of the Saints), and many more. The 

practical issue over which Luther's emerging theology would embroil him in controversy 

was the issue of indulgences. 

The practice of indulgences rested on the notion that the saints in heaven had an 

abundance —a treasury ~ of accumulated merits that earthly Christians could appropriate 

to offset their own penalties and sins (Sainton, 1956). Luther had come to believe that 

the saints did not have such merits, and that the entire enterprise of selling indulgences 

was fraudulent. The selling of indulgences by the Pope and his agents throughout 

Christendom was for purposes not only of remitting the penalties of sin in Purgatory and 

of sin itself while on this earth, but also to raise money for hospitals, bridges, and the 

building of a new church in Rome (Sainton, 1956). 

In rejecting the notion of merits, Luther really was attacking the Catholic 

understanding of salvation. Instead of salvation being understood as an ongoing pattern 

of confession and penance and prayers to the saints sponsored by a Church structure of 
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priests who offered Christ again and again in sacrifice to God, Luther came to a 

different understanding. He now beheved in a gracious and forgiving God, and in the 

"once for all" work of Christ on the cross as all that is required for salvation. Salvation 

came to beUevers ~ not by their own works, or by the merits of the saints ~ but by faith, 

and only by faith. Luther's attack on indulgences opened the door to a broader attack on 

fundamental Catholic doctrine. 

As the debates over indulgences unfolded, Luther expanded the range of the 

discussion when he denied the infallibility of the pope and also denied that a general 

council of the Church also would be infallible. Next, Luther came to deny the authority 

of the canon law of the Church, which also contained errors ~ including a medieval papal 

pronouncement on indulgences that clearly proclaimed the treasury of the merits of the 

saints (Sainton, 1956). 

In opposition to the infallibility of pope and general council and to the absolute 

authority of Church canon, Luther substituted the primacy of Scripture as "the Word of 

God" (Sainton, 1956, p. 46). As he held up the teachings and practices of the Church to 

the template of Scripture, Luther concluded that many of the Church's teachings and 

practices were extra-Biblical. For Luther and other reformers, the cry of sola scriptura 

(Scripture alone) became a benchmark against which late Medieval Catholic doctrine and 

practice would be judged. 

For example, since the Middle Ages the Church had taught and practiced the 

seven Sacraments: baptism, the Mass, confirmation, penance, marriage, holy orders, and 

extreme unction (last rites). But Luther could find evidence in Scripture only for two 
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sacraments: baptism and the Lord's Supper (not "Mass," since that word is found 

nowhere in Scripture) (Sainton, 1956). These sacraments were not "magical," in the 

sense that the two acts would confer real spiritual benefit for the recipient, even without 

the existence of faith. No, Luther would argue. The two sacraments of baptism and the 

Lord's Supper would become efficacious only when faith was present in the heart of the 

believing recipient (Sainton, 1956). These critiques of the Mass by Luther undercut the 

entire sacerdotal understanding of ministry as held by the medieval Church and ~ if 

priests were not really priests at all, but only "ministers" ~ then the elaborate hierarchy of 

the Roman Church also was suspect. 

In summary, basic Lutheran thought encompasses the following crucial doctrines; 

1) the ultimate authority of Holy Scripture as the "Word of God," as opposed to the 

authority of Pope, general council of the Church, or canon law; 2) salvation by faith, and 

only faith - not according to merit, works, or the intervention by saints or prayers for the 

dead; 3) the rejection of the notion of purgatory; 4) the existence of two Sacraments, 

instead of the seven in medieval Catholicism; 5) the rejection of the Mass as a sacrificial 

act, and of priests in making sacrifices. In addition, Luther and his followers believed in 

a more simple approach to worship and in church adornment - although not as simple as 

upon which the Swiss Reformers would insist. These reforms of basic Catholic doctrine 
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became known in Germany as the "evangelical" movement. 

These fundamental Lutheran beliefs provide the essential theological 

framework for Concordia Seminary in St. Louis and for its sponsoring denomination -

the Lutheran Church-Missouri Synod. The LCMS - organized originally as the German 

Evangelical Lutheran Synod in 1847 - was a church formed by German immigrants. As 

Rast (2004) relates the history, these German immigrants adopted a doctrine of church 

and ministry that affirmed both the divinity of the pastoral office and the priesthood of all 

believers. In its polity, the group ensured the right of the local congregation to choose its 

own pastor (p. 1125). Yet, when these immigrants formed their Synod in 1847, these 

democratic notions of local church organization and the priesthood of all behevers 

became wedded to a strict understanding of Lutheran confession and practice. 

For instance, Rast (2004) tells us that the new Synod "required imconditional 

subscription to the Book of Concord (1580) of its pastors, teachers, and congregations 

[because], they believed, the Lutheran Confessions were the faithful exposition of the 

Holy Scriptures (p. 1125). Rast continues: 

This vigorous confessional subscription, coupled with an insistence on 
uniformity in doctrine and practice before union, led to tension with other 
Lutheran bodies throughout its early history, and made it difficult for it to 
enter into the Lutheran union movements in the twentieth century (p. 
1125). 

Originally, the term "evangelical" referred to those persons and ideas in sympathy with the elements 
emerging in the German religious movement that later became Lutheranism. Thus, in the sixteenth and 
seventeenth centuries, a German "evangelical" essentially referred to a Protestant. Modem 
"Evangelicalism," while sharing many beliefs and practices with the earlier German evangelicals, is a result 
of different socio-cultural and historic impulses, and will be treated more fully in a later section of this 
paper. 



Controversy over LCMS's doctrinal positions and the denomination's attitudes 

toward cooperation and fellowship with other Lutherans, with other Protestants, and 

with Roman Catholics continued to simmer inside the Synod and to affect its relations 

with Christians outside. One group emerged within LCMS after WWII to argue 

"fellowship is possible without complete agreement in details of doctrine and practice 

which have never been considered divisive in the Lutheran Church" (quoted in Rast, 

2004, p. 1126; italics added). Concordia seminary contributed further to the emerging 

fissure when, in the 1950s and 1960s, faculty members began to introduce elements of 

Higher Criticism to the study of the Bible -which many within LCMS believed to 

undermine the authority of Scripture. 

Thus, issues over ecumenical cooperation, Scriptural authority, and Biblical 

interpretation came to a head in 1974 when most of the faculty and students at Concordia 

Seminary in St. Louis walked out to form Christ Seminary in Exile, or Seminex. More 

than 100,000 members of LCMS left the church over the next few years in support of the 

positions taken by the Seminex professors and their allies. Seminex itself eventually 

faded away as a separate institution. However, overall numbers in LCMS soon returned 

to their pre-1974 level, although the rapid growth of the 1800s and 1900s has subsided 

(Rast, 2004, p. 1126). These events, and the theological issues that shaped them, form 

the backdrop to Covenant Seminary at present and assist in understanding its religious 

culture. 

To summarize, Concordia Seminary's religious culture reflects a number of key 

components: 1) its German immigrant history, which has tended to be reflected in a 
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homogeneity in church background, ethnicity, and socio-cultural views; 2) a firm 

belief in the Lutheran Confessions as the legitimate interpretation of Holy Scripture, 

and from which there can be no deviation; 3) a distrust in cooperating with other 

Lutheran groups, who do not share the same interpretations of the Confessions, or of 

Scripture; 4) a reluctance to join with other Protestants, or with Catholics, even in 

ecumenical efforts on which the groups substantially agree; and 5) a recent (1970s) 

history of church schism that directly affected the seminary: the "walkout" by most 

faculty members and students to create the Seminary in Exile (Seminex). These 

components of Concordia's religious culture could contribute to faculty and administrator 

perspectives toward alternative delivery programs, and I will examine that possibility in 

Chapter 5. 

c. Presbvterianism 

Taking their name from how reforming Protestants organized themselves to 

govern church affairs in Scotland, the Presbyterians passed along to later generations not 

only their form of church polity but also their reformed theology -which they borrowed 

freely from the major European reformers, especially Huldrych Zwingli, Heinrich 

Bullinger, and Jean (John) Calvin, hi the paragraphs that follow, I will sketch briefly the 

key ideas, first of Zwingli and Bullinger, and then of Calvin, before reviewing how 

Presbyterianism crossed over to America and how it impacts the religious culture of 

Covenant Seminary. 
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(1) Huldrych Zwingli and Heinrich Bullinger. As Sainton (1956) 

writes, "(0)n first hearing of Luther, Zwingli declared himself to be so much of the 

same mind that all he could learn from Luther was the courage to come out and say what 

he already believed" (p. 80). Zwingli sent agents throughout the region to disseminate 

Luther's tracts, and continued preaching himself (p. 80). According to Bainton: 

Zwingli agreed with Luther in the rejection of papal and conciliar authority, and 
in reliance solely on the word of Scriptures. Like Luther he preached justification 
by faith and denied the possibility of good works, the merits of the saints, and 
indulgences. With Luther he repudiated clerical celibacy and monasticism. With 
Luther he believed in predestination and in the reduction and revision of the 
sacraments as well as in the simplification of the liturgy in the vernacular (1956, 
p. 80). 

One major difference between Zwingli and Luther was their 

interpretations of the Eucharist. For Luther, Christ really was present in the bread and the 

wine (i.e. the doctrine of the "Real Presence of Christ"). However, for Zwingli, the 

Eucharist was symbolic -the bread and the wine signify the body and blood of Christ. 

For the Swiss reformer, the elements are not a "means of grace," and they only point 

individuals toward salvation. Luther and Zwingli were not able to come to agreement on 

their views of the Eucharist at their only meeting in person - at the Marburg Colloquy in 

October 1529 (Baker, 2004a, p. 2082). 

Baker (2004b) writes that five distinct Reformed doctrines emerged fi-om 

the theology of Huldrych Zwingli and his successor, Heinrich Bullinger. The first was 

the concept of the covenant - which became a key doctrine in Reformed Protestantism.^^ 

See the discussion later in this chapter. 
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Second, both Zwingli and Bullinger affirmed God's election of those who will have 

faith. This was a "single predestination" of the elect, and not a "double 

predestination" where those who will not be saved also are predestined to their eternal 

damnation (p. 2084). 

The third distinctive doctrine of Zwinglianism was its doctrine of the 

Eucharist. Both Zwingli and Bullinger viewed the Lord's Supper as a remembrance of 

the sacrificed body and blood of Christ. For them, both Baptism and the Eucharist as 

sacraments are "visible signs of God's invisible grace" (Baker, 2004b, p. 2084). Fourth, 

Zwinglianism affirms the continuing importance of the moral law in the life of the 

Christian. To Zwingli and Bullinger, the moral law was found - among other places in 

the Old Testament - in the Ten Commandments. 

Finally, the fifth major doctrinal contribution of Zwingli and Bullinger 

was the concept of "the single sphere." For these two Reformers, there is a single 

Christian community, and the church and the civil community are coterminous. At 

baptism, the individual becomes a member of the "covenanted community," which is 

ruled by the civil magistracy. Pastors, like the Old Testament prophets, make God's will 

(the covenant) known to the community, but the civil rulers must enforce the conditions 

of the covenant in the community (Baker, 2004b, p. 2084-5). These five doctrines, then, 

are crucial in the Reformed teachings of Zwingli and Bullinger. 

In addition to doctrinal changes in medieval Catholicism, there were other 

changes in Christian practice suggested by the Swiss Reformers. For instance, as 



E. Cameron (1991) writes, Zwingli and Bullinger advocated a simpler approach to 

worship. Their views "purged ritual and ceremonial from the Swiss churches more 

thoroughly than the Lutherans had done [in Germany]; saints' days, religious pictures, 

altars, fonts, organs, and hymn-singing were mostly rejected" (E. Cameron, 1991, p. 

369). As important as Zwingli and Bullinger were to the development of Reformed 

theology, the most influential was Jean Calvin in Geneva. 

(2) Calvinism. The second main Swiss reform movement emerged in the 

free city of Geneva, where the French refugee Jean Calvin found a home for his 

developing religious ideas. Like Zwingli and Bullinger, Calvin rejected most of the 

external aids to traditional Christian worship -especially the use of images; even music 

was restricted in Calvin's program. Both Zwingli and Calvin believed in some concept 

of "The Holy Commonwealth," where God's elect could live unhindered in their pursuit 

of God's ways under the leadership of Christian magistrates who would enforce Biblical 

pattems of morality and conduct (Bainton, 1956) 

Yet, there were differences between Zwingli & Bullinger and Calvin in 

their doctrinal outlooks. For instance, Calvin continued to believe that the Lord's Supper 

really was a "channel of spiritual communion," unlike Zwingli and Bullinger, who saw in 

the practice only a remembrance and a memorial (Bainton, 1956). Bainton notes that the 

Calvinist psalm-singing was not much different than the Lutheran choral, both of which 

the other two Swiss Reformers would frown upon. 

(3) The First Presbyterians. Reformed theology and practices, as 

developed by Zwingli, Bullinger, and Calvin, expanded beyond the Continent, drawing 
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converts and changing religious and social practices in many countries. For example, 

xmder the forceful leadership of John Knox (1514-1571) and other reformers, 

Scotland moved steadily away from Catholicism and toward Protestantism. Willson 

(1972) writes that the Scottish Reformation differed from the English Reformation in that 

it was not "led from above" by an autocratic ruler like Henry VIII, but rather was led 

"from below " against a Catholic government. As Willson notes, "Hence from the first it 

contained an antimonarchical and republican element; it was more violent than in 

England, more uncompromising, and more complete" (1972, p. 276) Protestant 

opposition centered on Scotland's ruler -the French Mary of Guise -a Catholic. Since 

Mary of Guise launched a vigorous campaign against Scots Protestants, the reform 

movement drew strength from Scottish nationalist sentiments. 

The return of John Knox to Scotland in 1559 was crucial. He had studied 

in Geneva imder John Calvin, and was the primary author of the Scots Confession of 

1560. Knox returned to his native country to preach Calvin's theology and to institute a 

system of church reform based on the pattern found in Calvin's Geneva (McKim, 2004, 

p. 335). The Kirk, as the church was known in Scotland, came to have a different polity 

and style of worship as reformed ideas became accepted in the land. As for polity, the 

Scottish church developed elders in local churches -known as presbyters; regional bodies 

of such local presbyters were known as presbj^eries, and over time Scottish Protestants 

soon became known as Presbyterians. 

In England, the followers of Calvin and Zwingli and other reformed 

thinkers influenced many people, not the least of which were the Puritans - those 



members of the Church of England who wished to "purify" their church by purging it 

of many "Romish" practices and symbols (D. D. Hall, 2004). Reformed theology 

also influenced another group within England - the Separatists -who came to the 

conclusion that the Church of England could not be reformed, and that the proper 

recourse was to separate from it. 

A word about the term "Covenant" is necessary. As noted above in the 

discussion of the ideas of Zwingli and Bullinger, Covenant theology is a mode of 

theology that emerged in the second half of the sixteenth century, flourishing among 

those in the Reformed and Calvinist tradition (Holifield, 2004). Its characteristic feature 

is the organization of a theological system around the idea of dual covenants between 

God and humanity. The first covenant was one that God made with Adam before the fall, 

a covenant that Adam failed to keep. 

The second covenant is covenant of grace, involving faith in the work of Christ on 

the cross. In political terms, the Covenanter tradition in Presbyterianism can be seen in 

the "National Covenant" of 1638, signed by Scottish Presbyterians to resist the Prayer 

Book imposed by King Charles I in England (Holifield, 2004), and from those churches 

that adhered to the Solemn League and Covenant of 1643, which spelled out the doctrines 

and practices of the Presbyterians in Scotland (Melton, 2003a). 

(4) The American Presbyterians. Both the Puritans and the Separatists 

sent colonists to America. The Pilgrims who settled at Plymouth Rock were of the 

separatist camp, while the settlers of the Massachusetts Bay Colony were Puritans. Thus, 

Reformed thought and practice arrived in America early on, but it was supplemented by 
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other migrations from the Netherlands and especially by way of Presbyterian Scots 

and Scots-Irish settlers. Various forms of Reformed theology found expression not 

only in Presbyterian churches, but also in Congregational and Baptist churches and 

polities, in the new colonies. Later settlers in the eighteenth century -such as Dutch 

Reformed and German Reformed groups - brought still other versions of Reformed 

theology, doctrine, and practice to North America (Melton, 2003b). 

The Presbyterian Church in America (PCA), formed in December 1973, is 

the result of several mergers of various Presbyterian and Reformed bodies that originally 

had split off from larger Presbyterian groups. Specifically, the creation of the 

Presbyterian Church in America was a conservative reaction to liberalizing trends within 

the Southern Presbyterian Church. In their reaction, other Presbyterian and Reformed 

groups joined the PCA. For example, in 1982, the Reformed Presbyterian Church, 

Evangelical Synod (RPC-ES), merged into the PCA. Covenant Seminary was owned by 

the RPC-ES, and that is how the PCA came to own and operate this institution. 

The theology of the PCA is founded firmly on the doctrinal standards that 

have been significant in Presbyterianism since 1645 - namely, the Westminster 

Confession of Faith and the Westminster Catechisms (Melton, 2003a; see also D. D. Hall, 

2004; S. R. Hall, 2004; McKim, 2004a; 2004b; 2004c). The polity of the PCA is 

organized presbyterially -rule by presbyters (elders) at the local level (J. A. Wilson, 

2004). There are two types of elders: teaching elders and ruling elders. As J. A. Wilson 

states, the PCA has self-consciously taken a more democratic position (rule from the 

grass roots up) in contrast to a more prelatic (rule from the top assemblies down). Above 
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the level of the local church are regional bodies (the presbytery), and the national 

body (general assembly). 

To summarize, Presbyterianism ~ as the underlying religious tradition and 

culture of Covenant Theological Seminary ~ consists of the following major ideas: 1) a 

church polity organized at both the local and regional levels, based upon the offices of 

"presbyters" -both teaching elders and ruling elders; 2) a Reformed theology firmly built 

on the teaching of the great European reformers -particularly Calvin, and to a lesser 

extent Zwingli and Bullinger; 3) the concept of Covenant; 4) a belief in predestination -

the idea that those who have faith are the "elect" of God. 

Now that I have given a general review of Protestantism, Lutheranism, and 

Presbyterianism as distinct religious traditions, I am ready to discuss the American 

Evangelical tradition and culture. Evangelicalism is the dominant religious culture at 

Fuller Theological Seminary, but it also shares with Presbyterianism a strong presence at 

Covenant Seminary. 

4. Evangelical Protestantism or "Evangelicalism." 

The three seminaries that are part of this study share, in broad terms, an 

Evangelical, Protestant culture. This section of the literature review will discuss the 

major ideas of Evangelicalism. 

However, Missouri Synod Lutherans do not see themselves as Evangelicals, at least not in the North 
American sense. Rather, they rightly view their "evangelical" tradition as much older than the American 
version, and they use "evangelical" in the European reformed sense as a term roughly equivalent to 
"Protestant." Still, Missouri Synod Lutherans share a large number of theological and practical beliefs with 
North American Evangelicals. 
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As noted previously in a footnote, Marty (1981) defines Evangelicals as " . . 

•those Protestants who stress the personal experience of conversion, the high authority 

of the Bible, and the mandate to evangelize others." In this section, I will use the term 

"Evangelical" to mean a particular expression of Christianity that emphasizes a high role 

for the authority of Scripture, a personal experience of salvation, and the active sharing of 

one's faith with non-believers with the intent to recruit persons to become followers of 

Christ. In this sense, to "evangelize" means to share one's Christian faith. As Guenther 

(2004) writes, in the New Testament Greek, the term euangeleon means "good news" -

i.e. the good news that Jesus Christ has come as Messiah, Savior, and Redeemer. Thus, 

Evangelical churches tend to be active in evangelistic and missionary activity - reaching 

out to the "lost" to bring them the good news about Jesus Christ. 

The Evangelical literature is voluminous (Balmer, 2000, 2002; Bassett, 

forthcoming; Bebbington, 2004; Marsden, 1980, 1987, 1991; Noll, 2001). Observers of 

Evangelicalism tend to emphasize the authority of Scripture, a personal experience of 

conversion, and evangelistic and missionary activity in their understanding of the 

Evangelical movement. One writer who has attempted to define what Evangelicals hold 

in common with each other is Bebbington (1989, cited in Guenther, 2004). Despite the 

considerable diversity among Evangelicals, he believes there are four attributes that, in 

combination, set them apart from other Protestants. First, Bebbington writes that 

Evangelicals are conversionists, meaning that people become Christians by repenting and 

personally experiencing what the Protestant reformers called "justification by grace 

through faith" (in Guenther, 2004, p. 710). 
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Second, Bebbington sees Evangelicals as crucicentric - the idea that 

atonement was made to God for human sin by the death of Jesus Christ on the cross. 

Third, they are biblicist -that they have a high regard for the Bible, considering it to be 

inspired by God and the final authority in matters of faith and Christian practice. Fourth, 

Evangelicals are activists, meaning that genuine conversion will be accompanied by a 

new motivation for doing good and for holy living (in Guenther, 2004) 

Historically, Evangelicalism emerged as the result of a number of religious 

movements within Protestant Christianity. As Guenther (2004) writes, first, the sixteenth 

century Protestant reformation in Europe provided such seminal concepts as justification 

by faith, the priesthood of all believers, and the authority of the Bible. Second, religious 

revival movements in Britain and North America in the eighteenth century contributed to 

the strengthening and expansion of the Evangelical message. Among the individuals who 

were involved in these revival movements were George Whitefield, who preached both in 

Britain and in America, and John Wesley, who carried his Methodist message across the 

Atlantic (Guenther, 2004). 

A third historical influence was the "Second Great Awakening" of the nineteenth 

century in America. Key developments of this period included Methodist "circuit riding" 

preachers, camp meetings, displays of religious enthusiasm, and social activism - seen in 

such movements as the abolitionist movement, the temperance movement, and efforts to 

address the needs of the urban workers and urban poor with the coming of rapid 

industrialization (Guenther, 2004). 
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Guenther (2004) notes other influences that helped to shape contemporary 

Evangelicalism include debates over Darwinism and "higher criticism" in Biblical 

studies, the Modernist vs. Fundamentalist struggles over theology (see also Marsden, 

1987), the rise of Pentecostalism and the emergence of the Charismatic Movement, and 

the growth of global Christianity -much of it fueled by the success of Evangelical faith in 

Britain and North America, and a result of Evangelical missionary activities in the 

nineteenth and twentieth centuries (Jenkins, 2002). 

Fuller Theological Seminary considers itself, and others view it as, a beacon for 

the American Evangelical movement, hi its Catalog (1999-2000), Fuller gives its 

"Theological Stance" as an "Evangelical Commitment" to such things as an "evangelical 

fervor," the practice of evangelism, a constant engagement with Scripture, Godly living, 

and a confidence in the unity of God's truth - all classical Evangelical beliefs. 

Doctrinally, the seminary "stands for the fundamentals of the faith as taught in Holy 

Scripture and handed down by the Church" (p. 6). Specifically, the faculty and trustees 

of Fuller acknowledge the creeds of the early church and the "confessions of the 

Protestant communions to which they severally belong" (p. 6). 

In a major scholarly work, Marsden (1987) wrote a history of Fuller Seminary's 

first forty years. He called his book Reforming Fundamentalism: Fuller Seminarv and 

the New Evangelicalism. As Marsden understands the history. Fuller Seminary found 

itself in the center of the controversy that pitted the "Evangelicals," or "Neo-

Evangelicals," against some of their former compatriots in the struggle against Christian 

Modernism - the Fundamentalists. For the Evangelicals, maintaining the "fundamentals" 
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of the Faith remained important, but many at Fuller Seminary -including a member of 

the Board of Trustees, Billy Graham - wanted to separate from the strident militancy 

that had come to characterize Fundamentalism in the 1920s, 1930s, and 1940s. The 

administrators and faculty at Fuller Seminary took the side of the New Evangelicalism, 

and by their teaching, publishing, and preaching they muscled their way into the 

leadership of the Evangelical movement. 

This concludes my discussion of the three Protestant cultures: Lutheranism, 

Presbyterianism, and Evangelicalism. The reader clearly can see that there are 

similarities among the three Protestant cultures; the differences, while sometimes real, 

also can be differences in emphasis and due to historical influences. Nonetheless, each 

seminary exists within a distinct theological context, and both Concordia and Covenant 

Seminary must respond to a denominational environment also. 

Having discussed the first two conceptual frameworks that I will use in Chapter 5 

to evaluate the findings from this study -the pursuit of prestige and status, and 

institutional culture (including religious culture) -1 turn my focus to the third framework. 

It is a framework that focuses on market forces to explain why institutions of higher 

education act in certain ways. 

5. Market Forces in Higher Education 

All institutions of higher education, of all varieties, exist in the marketplace. 

There exists demand for higher education services, courses, and degrees. Demand differs 

for undergraduate education vs. graduate education and professional education. It differs 
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between two-year and four-year colleges, and between public and private institutions. 

As for theological seminaries, the demand varies for Roman Catholic institutions, 

Jewish institutions, and for Orthodox and Protestant institutions. Within Protestantism, 

many institutions have emerged to meet the demand for theological studies. Some 

institutions cater primarily to students of a single denomination (such as Concordia 

Seminary in St. Louis). Other seminaries draw students primarily from one 

denomination, but have significant numbers of students from other faith traditions (such 

as Covenant Theological Seminary). Finally, some seminaries compete in a 

"multidenominational" market, with students attending from a large number of different 

traditions (such as Fuller Theological Seminary). 

As for other types of higher education institutions, theological seminaries must 

compete in the market - a market that continually changes due to factors on the demand 

side (students, churches, parents, denominations, theological currents, etc.). All of the 

factors that affect demand for a firm's products -reputation (brand name), quality, 

identifiable personalities, distribution, price -also affect the demand for theological 

education. 

In this section, I will briefly summarize some recent thinking in the higher 

education literature that treats issues related to the higher education marketplace. The 

first set of ideas relates to the concepts of "resource dependency," as outlined by Pfeffer 

and Salancik in their book The External Control of Organizations: A Resource 

Dependence Perspective (1978). Related to the study of resource dependency is the issue 
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of "academic capitalism," as outlined by Slaughter and Leslie in a book by that title 

(1997). 

The second set of ideas has to do with the overall changing set of market 

conditions in higher education brought about by changes in technology and by the 

emergence of new "players" in the higher education marketplace. Katz and Associates 

(1999) represents new thinking in this regard, and I will summarize some of the key 

concepts in his writings, and those of his colleagues, following a survey of resource 

dependency and academic capitalism. 

a. Resource Dependencv and Academic Capitalism 

Pfeffer and Salancik (1978) write that the key to institutional survival "is the 

ability to acquire and maintain resources" (p. 2). Such survival would be relatively easy 

if an institution was in control of all the "components" required to maintain the 

organization. But, this is not the case. As Slaughter and Leslie write in their book 

Academic Capitalism (1997), the resources required for institutions of higher education 

include "physical plant, faculty, students, utilities, and so forth, but in the end the issue is 

invariably money" (p. 69). As Pfeffer and Salancik argue, no organization is completely 

autonomous; every organization depends on other organizations for the many resources 

required to keep it going (p. 2). They write; 

Organizations are linked to environments by federations, associations, 
customer-supplier relationships, competitive relationships, and a social-
legal apparatus defining and controlling the nature and limits of these 
relationships, (p. 2) 
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For Pfeffer and Salancik (1978) the key concept is "resource dependency." 

Three factors are critical for these authors in determining the dependence of one 

organization on another: 1) the importance of the resource - the extent to which the 

organization requires it for continued operation and survival; 2) the extent to which the 

other organization has discretion over the resource allocation and use; and 3) the extent to 

which there are few alternatives available -which gets at the control one organization is 

able to exert on the other (pp. 45-6). Pfeffer and Salancik also write that there are two 

dimensions to the importance of a resource exchange - 1) the relative magnitude of the 

exchange, and 2) the criticality of the resource (p. 46). 

According to Pfeffer and Salancik (1978), organizational environments are 

unstable. The more unstable the environment, the more institutional "turbulence" is 

created. Organizations act to reduce turbulence, if possible, and to remove dependence 

(p. 261). The irony is that, as organizations seek to reduce turbulence, they often make 

decisions that reduce their autonomy, making them more dependent on, or interdependent 

with, other organizations (pp. 40-41; p. 261). However, the long-term organizational 

goal is autonomy or independence, and this is reached by removing dependence upon 

resource providers to assure continuing organizational stability and equilibrium (p. 261). 

As Slaughter and Leslie (1997) write, in terms of finances, organizational dependence is 

a function of 1) the importance of the resource to the organization; 2) the degree of 

discretion the organization has over the resource and its use; and 3) the existence of 

alternative revenues (p. 69; see also Pfeffer & Salancik, 1978, pp. 45-46). 



115 
How do these concepts relate to theological seminaries? Because most 

seminaries are private, they are not in a position of direct resource dependency on the 

federal government or state legislatures, as public institutions would be. However, 

according to the resource dependency framework developed by Pfeffer and Salancik 

(1978) and developed for higher education organizations by Slaughter and Leslie (1997), 

theological seminaries are not insulated from dependencies on other organizations and 

environmental variables. 

For instance, such factors as general economic conditions, the market for students 

who want a theological education, denominational health and politics, foundation grants, 

endowment income, and support from benefactors all can affect a seminary's stability 

and autonomy. Changes in one or more of the above factors can create "organizational 

turbulence," and can trigger decisions by the institution to lessen its dependence on 

outside forces, to return to stability, and to regain autonomy. These are the issues that 

this dissertation will address in Chapter 5, as I apply the three conceptual models to the 

data collected at the three seminaries in this study. 

Now it is appropriate to examine some literature that takes a fresh look at market 

forces in higher education. The following section deals with literature that treats 

institutional responses to changing market forces in higher education - particularly 

influenced by the growing numbers of non-traditional students in the marketplace. 
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b. Market Forces in Higher Education 

Katz and Associates (1999) encourage colleges and universities to take a more 

economic and entrepreneurial approach to the knowledge marketplace. The reason for 

this is that there are new, and often non-traditional, "players" in the marketplace. Katz 

believes that, unless traditional colleges and universities adapt their approaches and 

delivery systems to respond to the new competition from these new players, they will 

lose market share and revenues will decline more precipitously than they have in recent 

years. 

In particular, Katz and Associates (1999) address the needs of non-traditional 

students —those who are not full time and not in the 18-24 years old age bracket. The 

fastest growing market for higher education is the non-traditional student ~ older 

students, married, or single with children; employed full time; with the desire to retool for 

a new career, or pick up skills and knowledge that will lead to better opportunities in the 

marketplace. These are the kinds of students that traditional higher education institutions 

are not prepared to serve, with the consequence that other "players" have moved into the 

marketplace to meet specific education and training needs. Katz and Associates refer to 

these players as "non-traditional suppliers of content niches." (p. 29) 

There is great potential for profit in the new knowledge economy, as knowledge 

and skills are viewed more and more as commodities. As Katz and Associates (1999) 

relate, 
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based on the potential for profit, newcomers are likely to be attracted to the 
business of selling courses electronically. The advantages that higher 
education enjoys in both accreditation and reputation may be tenuous (in some 
education markets) when private industry suppliers weigh in with bigger budgets, 
better technology, more competitive institutional cultures, and more comfort with 
managing strategic alliances, (p. 36) 

For Katz and Associates (1999), higher education institutions will be under 

increasing competition from new players in the information and knowledge market place. 

His assumptions are that: 

• Educational applications will be remunerative in the infotainment market. 

• The size and growth attributes of this market are likely to attract new and 
nontraditional competitors. 

• hinovative and entrepreneurial colleges and universities will enter into unusual 
alliances with nontraditional partners. 

• The failure to innovate and invest relatively early will foreclose competitive 
options for many colleges and universities. 

• Colleges and universities with the most intellectual capital will have a new and 
powerful source of competitive advantage, (p. 36-37) 

Other authors who have addressed how the emerging competition in higher 

education may affect different types of institutions include Blustain, Goldstein, and 

Lozier (1999). As consultants in the Higher Education Consulting Practice at 

PricewaterhouseCoopers, they approach the subject from a business and financial 

viewpoint. Their insights, however, are extremely important for different types of higher 

education institutions ~ research universities, liberal arts colleges, community colleges. 

Blustain, Goldstein, and Lozier (1999) approach the issue by distinguishing 

between "traditional markets" and "nontraditional markets." Each market has different 



types of students that will be the focus of competitive recruitment from either 

traditional or nontraditional institutions. Schematically, it looks like the following: 
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Traditional Market Nontraditional Market 

Traditional 
Providers 

Little competition for UG 
students in Arts & 
Sciences; 
Some competition for 
Graduate professional 
students; 
Little competition for 
Graduate students in Arts 
& Sciences 

Competition for these 
students ~ who typically 
are part-time, employed 
part- or full-time, and older 
than twenty-five; 

Nontraditional 
Providers 

New entrants into 
marketplace niches, 
especially for professional 
programs in business. 

Nontraditional providers 
may be better positioned to 
meet the needs of 
nontraditional students. 

Blustain, Goldstein, and Lozier (1999) believe that the undergraduate, traditional 

market has low potential for competition, because the potential for "profit" is low. For 

the part-time undergraduate student, however, competition is more likely from new 

entrants into the marketplace —the nontraditional providers. They expect more 

competition from new providers in the Graduate professional market, especially in such 

programs as business, and other executive programs. There is little threat of competition 

to traditional providers in the Graduate arts and sciences programs, since the potential for 

profitability is low. 
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However, in the nontraditional market for the part-time, working student, 

these authors believe there will be intense competition from new entrants to the 

marketplace, and from fraditional providers who gear up to meet the needs of these 

students. Programs targeted to this market have large growth potential and high potential 

for profit, if costs are managed and technology costs are built in to the delivery structure 

from the start. (Blustain, Goldstein, & Lozier, 1999) 

Of course, this non-traditional market for part-time students - including those "at 

a distance" from the main campus - is exactly the type of market that the theological 

seminaries in this dissertation are targeting. In doing so, these three seminaries are 

positing a different model of theological education - one that departs from the traditional 

model of full time study for two, three, or four years in residence on the main campus. 

Blustain, Goldstein, and Lozier (1999) argue that the market for the nonfraditional 

student appears to be much more sensitive to issues such as ease of access, flexibility, 

and competitive pricing. As these authors suggest, this is precisely the arena in which 

technology, if properly infroduced, can be most effective. One of the questions to be 

addressed in this dissertation is why these institutions are reaching out in a non-

traditional way to this market. Blustain, Goldstein, and Lozier suggest that market forces 

- particularly the potential for profit -could be one of the motivating factors. 

This concludes the second major section of this chapter. In this section, I have 

examined literature related to the three conceptual frameworks that this dissertation will 

utilize to help explain why theological seminaries decide to launch and sustain alternative 

programs of theological education. Thus, this section has reviewed literature concerning 
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the pursuit of prestige and status by institutions of higher education; literature 

concerning institutional culture; and literature concerning market forces. 

The final section of this chapter contains a review of literature relating to two 

areas. First, I will review literature concerning female seminarians in order to establish a 

context from which I can assess the impact of alternative delivery programs at theological 

seminaries on women enrolled at the three institutions in this study. Second, I will 

review literature related to spiritual formation. Because I am interested in the impact of 

alternative approaches to theological education on the home campus of the three 

seminaries, the issues of the impact on female seminarians and on spiritual formation are 

important. 
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D. SECTION THREE: WOMEN, SEMINARIES, & SPIRITUAL FORMATION 

This section of the chapter briefly surveys the higher education literature relating 

to women and theological education and the literature related to spiritual formation. I 

begin with the literature related to women and theological education, including literature 

related to feminism and theology. 

1. Women and the Higher Education Literature 

Properly framed, the literature on women and theological education is part of the 

broader literature concerning women in higher education. The latter literature, emerging 

slowly in the early part of the twentieth century, grew rapidly in the 1970s and 1980s -as 

part of "Second Wave" feminism (Marshall, 1998). It arose partly in response to the 

large influx of women into higher education, beginning in the 1960s, and the growth 

generally in higher education in the 1960s and 1970s. This hterature reflected an 

increasing interest in sociological studies of women in the workplace, in homes, in 

society generally - and, of course, in academia specifically. These early studies of 

women in higher education drew increasingly on sociological theories of systemic 

inequality between the sexes -reflecting both the causes of inequality and the impacts and 

consequences of inequality on individuals, groups, and on society itself Among the 

sociological ideas that emerged during this period were such concepts as sex roles, 

gender, and patriarchy (Marshall, 1998). 
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As early as 1964, Bernard wrote an important sociological study -Academic 

Women. As an example of the literature that reflected the increase in the numbers of 

women in colleges and universities, Rossi and Calderwood (1973) edited a book about 

"academic women on the move" as they described this period of American higher 

education. Change magazine, one of the leading publications of general interest in the 

field of higher education, pulled together a number of articles from the magazine that had 

appeared previously for a special publication entitled Women On Campus: The 

Unfinished Liberation (1975). Astin (1976) edited a book entitled Some Action of Her 

Own: The Adult Woman and Higher Education. Astin joined with Hirsch (1978) to edit 

another volume concerning women in higher education -a book that included early 

articles on Women's Studies and the impact of the Women's Movement in higher 

education. 

In the 1980s, an increasing quantity of literature on women and higher education 

appeared. The Association of American Colleges (AAC) sponsored the Project on the 

Status and Education of Women. One publication emerging from this Project was 

Selected Activities Using "The Classroom Climate, A Chilly One for Women? 

short volume aimed at assessing gender communication skills in classrooms, as a means 

of eliminating sex discrimination. Another publication from this period was a collection 

of papers from a national conference on Women in Higher Education in 1985 (Cheatham, 

1986). The existence of annual meetings devoted to the issue of women in higher 

education showed the important strides the movement had made since the early 1970s. 



In the transition to the 1990s, the Uterature on women in higher education 

broadened significantly to include new issue areas, hi 1991, G. P. Kelly and 

Slaughter edited a volume entitled Women's Higher Education in Comparative 

Perspective. This important book covered a wide range of issues: from studies of 

women college administrators and faculty, to papers on women students, to Women's 

Studies programs -all in a comparative perspective (see also Biklen & Pollard, 1993). 

Increasingly in the 1990s, however, a more overtly "feminist" literature appeared. The 

State University of New York (SUNY) Press, picking up on the interest in feminism and 

higher education, launched a new series on Feminist Theory in Education. One of the 

early publications from this SUNY series was an edited volume by Antler and Biklen 

entitled Changing Education: Women as Radicals and Conservators (1990). 

In 1995, Morley and Walsh edited a book called Feminist Academics: Creative 

Agents for Change. Morley (1999) followed with a monograph entitled Organising 

Feminisms: The Micropolitics of the Academy -in which she discussed such issues as 

feminist research, equity and change in higher education, gender and organization, and 

issues of power. 

Tying together the emerging issues of higher education related to the study of 

women and the Internet, Blair and Takayoshi edited a book entitled Feminist 

Cyberscapes: Mapping Gendered Academic Spaces (1999). In the book, contributors 

wrote chapters on such topics as lesbianism, the female body, the construction of online 

identities, gender and power, men as "other," feminine modes of discourse on the 

Internet, and related topics. Other recent books have brought issues of women and higher 
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education into the new century (Glazer-Raymo, Townsend, & Ropers-Huliman, 2000; 

Quinn, 2003). Quinn, in surveying the progress of women in higher education over 

the past thirty years, asks the question: "Are women really taking over the university?" 

(2003). 

2. Women in Theological Seminaries 

The literature on women in theological seminaries from this same thirty year 

period, as outlined above, generally reflects many of the same issues found in the broader 

higher education literature -except that the theological literature seems to have focused 

earlier on issues of feminism and the need for a different "feminist theology" in 

theological education. For example, in 1979, Christ and Plaskow published their 

"feminist reader" in religion, entitled Womanspirit Rising. 

In the 1980s, the writing on women in theological seminaries ranged from a book 

that focused on women at one Boston seminary (Bohn, 1981), to an early volume that 

focused on racism, sexism, and on "feminist alternatives" in American theological 

seminaries (Cornwall Collective, 1980). E. C. Lehman (1980) published an early article 

comparing the placement of women and men in ministry positions. Concerning the 

increasing number of women entering the ministry profession, Carroll, Hargrove, and 

Lummis (1983) wrote a book favorable to the trend, calling it an "opportunity" for the 

churches, while Weidman (1985) called the trend a redefinition of traditional roles for 

women. 
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In God's Fierce Whimsy (1985), Cannon and the Mud Flower Collective also 

wrote about issues of sexism and feminism in theological education. In his 1985 

book, E. C. Lehman saw women clergy "breaking through the gender barriers." Charlton 

(1987) published one of the first major reviews of women seminarians in the Review of 

Religious Research. Chopp (1989) wrote a monograph concerning feminism and 

religious language, arguing that women need "the power to speak" with language that 

reflects their own perspectives and concerns. Continuing the theme of feminism and 

theological education, Carmody (1991) published a book in which she called feminism, 

religion, and education "the good alliance." Not all observers agreed that such an 

alliance was a good trend. Campbell (1986) write a doctoral thesis evaluating and 

critiquing the role of women serving in pastoral roles in the Southern Baptist Convention 

-the largest Protestant body in the U.S. 

By 1992, mainline Protestant denominations that had ordained women for two 

decades or more had sufficient history to reflect on the experiences and status of women 

pastors vis-a-vis men. Boyd and Brackenridge (1992) co-authored an article on women 

ministers in the Presbyterian Church U.S.A. that indicated continuing frustration on the 

part of many women about their status, influence, and support by both congregations and 

presbyteries. E. C. Lehman (1993) discussed the nature of gender and work as it related 

to clergy, while Zikmund (1992) wrote about the "narrow path" that female 

administrators must walk in theological seminaries. As for the relationship between 

women and the globalization of theological education, Eugene (1993) and Kennedy 

(1993) wrote articles that addressed how globalization affects issues of gender, race. 
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class, and pedagogies in seminaries. Women continued to write about their struggles 

in a male-dominated theological educational system -including that of the Third 

World (Oduyoye, & Fa'atauva'a, 1994). Sanders (1995) writes about "Afrocentric" and 

"womanist" approaches to theological education, reflecting many of the same concerns as 

other publications at this time (see also Neuger, 1996). 

In her 1995 monograph, Saving Work: Feminist Practices of Theological 

Education, Chopp suggests that women can be the "subjects" of theological education, 

and women -through their different approaches to "doing" theological reflection and 

education -can contribute to new practices of theology. For Chopp, the possibilities 

inherent in such approaches are that theological education can be changed from one 

merely conveying ideas (about church history, theology, etc.) into a "process" where 

imagination, communal relationships and activities, and new structures are just as 

important to students -and not only to females. 

A number of studies (E. C. Lehman, 1980; Carroll, Hargrove & Lummis, 1983; 

Stevens, 1989) indicated that women clergy often found themselves in lower status 

churches, in small churches, in small town churches, or in associate positions or non-

parish positions. Such studies reflected typical sociological understandings of systemic 

inequalities that women faced in occupations traditionally reserved for males. These 

examples typify the sociological concept of stratification - in these cases, stratified labor 

- where men obtained the more prestigious positions in the religious hierarchy. Females 

were left to occupy the less attractive positions -in terms of remuneration, location, and 

status. 
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But not all researchers saw it the same way. For example, Finlay (1996a) 

decided to ask female and male seminarians what their goals were for ministry after 

graduation. Instead of assuming that the placements of women in small churches, poorer 

churches, etc. were the result of systematic discrimination against women due to the 

predominance of male power structures, Finlay speculated about whether women might 

have different goals for ministry -even during their seminary years. She found that the 

women in her study seemed open to a wider range of ministry "callings" than did the 

male seminarians she interviewed. Finlay writes that it is possible that"... some of the 

differential placement of women in 'lower-status' or 'smaller' churches or communities 

may be related to their own preferences" (1996a, p. 18). Of course, as Finlay herself 

acknowledges, women may have lowered their own expectations of what kinds of 

ministry positions they would be open to, given the systemic stratification that existed in 

most denominations. 

In a study similar in subject to Finlay's (1996a), although much different in 

methodology, Charlton (1997) published an article in which she was able to compare 

responses from twenty-seven women whom she first had interviewed fifteen years 

previously when the women were seminarians. Charlton was able to leam what the 

women had done since their seminary days, what career paths they had chosen, what 

challenges they had encountered and rewards they had experienced. Among her findings, 

Charlton learned that; the women's experiences in congregational ministry had not 

always gone smoothly; many felt that their denominational leaders had let them down; a 

number had never married - and some who did marry had been divorced, or had not had 
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children; a high percentage had shifted to more specialized ministries (hospital 

chaplains, counseling, etc.); and some had either stopped-out of ministry for periods 

of time, or had left the ordained ministry altogether. In each case, women's experiences 

were different than men's experiences in similar cohorts. This is another example of the 

differences between men's and women's experiences in the profession -what the 

sociological literature would call gender inequality, and reflects a stratification of labor 

within ministerial circles. 

In the same journal in which Charlton's (1997) article appeared, Chang (1997b) 

published the results of her study of how long it took male and female seminarians to find 

their first pastoral jobs after graduation. She compared different cohorts of students, both 

male and female - to see whether there had been changes in the rates of job attainment 

over time. She found that the "gender gap" has changed from 2.8 times higher for men 

than for women in the pre-1970 cohort to 1.2 times higher for men in the post-1980 

cohort (pp. 624-625). Chang observes that the gender gap has continued to close -

meaning that women continue to gain on men when it comes to how long it takes them to 

find their first pastoral jobs after seminary graduation. 

The feminist theme in the seminary literature continued in the late 1990s. For 

example, in her 1999 book chapter entitled Feminist Values from Seminary to Parish, 

Stevenson-Moessner writes concerning her understanding of a "feminist educational 

methodology." This includes: valuing each individual and the learning that individual 

can impart; empowering the constituency whether students in the classroom or 

parishioners in a congregation; encouraging the ability to listen as well as speak; and 
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establishing a safe environment for assertiveness and truth telling. For Stevenson-

Moessner, this involves a "feminist reconstruction of pastoral theology" (p. 213). 

Similarly, Gill-Austern (1999) writes about how feminist "values" can reshape seminary 

pedagogy and the practice of theology in a pastoral setting. Miller-McLemore and Gill-

Austem (1999) edited a monograph that examined issues in feminist and womanist 

pastoral theology. 

Not all of those writing about women in theological education and ministry during 

the decade of the 1990s were as positive about the developments as were the above 

authors. One of the strongest critiques to emerge from a widely known and prolific 

scholar was Oden's book entitled Requiem: A lament in three movements (1995). Oden 

laments many of the developments in theology, and in theological education, over the 

past few decades - such as liberalism in Biblical studies and theology, and feminism and 

feminist theology in particular -especially in mainline Protestantism. These same ideas 

would form the basis of an edited work by Demski and Richards (2001), in which various 

authors critique many of the trends in theological studies arising alongside feminist 

theology, such as naturalism, contextualism, the question of error in Scripture, 

universalism, etc. 

As for the most recent publications concerning women in theological education, 

Mathews (2002) discusses the "place" of Evangelical Protestant women in the church, 

and expresses her belief that the "theological is also personal." Green (2002) wrote a 

dissertation that examined the preparation of women for ministry in Evangelical 

seminaries. Finlay (2003) - writing about Presbyterian, Protestant women -believes they 
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face a "stained glass ceiling" as they look ahead to their ministry careers - what the 

sociological literature might call instances of exclusionary practices by men to protect 

their status hierarchies. 

To summarize, the literature on women in theological seminaries, and on women 

in ministry after graduation from seminaries, tends to reflect many of the same themes 

that one finds in the literature on women and higher education over the past thirty years. 

In both literatures, one finds Issues related to gender, sexual harassment, stereotyping, 

feminism, and barriers to entry or promotion, etc. While there is increasing evidence that 

women in denominations that have had a longer experience with women as clergypersons 

are seeing less systematic discrimination, the experiences for men and women are not the 

same. For the most part, the literature tends to describe continued, systematic inequality 

in the profession and a continuing stratification of the clergy labor market - even in 

denominations that ordain females to the ministry. I now turn to the literature related to 

student formation and spiritual formation. 

3. Spiritual Formation/Student Formation Literatures 

Because one of the purposes of this research is to understand faculty and 

administrator perceptions about the spiritual formation of students enrolled in non-

traditional seminary programs as compared to students enrolled in traditional programs, it 

is important to lay a foundation with a brief look at the spiritual formation literature. 

Historically, spiritual formation ~ and not merely the acquisition of theological. 
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scriptural, and practical knowledge ~ has been an important goal in seminary 

education (Hardman-Cromwell, 1993). 

The higher education literature on student development provides the broader 

conceptual context for the literature on student formation generally, and spiritual 

formation specifically (N. J. Evans, 1996; Evans, Forney & Guido-DiBrito, 1998; P. M. 

King, 1994; Komives & Woodard, 2003; Parker, 1999; Pascarella & Terenzini, 1991; 

Strange, 1994;). The broader student formation literature includes literature related 

specifically to identity formation (Baxter Magolda, 1999; Chickering & Reisser, 1993; 

Erickson, 1980; Jones & McEwen, 2000), and similar issues. 

A subset of the literature on identity formation generally is the literature related to 

the spiritual formation, or faith formation, of young adults. The individual who is most 

closely identified with the literature related to adult development and faith formation is 

Fowler (1981, 1987, 2000). Other scholars have built on Fowler's work (Dykstra & 

Parks, 1986; Parks, 1986, 1991), while some have taken a somewhat different approach 

to the study of faith formation (Giesbrecht, 1998; Hardman-Cromwell, 1993). 

Within the theological seminary literature are found many kinds of studies related 

to the spiritual formation of seminary students (Cetuk, 1998; Grumpier, 1994; Dykstra, 

1981,1999; Hardman-Cromwell, 1993; Hinson, 1999; Hughes, 1997; James, 2001; H. K. 

Kim, 1999; Maclnnis, 2002; Murray, 2001; Neuhaus, 1992; Riebe-Estrella, 1992; Saint 

James, 2002; Staley, 1995; C. A. M. Stengel, 1998; Symposium, 1994; TenElshof, 1999). 

Scholarship on spiritual formation spans the religious spectrum, from the Catholic 

tradition (Bartchak, 1992; Karpinsky, 2002; Linnan, 1994; McKay, 1992; Moorman, 
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1993; O'Hare, 1993; Pelkey, 1995; van Kaam, 1995; Wister, 1995), to the Jewish 

tradition (Rosov, 2001), and to the Protestant tradition (Cetuk, 1993; James, 2001; 

Snapp, 2002; Woods, 1998; Zehr & Egli, 1992). One study even focused on the 

development of the wives of theological students at one seminary (Currow, 1995). 

With this spiritual formation literature in mind, I will attempt to understand 

faculty and administrator perspectives about spiritual formation at the three seminaries -

especially as these perspectives reveal perceived differences in spiritual formation 

between traditional seminary students and those involved in non-traditional delivery 

programs. 
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D. CHAPTER SUMMARY 

In this chapter, I have reviewed three major types of literature that relate directly 

to this study of faculty and administrator perspectives on the alternative delivery of 

theological education. First, I have reviewed general and specific literatures in the field 

of higher education, and related literatures, that deal such issues as: theological 

seminaries, Protestantism (including brief surveys of Lutheranism, 

Calvinism/Presbyterianism, and Evangelicalism), non-traditional students and the 

alternative delivery of higher education programs, the role of technology, strategic 

planning, academic planning, and the decision-making literature. 

Second, in this chapter I have reviewed literatures dealing with the three 

conceptual frameworks that this dissertation employs to help explain the motivations of 

theological seminaries to develop, launch, and sustain programs in the alternative 

delivery of theological education. The three fi-ameworks are: the pursuit of prestige and 

status; institutional culture; and market forces. Third, in order to provide a context for 

my later discussion of the impacts of alternative delivery systems on women seminarians 

and on spiritual formation at the three seminaries, I have surveyed literatures dealing with 

women and theological education and spiritual formation. 

Having concluded this review of the literatures, I now turn to Chapter 3 of this 

dissertation. In it, I will spell out in detail the research design that I have used for this 

qualitative study, and will defend it as a viable approach given the research questions for 

the dissertation. 
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CHAPTER 3: METHODOLOGY: RESEARCH DESIGN AND ANALYSIS 

The purpose of this chapter is to describe the general methodology that I will use 

in conducting this study of seminaries and the alternative delivery of theological 

education. Thus, I will describe in detail my research design, why I selected the three 

seminaries in this study, data sources, issues related to sampling, issues related to data 

collection and data analysis, issues of trustworthiness (validity) and dependability 

(reliability), how I will operationalize my research questions, and a brief discussion of the 

limitations of the research design that I have chosen. I begin with a look at my research 

design. 

A. RESEARCH DESIGN 

This dissertation is a qualitative research study. Creswell (1998) describes 

qualitative studies as having the following common features: they are undertaken "in a 

natural setting where the researcher is an instrument of data collection who gathers words 

or pictures, analyzes them inductively, focuses on the meaning of participants, and 

describes a process that is expressive and persuasive in language" (p. 14). As outlined by 

Denzin and Lincoln (1991), a qualitative study takes an "a priori" approach to inquiry 

grounded in philosophical assumptions and takes advantage of the multiple sources of 

information and narrative approaches available to the researcher (see also Creswell, 

1998). Quoting Ragin (1987), Creswell writes that a key difference between a 

quantitative research study and a qualitative one is that "quantitative researchers work 
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with a few variables and many cases, whereas qualitative researchers rely on a few 

cases and many variables" (Creswell, pp. 15-16). 

1. Why Conduct a Qualitative Study? 

Why conduct a qualitative study? Creswell (1998) argues that there are four 

compelling reasons to select a qualitative approach. First, a qualitative approach is 

appropriate when the nature of the research question is a how or what. Quantitative 

studies often are asking a why question - attempting to determine a causal relationship 

between variables, hi this study, I am interested in faculty and administrator perceptions 

about aspects of the alternative delivery of theological education at their institutions. 

How do faculty members perceive the impacts of such programs on their seminaries? 

What do administrators and faculty members think about these programs? 

Second, Creswell (1998) suggests that a qualitative approach is appropriate when 

the topic needs to be explored. As I have noted in Chapter 1 and 2, while there have been 

numerous studies conducted concerning theological seminaries and their 

extension/distance programs, very few have examined what administrators and faculty 

think about the programs and how these two groups perceive the impact of them on the 

home institution. Third, when a detailed view of the topic is necessary a qualitative 

approach is useful. Because I want to gather in-depth information from only three 

seminaries, rather than superficial data from many seminaries, the choice of a qualitative 

approach seems justified. 



Finally, a qualitative approach is useful, according to Creswell (1998), when 

the researcher needs to study individuals in their natural setting. For this dissertation, 

I wanted to go onto the campuses of three seminaries and interview faculty members and 

administrators in their offices and/or in other familiar campus places so that they would 

not only feel comfortable, but also be more willing to tell me about their views toward 

alternative delivery programs at their institutions. 

2. Research Tradition: Case Study 

In conducting this qualitative study, I have a choice of a number of qualitative 

research traditions fi-om which to choose. For example, Schram (2003) discusses three 

distinct traditions in his book Conceptualizing Qualitative hiquirv: ethnography, 

phenomenology, and grounded theory. Schram defines research traditions as "rigorous, 

discipline-based, carefully specified ways to conceptualize, describe, and analyze human 

social behavior and processes" (p. 66). Similarly, Creswell (1998) names five qualitative 

research traditions, each of which has its own distinctive methodologies: the historian's 

biography, the psychologist's phenomenology, the sociologist's grounded theory, the 

anthropologist's ethnography, and the social and political scientist's case study (p. 15). 

The approach I will take in this dissertation is the case study. As Creswell (1998) 

notes, the case study approach is one that is shared by a number of academic disciplines: 

political science, education, and sociology - any of the social sciences broadly defined. 

In my study, the "case" is administrator and faculty member perceptions of the alternative 

delivery programs in theological education at their seminaries - including their 
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perceptions of the impacts of such programs on the home campus. The context for 

the case study is the entire institution - the theological seminary, including its 

denominational affiliation and theology as appropriate. Since I am examining the 

perceptions of administrators and faculty at three institutions, my study is a multiple case 

study. 

Schram (2003) disagrees with researchers such as Creswell (1998) that a case 

study is an identifiable approach in qualitative research, and his objections are noted 

here. Schram focuses on the research tradition as a way of conceptualizing, describing, 

and analyzing human social behavior, as I have mentioned above. He sees the case study 

not as an approach, or as a research tradition, but rather as the "end product" of 

qualitative research, or as a "way of reporting" qualitative work (p. 66; see also Wolcott, 

2001). Creswell (1998) follows Merriam (1988) and Stake (1995) in seeing the case 

study as an identifiable approach to qualitative research - parallel to ethnography, 

phenomenology, biography, and grounded research. Schram would respond that the case 

study "is not a distinct strategy or method; nor, by itself, is it a way of conceptualizing 

human social behavior and processes" (p. 66) 

Creswell (1998) defends the case study as an identifiable approach/tradition 

within the qualitative research family because of the way "the case" is defined and how it 

is approached for study - distinguished from how other qualitative research traditions 

(e.g. phenomenology, ethnography) define and approach concepts/behaviors/phenomena 

for study. One way that Creswell believes the five research traditions can be separated is 

by their foci. For example, in a biography the focus in on an individual, whereas in an 
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ethnography the focus in on the cultural group. In grounded theory, the focus is on a 

theory, whereas in phenomenology the focus in on a concept, or a phenomenon. In a 

case study, the focus is on a "case" (pp. 37-39) 

As Creswell (1998) defines it, a "case" is a program, an event, an activity, or 

individuals (p. 61). Stake (1995) writes that the case is "an object of study" (p. 2). In 

addition to the examples listed above, a "case" also can be a problem, or an issue or 

issues (Creswell, p. 62). In my study, the case is the set of administrator and faculty 

perceptions about issues related to the alternative delivery of theology education at their 

seminaries. 

Creswell (1998) outlines a number of other features found in a case study 

approach. First, a case study involves the study of a "bounded system," (i.e. bounded by 

space and time). Second, a case study approach involves certain methodologies: the 

detailed, in-depth collection of data involving multiple sources of information that are 

rich in context. Examples of these multiple sources of information include observations, 

interviews, documents, and reports. Also, case studies can focus on several programs 

(multi-site study) or a single program (within-site study). 

As for his understanding of information that is "rich in context," Creswell (1998) 

writes: "the context of the case involves situating the case within its setting, which may 

be a physical setting or the social, historical, and/or economic setting for the case" (p. 

61). The case may be selected because of its uniqueness (intrinsic case study) or it may 

be focused on an issue or issues, with the case used instrumentally to illustrate the issue 

(an instrumental case study) (pp. 61-62; see also Stake, 1995). Given the parameters 
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outlined by Creswell, my dissertation is a multi-site, instrumental case study of how 

seminary faculty and administrators perceive aspects of the alternative delivery of 

theological education at their institutions. 

3. The Phenomenological Alternative 

As in many qualitative studies, there is some overlap in my selection of the case 

study approach with other approaches. The other research approach that comes closest to 

the case study approach in its ability to capture the information in which I am most 

interested is the phenomenological approach. As Creswell (1998) writes, "a 

phenomenological study describes the meaning of the lived experiences for several 

individuals about a concept or the phenomenon" (p. 51). Schram (2003) writes that 

phenomenological researchers "focus on what an experience means for persons who have 

had the experience and are able to provide a comprehensive description of it" (p. 71). He 

continues, "The underlying assumption is that dialogue and reflection can reveal the 

essence — the essential, invariant structure or central underlying meaning - of some 

aspect of shared experience" (p. 71; italics in original). 

One key feature of the phenomenological approach is the focus on human 

perceptions (Creswell, 1998; Schram, 2003). As Schram notes, ^^Perceptions present us 

with evidence of the world, not as the world is thought to be but as it is lived. Thus, 

understanding the everyday life of a group of people is a matter of understanding how 

those people perceive and act upon objects of experience" (p. 71; italics in original). For 

Creswell, the psychological approach to phenomenology aims to "determine what an 
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experience means for the persons who have had the experience and are able to 

provide a comprehensive description of it" (p. 53). 

4. Why the Case Study Approach? 

Thus, given my purpose in this dissertation to study how administrators and 

faculty members perceive issues related to the alternative delivery of theological 

education, it would have been possible, perhaps, to pursue a phenomenological approach. 

Why, instead, have I chosen the case study approach? 

First, as Creswell (1998) defines and outlines the case study approach, the 

elements of the approach that he describes can be found in my study. As I have noted 

above, my study is multi-site, instrumental, and draws on multiple sources of 

information. Already in Chapter 2,1 have devoted substantial space to setting the context 

of the case - especially the historical, theological, and religio-cultural context of the three 

seminaries. If these are distinguishing marks for a case study, then my dissertation "fits" 

Creswell's definition. 

Second, the phenomenological approach requires the "long interview." As 

Creswell (1998) writes, the in-depth interview may require up to two hours. Also, most 

phenomenological studies concentrate on about ten (10) individuals (p. 122). Thus, in 

my study of 32 individuals, in which the typical interview lasted from thirty- (30) 

minutes to seventy-five (75) minutes, I would not have reached the typical threshold for 

an in-depth, phenomenological interview. 
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Third, the nature of my research questions (and sub-questions) seem to better 

"fit" the case study approach. As Schram (2003) notes, "phenomenological questions 

are targeted toward understanding the meaning of lived experience and the essence of a 

particular concept or phenomenon" (p. 72). Similarly, for Creswell (1998) the 

phenomenological approach seems to require the researcher who studies persons sharing 

"lived experiences" to arrive at "the essential, invariant structure (or essence)" of the 

experience (p. 55). For my research question(s), I did not assume that all the 

administrators and faculty members that I would interview shared a "lived experience" of 

alternative delivery of theological education. Some did; some did not. If I were asking 

these same faculty and administrators the question, "What is your impression of the 

quality of faculty meetings at your seminary?" perhaps a phenomenological approach 

would have been appropriate. Given the more limited nature of my question(s), the case 

study approach seemed to be a better fit. 

Another example of the phenomenological pursuit of "essence" is the one used by 

Creswell (1998) ~ that of "grief." The underlying structure, or essence, of grief is the 

same "whether the loved one is a puppy, a parakeet, or a child" (p. 55). Compared to my 

study of perceptions of the alternative delivery of theological education, the idea that I 

could somehow arrive at an "underlying structure" or "essence" of the "shared 

experience" of faculty and administrators with reference to such alternative delivery 

programs at a theological seminary did not make sense. The phenomenological approach 

did not appear to be a good "fit," given the issues in which I am interested and the 
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questions that I am asking. Thus, for the above reasons, I have chosen to employ the 

case study approach rather than the phenomenological approach in this dissertation. 

5. Sampling Issues: Selecting the Three Seminaries 

Two issues of sampling are important to this qualitative study. In this section, I 

will address the first issue: why I selected the "sample" of three seminaries at which I 

chose to conduct interviews and gather institutional and documentary data. The second 

sampling issue — the selection of individuals to interview at each of the three seminaries 

-I will address below in the section on Data Sources. Following the discussion below on 

why I selected Fuller Seminary, Concordia Seminary, and Covenant Seminary for this 

study, I will outline briefly each institution's alternative delivery programs as a means of 

justifying the selection of each institution for the study. 

Selection of the Three Seminaries. To answer my research questions, I will 

gather institutional data, examine documents, and conduct interviews at three U.S. 

seminaries: Fuller Theological Seminary, Pasadena, California; Covenant Seminary, St. 

Louis, Missouri; and Concordia Seminary, also in St. Louis, Missouri. Fuller Seminary is 

one of the largest multi-denominational, Protestant, Evangelical seminaries^^ in the 

United States. Covenant Seminary is affiliated with the Presbj^erian Church in America 

(PCA), and Concordia Seminary is owned and operated by the Lutheran Church -

The 1999-2000 Fuller Catalog in its Purpose statement describes the institution as "an evangelical, 
multidenominational, international and multiethnic community." (p. 6) 
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Missouri Synod (LCMS). All three seminaries have programs for the alternative 

delivery of theological instruction. But, why did I select these three seminaries and 

not others? 

There are three major reasons why I selected Fuller Seminary, Covenant 

Seminary, and Concordia for this study: 1) reasons of access, practicality, and location; 

2) the fact that the three seminaries are at different "stages" in the developments of their 

distance education programs; and 3) the fact that, despite their shared Protestant 

affiliations, each of the seminaries represents a different theological tradition within 

American Protestantism. I will review each of these reasons in turn. 

First, from my previous background in the Assemblies of God, I know several 

colleagues who are administrators and faculty members at Fuller Theological Seminary. 

Also, I lived for five years in Northern California, and was able to visit these colleagues 

at the campus in Pasadena from time to time, and they visited my institution in Northern 

California on occasion. Thus, I had access to people at Fuller. In fact, one of my 

colleagues there is the former Provost, and his support gave confidence to prospective 

interviewees. Another colleague is a full professor in the School of Theology (SOT) at 

Fuller. This school is the "heart and soul" of the institution, in that it supervises the 

Master of Divinity degree program - the standard degree program for seminary students. 

Also this school is the main "provider of courses" for Fuller's large extension program. 

His advice and counsel about SOT faculty members who had been involved in various 

aspects of teaching in and monitoring the extensions and other alternative programs was 

helpful. 
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At the time of writing, I live in St. Louis, Missouri. Both Covenant Seminary 

and Concordia Seminary are located in the city, so convenience and location are 

important considerations. While I was not personally familiar with any person at either 

seminary prior to beginning this project, several acquaintances of mine in St. Louis are 

current students or graduates of Covenant and Concordia. Thus, I had some basic 

familiarity with the institutions, and knew that they had programs in the alternative 

delivery of theological education. 

Second, Fuller, Covenant, and Concordia all are at different "stages" in their 

development of alternative programs. Some of Fuller's programs have been around since 

the early 1970s. Covenant's program dates from the mid-to-late 1980s, and Concordia's 

programs have developed in the 1990s. Fuller has large numbers of students in its 

alternative programs, while Covenant and Concordia have smaller (but growing) 

numbers. Thus, while I am not actually "comparing" the programs of the three 

seminaries, by interviewing faculty and administrators at all three ~ given the various 

stages of development of the programs ~ I was likely to get responses and perspectives 

that differed - if for no other reason than the length of time the programs have been 

operating. 

Third, the three seminaries represent different traditions within American 

Protestantism, and it seemed theoretically possible that the institutional cultures of the 

three institutions - including their views of alternative delivery systems ~ could be 

influenced by their theological and denominational affiliations. Concordia Seminary is 

part of the Lutheran Church - Missouri Synod (LCMS), one of the more conservative 
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Lutheran bodies in the U.S. Covenant Seminary is the national seminary of the 

Presbyterian Church in America (PCA), a conservative denomination (but not the 

most conservative) in the Presbyterian tradition in the U.S. 

Fuller Theological Seminary is multi-denominational, broadly Evangelical, and 

educates and trains students from a wide range of theological perspectives and 

denominations. [While I did not ask faculty and administrators at Concordia and 

Covenant what they think of Fuller Seminary, my strong guess is that it would be 

considered moderately liberal by them.] One of the largest groups of students at Fuller 

Seminary are those from the Presbyterian Church U.S.A. (PCUSA), which is considered 

to be much more moderate, if not liberal, by Covenant's sponsoring denomination. 

Thus, the three seminaries that I have selected for this study represent three 

distinct theological traditions within American Protestantism. If my data indicate that 

faculty and administrators at the three seminaries share similar perspectives toward the 

alternative delivery of theological education, then it would suggest that such perspectives 

are shared across denominational and theological lines. However, it also is possible that 

the distinct theological and/or denominational cultures of the three institutions cause 

faculty to have differing perspectives about the alternative delivery of theological 

education. In that case, it then would appear that the institutional (or religious) culture of 

one or more of the three seminaries was operating to shape faculty and administrator 

perceptions. 
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6. Alternative Delivery Programs at the Three Seminaries. 

In this section, I will review briefly the development of alternative delivery 

systems and programs at the three institutions. A fuller discussion is included in Chapter 

4. Also, Table 3.1 and Table 3.2 provide a visual overview of selected on-campus, off-

campus, and "hybrid" degree programs that the three institutions offer. Some of this data 

also has been included briefly in the tables in Chapter 1. 

Fuller Theological Seminary. This large, Evangelical seminary in California has 

a substantial extension program and an emerging distance education program. Building 

on an early correspondence program in the 1970s, Fuller continues to reach out to 

prospective students with a combination of alternative delivery programs. Today Fuller 

has more students in its various alternative programs (2383 headcount) than are studying 

on the home campus in Pasadena (1792 headcount) (Fuller Theological Seminary, Fall 

Enrollment Report, 2003). 

In a statement in its catalog on "Vocational Diversity," Fuller Seminary notes the 

following purposes for its alternative delivery programs: 

• The offering of extension courses in theological education to allow 
laypersons, many of whom are already involved in vocational service, to 
strengthen skills in Christian ministry; 

• The opportunity for in-service training, which provides both academic 
stimulus and spiritual growth. 

• The offering of distance education that is not limited by timing, pace, or 
venue. (Fuller Catalog, 1999-2000, p. 10) 
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Table 3.1 
Selected Degree & Non degree Programs 

Fuller Theological Seminary & Concordia Seminary 

DEGREE PROGRAMS NON DEGREE 
PROGRAMS 

Professional 
Programs 

Academic 
Programs 

Certificate 
Programs 

On-
Campus 

M. Div. MA in Theology 

Ph .D  
Christian Studies 

Fuller 
Theological 
Seminary 

Off-
Campus 

or 
Hybrid 

MA Christian 
Leadership 

MA in Global 
Leadership 

D. Min 

MA in Theology Christian Studies 

On-
Campus 

M. Div 

MA in 
Deaconess 

Studies 

MA (Theology) 

Ph. D 

MA (Theology) 
(Deaconess) 

Certificate 
Program-

Residential 

Concordia 
Seminary 

Off-
Campus 

or 
Hybrid 

D. Min 
None 

DELTO 

Hispanic Institute, 
(both Entrance 

level and 
Certification 

levels) 

Ethnic Immigrant 
Program 
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Table 3.2 

Selected Degree Programs 
Covenant Theological Seminary 

Degree Programs Non degree 
Programs 

Covenant 
Theological 
Seminary 

On-
Campus M. Div 

Ma In 
Theological 

Studies (MATS) 
Graduate 

Certificate 
Covenant 

Theological 
Seminary 

Off-
Campus 

Or 
Hybrid 

Ma In 
Educational 
Ministries 
(MAEM) 

D. Min 

Ma In 
Theological 

Studies 
(MATS) 

Graduate 
Certificate 

In 1973, Fuller opened extension centers in other cities "for the training of lay 

persons in the context of the local church" (Fuller Catalog, 1999-2000, p. 15.) By the fall 

of 1979, extension programs were operating in six U.S. cities in the western U.S.: 

Seattle, Sacramento, Oakland, Palo Aho, Orange County, and San Diego (p. 15; see also 

Figure 3.1). By the 1998-99 academic year. Fuller enrolled over 1,000 students in its 

Southern California, Northern California, Northwest [Seattle], Southwest [Phoenix], and 

Colorado [Colorado Springs] Extended Education areas (p. 16). According to the 1999-

2000 Fuller Catalog, over 100 classes are taught each year in Fuller's Extended Education 

Program (p. 19). 

The growth of Fuller's programs by extension, correspondence, and in-service 

necessitated the creation in 1985 of a new administrative unit ~ Continuing and Extended 

Education, now called the Homer Center for Lifelong Learning (Fuller Catalog, 1999-
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2000, p. 16). The Homer Center joins Fuller's three major schools ~ School of 

Theology, School of Psychology, and School of Intercultural Studies (formerly 

School of World Mission until 2003) - as a delivery system for providing theological 

education to students. 

As for its efforts in distance education, by 1975 Fuller's School of World Mission 

(now the School of Intercultural Studies) had launched the In-Service Mission Research 

Program to provide graduate/research courses on the [mission] field. As the Fuller 

Catalog (1999-2000) states, "Men and women could now shorten the time they must be 

away from their mission field for formal study by completing a portion of the work in the 

field" (p. 15). In 1993, the seminary received permission from the Association of 

Theological Schools (ATS) to deliver the courses in the In-Service program to students in 

the United States (p. 15). 

In 1995, the seminary expanded the In-Service program to include not only 

courses in missions, but also courses in biblical studies and theology. It renamed the 

program the Individualized Distance Learning (IDL) Program and gave responsibility for 

its administration to the Division of Continuing and Extended Education. Renamed the 

Distance Learning Office in 1999, it began offering Fuller's first online courses. The first 

courses developed were those associated with the School of World Mission (Fuller 

Catalog, 1999-2000, p. 16). This delivery system now is called "Fuller Online" (p. 19). 

There are two new developments in Fuller's extension and distance efforts. First, 

the Association of Theological Schools (ATS) recently approved Fuller's application to 

have the teaching site in Sacramento - which formerly was an arm of the Northern 



California extension in Menlo Park - named the sixth extension center of the 

seminary. Also, ATS approved a new Master of Arts in Global Leadership (MAGL) 

degree program to be offered by Fuller Online as a distance program, but also consisting 

of cohort groups and a significant residential experience in the first year of the program. 

Covenant Theological Seminary. Covenant offers several programs in an 

alternative delivery format. Covenant's Access program offers students the opportunity 

to take courses at a distance from the St. Louis home campus. According to the Covenant 

Catalog (2002-2004), Access courses "are offered in a web-enhanced, video- or audio-

based format" (p. 39). There are two types of Access programs offered by Covenant. 

Access IM (Independently Mentored) courses are for individuals who are studying by 

themselves — but under the direction of mentors and interacting with other students in 

online forums (Covenant Catalog, 2002-2004, p. 56). Access site courses are for five or 

more credit students under the direction of an on-site mentor. Extension sites most often 

are at local churches (p. 56). Students may complete a Graduate Certificate (30 credits) 

or a Master of Arts in Theological Studies (M.A.T.S.) - a 60-credit program ~ entirely 

through the Access program, hi addition, Covenant allows the first 30 credits of its 103-

credit M.Div. program to be taken by means of Access - either Access IM or through 

Access extensions (Covenant Seminary, Access Catalog, 2002-2004, p. 4). However, 

students pursuing the Doctor of Ministry (D.Min.) professional degree, the Master of 

Theology (M.Th.), or the Master of Arts in Exegetical Theology (M.A.E.T.) may not use 



courses from Access to apply to their degree programs (Covenant Catalog, 2002-

2004, p. 39). 
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Concordia Seminary. Concordia offers several programs in alternative delivery 

formats. First, this Lutheran seminary offers a program known as "Distance Education 

Leading to Ordination (DELTO)," which is "a means for providing off-campus education 

to seminary students who have been admitted to a certificate program" (Concordia 

Seminary Catalog, 2000-2004, p. 51). The purpose is to provide seminary education to 

those who already fmd themselves in church ministry and caimot leave that ministry to 

attend seminary full-time. Another Concordia program is its Hispanic Institute of 

Theology, which offers theological programs by extension to both laypersons and 

prospective ordained ministers (men only in the Lutheran Church - Missouri Synod). 

There are three levels in this Hispanic program: Certificate, Diaconate, and Seminary. 

While coordination for the Hispanic Institute comes from the St. Louis home campus, it 

has its base of operations in Melrose Park, Illinois at one of the LCMS's colleges. 

Another alternative delivery program at Concordia is the Doctor of Ministry 

(D.Min.) program. Up to twenty-one (21) quarter hours of credit for the 54-credit degree 

program may be earned through extension courses or by independent study (p. 55). Thus, 

Concordia is more generous to its D.Min. students than is Covenant Seminary, in that it 

permits its students to use a non-traditional delivery system to obtain some credits toward 

the degree. 



Having reviewed the sampUng issue of why I selected the three seminaries for 

the study, and having given brief descriptions of each institution's programs for the 

alternative delivery of theological education, I now turn to the examination of the data 

sources that I used for this exploratory, qualitative, multi-site, instrumental case study. 
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B. DATA SOURCES: INSTITUTIONAL DATA, DOCUMENTS, AND 
INTERVIEWS 

For this study, I gathered data from three broad types of sources: 1) institutional 

data, 2) documents, and 3) interviews. I will discuss each source in turn. Also, in the 

discussion of interviews I will include a longer discussion of the sampling issues related 

to the selection of individuals at each of the three institutions for interviews. 

1. Institutional Data. 

I collected institutional data — such as enrollment numbers, gender distribution 

numbers, and other data — from a variety of sources; the seminary catalogs, seminary 

reports, studies, and planning documents. 

2. Documents 

The examples of documentary sources from which I gathered information 

included seminary catalogs (including brief institutional histories), mission statements, 

program brochures, Web documents and information, and other reports and planning 

documents. As is appropriate for a case study, the documents containing information 

about the history of the institutions, their missions, their programs, and their plans 

provide the "rich context" (see Creswell, 1998) for helping the researcher to interpret data 

derived from the face-to-face interviews. 
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3. Interviews. 

Since the main thrust of my research questions have to do with administrator 

and faculty perceptions of various aspects and impacts of the alternative delivery 

programs, the face-to-face (and, when necessary, telephone) interviews became the most 

important data source for helping me answer the questions. My goal was to interview 

from 10-12 persons at each of the three institutions, for a total sample size of from 30-36. 

I was able to conduct thirty-two (32) interviews in actuality. The discussion below 

outlines how I selected the individuals whom I would interview. This section parallels 

the section above on "Sampling" in which I outlined why I selected the three seminaries 

for the study. 

4. Selection of Faculty Members & Administrators. 

The second sampling issue in this qualitative study has to do with the selection of 

individuals to interview at each of the three seminaries. In following a "purposeful 

sampling strategy," I attempted to interview 10-12 individuals at each seminary who 

could speak knowledgeably, but potentially with various voices, about the alternative 

delivery programs at their institutions. First, following the terminology of Miles and 

Huberman (1994), I chose to employ a "combination" or "mixed" form of sampling. For 

example, at each of the three seminaries 1 decided to interview the Chief Academic 

Officer and all those persons who were directly involved in the management/operations 

of any distance, extension, correspondence, or other alternative delivery program. In 

doing this, I was following what Miles and Huberman would call "intensity" sampling -
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which are information-rich cases that manifest the phenomenon intensely but not 

extremely (p. 28). 

Second, I followed a "snowball" or "chain" sampling approach, identifying cases 

of interest from people who know people and who know what cases are information-rich. 

Third, I included some of the individuals in my sample because of what Miles and 

Huberman (1994) call "opportunistic" sampling (p. 28) - people that I found 

unexpectedly. Specifically, interviews with administrators and faculty at one seminary 

pointed me in the direction of three individuals external to the institution who, as 

denominational leaders, had pushed for the development of alternative programs at that 

seminary or whose denominational role put them in a position to monitor or review such 

programs. Thus, my combination ~ or mixed sampling ~ approach draws from intense 

cases, snowball cases, and from opportunistic cases at each of the three seminaries. 

I selected the persons to interview in several ways. First, I examined the most 

recently available seminary catalog at each institution to determine the names and titles 

of people who seemed to have operational involvement in alternative delivery programs 

as assistant provosts, deans, administrators, or directors of programs, etc. I contacted the 

Chief Academic Officer (CAO) at each institution to tell him about my project, to request 

an initial interview, and to request his help in making contact with those persons at the 

institution with operational involvement with any alternative delivery program. At the 

initial contact meeting with the CAO, I went over the names and titles of the individuals 

who had primary responsibility for managing and delivering the alternative programs. In 

some cases, persons identified in the catalog were no longer at the institution, or had 
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changed positions and titles, hi each of the three institutions, the CAO gave me the 

names of the administrators, directors, and other staff who had operational 

involvement with any alternative delivery program. 

Second, I asked the CAO for the names of faculty members who had been 

involved, or were currently involved, in oversight panels or committees that dealt with 

issues relating to the institution's alternative delivery programs. Also, I asked for names 

of faculty members who had strong opinions, either way, about alternative delivery 

programs. Again, the CAO's were helpful in pointing out faculty members (both 

supportive and non-supportive) who had some involvement with the alternative programs 

(e.g. teaching in them, serving on a planning committee, serving on the primary faculty 

oversight committee, etc.). Finally, I requested the assistance of the CAO in sending out 

an e-mail or letter to the persons identified to inform them of my project and to encourage 

them to be willing to meet with me. In each institution, I received the assistance of the 

CAO in this regard. 

hi addition to asking the CAO for names of administrators, directors, staff, and 

faculty members, I also asked any person I interviewed for the names of people who had 

been involved in any alternative delivery program, decision about a program, or who had 

knowledge of a program, or who had strong opinions. Specifically, I also asked if there 

were people outside the institution - a trustee, pastor, donor, or denominational leader -

who had been "influential" in any alternative delivery program at the institution. In most 

cases I was given the same names as those given by the CAO. In a few cases, new names 

popped up. In the case of at least one of the institutions, the answer was affirmative, and 
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I was guided to interview three persons external to the campus who, as 

denominational leaders, were believed to be influential. 

In this way, I was able to achieve my goal of 10-12 interviews at each institution 

(32 total interviews in actuality) while ensuring that I had interviewed individuals who 

were involved in the programs - whether as administrators and staff, or as faculty 

members. Also, as a validity and reliability check, asking for names of individuals that I 

should talk to — not merely from the CAO, but from deans, administrators, staff 

members, and faculty members - helped to insure that my "sample" was broad, 

representative of the institution, and included knowledgeable people. 

This previous discussion fulfills my commitment made earlier in this chapter to 

review the second of the sampling issues involved in this dissertation. The first issue was 

how to select the seminaries for the study; the second issue was which person to 

interview at each of the selected institutions. I will discuss next issues related to data 

collection. 
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C. DATA COLLECTION 

Collection of data for this qualitative study took several forms. First, I obtained 

current seminary catalogs for each of the institutions, as well as any general and specific 

seminary brochures available that described the institution as a whole, its history and 

theology, and its programs - especially its alternative delivery programs. I also examined 

each seminary's Web site for information available there. When I had gathered these 

kinds of data, I was ready to contact the Chief Academic Officers of each institution in 

order to set up an initial interview and begin the active stage of interviewing. 

1. Gathering Institutional Data and Documents. 

As noted above, some of the documents and institutional data that I needed for 

this study were available in the seminary catalogs, in brochures, and on the Web sites of 

the three institutions. Other documents became available to me in the course of visiting 

the campuses, meeting with the Chief Academic Officers, and interviewing deans, 

administrators, and faculty members. On several occasions while interviewing directors 

of programs, the interviewee would mention enrollment numbers, or a planning 

document. Usually I would ask if that information could be made available to me in 

some form. In most cases, although not all, the information was made available - even if 

the entire document was not. In some cases, the person I was interviewing would tell me 

that I should ask another person on campus for that information. This particularly was 
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true for internal planning documents, accreditation reports or studies, and for 

historical and enrollment data. 

2. hiterviews. 

In my qualitative study, I have taken seriously Kvale's (1996) suggestions that an 

investigator who relies on interviews for a substantial amount of the data collection must 

also conceptualize interviewing as only one part of the overall study plan. Thus, Kvale 

proposes the following seven stages of an interview investigation: thematizing, 

designing, interviewing, analyzing, verifying, and reporting (p. 88). His point is that the 

interview process cannot be understood apart from its place in the overall study design 

and implementation. 

Similarly, Mason (2002) discusses interviewing in the context of an overall, 

strategic design. Concerning qualitative interviewing, she writes that all such types of 

interviewing have certain core features, including: 1) interactional dialogue (by means of 

face-to-face, or over the telephone, or via the Internet); 2) a relatively informal style -

more of a conversation or discussion than a formal question and answer format; 3) a 

thematic, topic-centered approach where the researcher has a number of topics, themes, 

or issues to cover; and 4) the belief that knowledge is, at least in part, situational and 

contextual (pp. 62-3). 

Also, Mason (2002) notes several reasons why a researcher might choose to use 

qualitative interviews to gather data for a study. First, she writes that people's 

"knowledge, views, understanding, interpretations, experiences, and interactions are 
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meaningful properties" of social reality (p. 63). This is an ontological argument in 

favor of interviewing. In particular, Mason mentions that the researcher may be 

interested in people's "perceptions," (p. 63) - the very thing which I desire to discover in 

my dissertation. Second, Mason notes that a researcher may choose qualitative 

interviewing for reasons of epistemology - that interviewing is a legitimate or meaningful 

way to generate data by asking people questions, by listening to them, and to gain access 

to their stories (pp. 63-4). Related to this is the idea that qualitative interviews can be 

flexible, in that the questions do not have to be asked in sequence, and there is room in 

the interview for other topics and subjects to emerge. Another reason Mason gives for 

employing the qualitative interview is that data collected in this manner "lays emphasis 

on depth, nuance, complexity and roundedness in data" (p. 65). Thus, for the reasons 

given by both Kvale (1996) and Mason (2002), the qualitative interview seemed to be the 

best way of gathering data in order to answer the research questions in this dissertation. 

3. Developing the Interview Questions. 

As Mason (2002) suggests, the qualitative interview usually takes a thematic, 

topic-centered approach where the researcher has a number of topics, themes, or issues to 

cover. Because I am interested in why seminaries get involved in programs for the 

alternative delivery of theological education, I decided to ask straightforward questions 

about my topic of interest (i.e. the "Why" question) (see Figure 4.2). In addition, I ask 

several questions to get at issues of: 1) mission; 2) prestige and status; and 3) market 

behavior -so that I will be able to apply the three conceptual frameworks to the data for 
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interpretive reasons in Chapter 5. I also asked questions relating to the impact of the 

alternative programs on the institution as a whole (e.g. the main campus, finances, 

academic issues, the culture), on female seminarians, and on spiritual formation. Next, I 

turn to a discussion of how I conducted interviews at the three seminaries. 

4. Conduct of the Interviews. 

I conducted interviews at Concordia and Covenant seminaries beginning in 

November 2003. In March 2004,1 made a trip to Pasadena, California to conduct 

interviews at Fuller Theological Seminary. Upon returning to St. Louis, I conducted the 

remaining interviews at Covenant and Concordia. Thus, the length of time to collect the 

data was about five months. In total, I interviewed 10 persons at Concordia Seminary, 12 

persons at Covenant Theological Seminary, and 10 individuals at Fuller Theological 

Seminary - for a total of 32 interviews. Six of the 32 persons were females, 5 of whom 

were administrative staff One female ran a program, and taught in it. Table 3.3 

summarizes the distribution of the 32 interviews across the three seminaries by type of 

interviewee (Faculty, Faculty-Administrator, Administrator, Staff, or Denominational 

Leader). 
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Table 3.3 
Number & Type of Interviews by Seminary 

FULLER CONCORDIA COVENANT 
Male Female Male Female Male Female 

Faculty 3 0 3 0 5 0 
Faculty-

Administrators 
5 0 1 1 1 0 

Administrators 2 0 2 0 1 0 
Staff 0 0 1 0 0 5 

Denominational 
Leaders 

0 0 2 0 0 0 

Subtotals 10 0 9 1 7 5 

Totals for each 
Seminary 

10 10 12 

Total Interviews 32 

In all but a few instances, I was able to conduct interviews in the personal offices 

of administrators and faculty members or in nearby offices or conference rooms. A 

couple interviews were conducted in coffee shops near the campus, at the direction of the 

interviewee (to avoid interruptions it seemed to me). Before beginning the interview, I 

would review the purpose of my dissertation project as outlined in the consent form 

approved by the Human Subjects Office of the University of Arizona. I gave time for 

each interviewee to read the document and ask questions, and I made sure that each 

prospective interviewee understood that his/her name would not be used in any way in 

the dissertation write-up, in order to protect individual (and, at times) institutional 

confidentiality. After obtaining each person's informed consent and signature, I then 
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would begin the interview. No person at any of the three campuses refused to be 

interviewed upon reading the Consent Form. In addition, no person refused 

permission to tape the interview for purposes of transcription. One person asked to see 

the transcript prior to my using any of the information for the interview, and I complied 

with that request. 

While there were occasional interruptions (phone calls, a knock at the door, etc.), 

for the most part the interviews went smoothly. I was able to tape record all of the 

interviews for transcription. Most of the interviews lasted from 45 minutes to 75 

minutes. Some were less than 45 minutes, but none was less than 30 minutes. Some 

interviews lasted 90 minutes or more — when the interviewee indicated that we could 

continue the conversation. 

Before ending an interview, I would ask each person if it would be possible for 

me to conduct a follow-up interview by telephone or by e-mail correspondence if there 

were some issue that I needed to have clarified or explored further. In every case, the 

answer was affirmative. After gathering some basic personal data from each interviewee 

(e.g. name, title, how long at the seminary, in what capacities, etc.), I would ask each 

person a standard set of questions that I had developed for this project, as outlined below 

in Table 3.4: 
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Questions for Seminary Interviews 
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General Demographic and Personal Information: 

Name 
When did you come to the Seminary? 
Current Title or Position?. How long in this position? 
Previous positions at the Seminary? 

Questions about why this Seminary is involved with alternative delivery programs: 

1. Why do you think this Seminary decided to get involved in distance learning 
(correspondence, On-Line) and the extension sites? 

2. Who do you believe were the key decision-makers in the process? (Internal? 
External?) What do you think were their motivations and considerations? 

Questions about "mission" and "academic drift": 

1. In your opinion, how do the extension sites and distance education programs fit-in 
with the overall mission of this Seminary? 

2. Do you think the mission of this Seminary is the same now as it was before the 
creation of the extensions and the distance education programs? (How different?) 

Questions about Prestige and Status: 

1. Do you think that having the extension and the distance education programs gives this 
Seminary a certain "status" or "prestige" that it wouldn't have otherwise? 

2. Do you think that such programs give this Seminary a "competitive edge" over its 
"peers?" (Who are 'its peers?) 

Questions about Market Behavior/Academic Capitalism: 

1. What is your understanding of the financial expectations for the extension sites and 
the distance education programs when they were launched? (Break even? Make money?) 

2. Do you know if any money from these programs currently goes over to the traditional 
programs? 
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Questions related to the impacts of the alternative delivery programs on the 
Seminary: 

1. Overall, what do you think are the impacts of the extension sites and the distance 
education programs on the home campus and the institution as a whole? (Financially? 
Academically? Institutionally? Other?) 

2. What are the impacts of these programs on women students at the seminary? 

3. What do you think about the Seminary's efforts to foster spiritual formation in its 
distance students, and students in the extension sites? How good a job does the Seminary 
do with spiritual formation among these students, in your opinion? (Compared to the on-
campus students?) 

Clearly, these questions are framed in order to elicit responses that would make it 

possible to answer the four research questions of this study. For instance, Research 

Question #1 asks: "From the viewpoints of seminary faculty members and 

administrators, why did their seminaries decide to pursue the alternative delivery of 

theological education?" Eight of the eleven questions asked of the faculty members and 

administrators involved issues related to the perceptions/viewpoints of these individuals 

about the history and development of alternative programs at their seminaries, and about 

why the programs emerged and who was involved in those decisions. Of course, some 

administrators and some faculty members had more knowledge about the historical issues 

than did others, but all of them had opinions and perspectives about why their institutions 

had gotten involved in the alternative delivery of theological education, and who the key 

individuals were that pushed for the alternative programs. 
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Six of the first eight questions also aimed to elicit responses that would make 

it possible for the researcher to draw conclusions regarding the three conceptual 

frameworks employed in this dissertation - frameworks that possibly can shed light on 

why institutions make the decision to launch and sustain the alternative delivery of 

theological education. To review, the three conceptual frames are: 1) the role of 

institutional culture (e.g. theological and/or denominational orientations); 2) the pursuit 

of prestige and status (e.g. mission drift"); and 3) market behavior (e.g. "Academic 

Capitalism"). By asking these six questions, I gave opportunity to the interviewees to 

speak directly to issues of academic mission drift, prestige and status, and to market 

forces as reasons why their institutions got involved in alternative delivery programs. 

The last three questions asked the interviewees for their responses to the impacts 

of alternative delivery programs on three general aspects of the seminaries: 1) the overall 

impact on the home campus (financial, academic, culture, mission, etc.); 2) the impact on 

female seminarians and gender patterns; and 3) the impact on spiritual formation of both 

off-campus and on-campus students. These three questions related directly to this 

dissertation's final three Research Questions. 

Although I attempted to ask the questions in sequence, the course of the 

interviews did not always follow that pattern. As is appropriate in a qualitative, semi-

structured interview, the person being interviewed was free to take the conversation down 

a different road if he/she thought they had knowledge or opinion about the topic that I 

should hear. I never stopped an interviewee from "digressing" in this regard, and 

sometimes valuable data emerged that might not have emerged otherwise. Thus, at times 
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in interviews I found myself "skipping around" from question to question and topic to 

topic depending on the flow of conversation. 

With few exceptions, I was able to get all my questions addressed during the 

interview time. Overall, I saw my questions as "stimulating" the discussion rather than 

limiting it. Also, being flexible with the interview questions permitted me to follow-up 

on something a person said with a question that was not on my interview form. These 

flexibilities relate to the discussion by Mason (2002) concerning why qualitative 

interviews are interactions between researcher and interviewee (p. 65). 

In addition to the transcribed interviews, I took field notes during most (but not 

all) interviews at the three seminaries. In addition, for the handful of telephone 

interviews (or recontacts) that I did for this study, I also took handwritten notes of the 

conversations. In a few cases, I received written e-mail responses to questions that I had 

posed as a means of clarifying some topic that had been raised in an interview. These 

notes became part of the data sources for the project. 
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D. DATA ANALYSIS 

1. The Process of Data Analysis 

For analyzing the data gathered in this qualitative study, I generally have followed 

the schema outlined by Creswell (1998) in his review of the writing on data analysis by 

Bogdan and Biklen (1992), Miles and Huberman (1994), and Wolcott (1994). Creswell 

has reviewed the formats for data analysis provided by these authors, and has compiled 

their suggestions into a new data analysis strategy (p. 141). In this manner, Creswell 

arrives at a thirteen- (13) step process of data analysis. 

His re-fashioned process begins with 1) sketching ideas, 2) taking notes, 3) 

summarizing field notes, and 4) getting feedback on ideas. He then suggests 5) working 

with words (creating metaphors), 6) displaying the data, 7) identifying codes, 8) reducing 

the information by sorting, and 9) counting the frequency of codes, if appropriate. 

Finally, Cresswell's (1998) strategy moves to 10) relating categories to each other, 11) 

following the tradition of inquiry (e.g. case study approach) in relating the data in the 

narrative, 12) relating the data and findings to the literature, and 13) proposing a redesign 

of the study using the knowledge gained from the inquiry (p. 141). 

Given the large amount of interview data that I gathered in this study, my first 

task was to read through all the interviews to get a sense for the data. In doing this work, 

I looked for words, phrases, orientations, and perspectives out of which I could make 

categories ~ employing two techniques: the pattern coding method, and the constant 

comparative method (Miles & Huberman, 1994; also Bogdan & Biklen, 1992). Pattern 
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coding is a way of grouping "segments of data into smaller numbers of themes or 

constructs" by looking for recurring phrases and common threads (Miles & 

Huberman, p. 69). 

In attempting to "code" the data, I followed suggestions provided by Bogdan and 

Biklen (2003) for the development of coding categories. They suggest several categories 

that I found useful for my analysis. First, Bogdan and Biklen suggest a category they call 

"perspectives held by subjects (p. 163)." Second, they suggest a category they name 

"subjects' ways of thinking about people and objects" (p. 163). In my data analysis, I 

created coding categories similar to these suggestions. 

Creswell (1998) also suggests that researchers follow a data analysis strategy that 

fits the research tradition utilized in the qualitative study. In my case, since I have chosen 

to follow a case study approach, Creswell suggests the following guidelines. First, he 

recommends creating and organizing files to receive the data. Then, he suggests reading 

through all the texts and having the researcher make margin notes and formulate initial 

coding categories. I read through the transcribed interview documents several times 

each, making margin notes and devising coding categories. 

Next, Creswell (1998) recommends describing the "case" and its context. (Since I 

am employing a multi-site case, I have described alternative delivery programs at Fuller, 

Concordia, and Covenant seminaries.) He further suggests aggregating categories and 

relating the categories to each other in some fashion. As Creswell suggests, I aggregated 

data - creating theme lists and metaphors, as appropriate, for each section of my paper. 

In his final two recommendations for case study approaches, Creswell writes that the 
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researcher should use "direct interpretation" and develop "naturalistic 

generalizations" before presenting the narrative itself (pp. 148-9). I will interpret the 

findings of this study in Chapter 5, and also employ the three conceptual frameworks that 

I identified in Chapter 1. 

2. Issues Of Validity And Reliability 

As Creswell (1998) writes, "Qualitative researchers strive for "understanding," 

that deep structure of knowledge that comes from visiting personally with informants, 

spending extensive time in the field, and probing to obtain detailed meanings" (p. 193). 

At some point after the data have been collected and analyzed, the researcher must ask, 

"Did I get it right?" (Stake, 1995). This is the key issue that in quantitative research 

would be called "validity." Qualitative researchers, no less than quantitative researchers, 

want to "get it right." However, because the nature of qualitative research is so different 

from quantitative studies, the concepts of validity and reliability are not so easily 

translated. As Creswell notes, there is substantial disagreement among qualitative 

researchers about whether the term "validity" should be used or not. Some qualitative 

researchers have suggested other terms (such as "verification") that get at the same idea 

without using quantitative terminology. 

In the sections that follow, I will examine briefly several issues of both validity 

and reliability as they relate to qualitative research generally and to my own case study 

approach. I intend to defend my case study approach and the methods I utilized in 

conducting the research as both valid and reliable. 
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Validity. In Creswell's (1998) review of validity and reliability issues in 

qualitative research, he notes that Lincoln and Guba (1985, pp. 290-301) suggest 

abandoning quantitative terminology in favor of alternative terms that more closely 

match naturalistic inquiry. For instance, Lincoln and Guba substitute the term 

"trustworthiness" for validity, and also make the following suggestions for changing 

terminology: credibility (for internal validity); transferability (for external validity); 

dependability (for reliability); and confirmability (for objectivity) (pp. 301-331). In order 

to establish "credibility," Lincoln and Guba suggest operationalizing the term by means 

of such techniques as 1) prolonged time spent in the field; and 2) the triangulation of data 

related to sources, methods, and investigators. They also suggest utilizing "thick 

description" (p. 125; pp. 359-60) to ensure that the findings are transferable (external 

validity) between the researcher and the persons being studied (pp. 297-298). Finally, 

Lincoln and Guba believe that dependability (reliability) can be established through an 

auditing of the research process (p. 299; pp. 317-318). 

Similarly, Eisner (1991) uses the term "credibility" as a qualitative substitute for 

validity, and he constructs standards for ensuring credibility, such as: 1) structural 

corroboration, 2) consensual validation, and 3) referential adequacy (pp. 107-114). As 

for structural corroboration, Eisner suggests that the researcher employ multiple types of 

data to support or contradict her interpretation. He writes, "We seek a confluence of 

evidence that breeds credibility, that allows us to feel confident about our observations, 

interpretations, and conclusions" (p. 110). For Eisner, consensual validation seeks the 

input and opinion of others that the description, interpretation, and evaluation are right 
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(pp. 112-13). Finally, referential adequacy implies the importance of criticism in 

qualitative research in order to illumine better the subject matter and bring about 

more complex and sensitive human perception and understanding (Creswell, 1998). 

I believe in the trustworthiness (validity) of my study and its credibility (internal 

validity) due to several factors. First, my sample size of from 10-12 individuals on the 

same seminary campus was large enough to get a sufficient snapshot of the perspectives 

of administrators and faculty members toward several issues related to the alternative 

delivery of theological education. Second, because I conducted interviews on three 

different seminary campuses, asking the same questions, and because I heard 

substantially the same comments at each of the three institutions regarding administrator 

and faculty perspectives, I conclude that my approach and methodology are valid. 

Reliability. Is my data "dependable," to use Lincoln and Guba's (1985) term? I 

believe it is, for several reasons. First, the questions that I asked in my interviews were 

clear, straightforward, and uncomplicated. Very seldom did I need to repeat a question, 

or ask it in a different way in order for the person being interviewed to understand what I 

was asking. Most interviewees were quick to respond but, even when there was a pause 

before responding, it was not because the person was confused, but because they were 

organizing their thoughts in a careful manner. I have no doubt that another researcher, 

asking the same questions in a similar interview setting, would receive essentially the 

same responses to the questions as I did. I do not believe the interview data is unstable or 

subject to dramatic change. 



E. OPERATIONALIZING THE RESEARCH QUESTIONS 

As noted in Chapter 1 and eariier in this chapter, I employed three conceptual 

frameworks in this qualitative study that may help explain why theological seminaries 

choose to launch and sustain programs to deliver theological education in an alternative 

manner: Institutional Culture (the role of theological and/or denominational 

orientations); the Pursuit of Prestige and Status (the concept of mission "drift"); and 

Market Behavior (academic "capitalism"). Eight of the questions asked during the 

interviews dealt with issues of "why?;" (i.e. why is this seminary engaged in the 

alternative delivery of theological education?). The other questions asked what the 

impacts of the alternative delivery programs were on the institution, on female 

seminarians, and on spiritual formation. I believe the questions that I developed and 

asked of the persons at the three seminaries were instrumental in eliciting the data that I 

needed in order to address my major research questions. 
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F. LIMITATIONS OF THE CASE STUDYAPPROACH 

While I have defended the use of the case study approach for this dissertation 

project above, I also recognize some of its limitations - particularly vis-a-vis the 

phenomenological approach that I also considered. For instance, the length of the 

interviews that I conducted (in most cases from 30-90 minutes) may not have been long 

enough to draw out some of the perspectives on the alternative delivery of theological 

education held by administrators and, particularly, faculty members. Second, because I 

focused initially on "intensity" sampling (Miles & Huberman, 1994) in that I pursued 

administrators, staff, and faculty that were directly involved in the development, 

operation, supervision, monitoring, and control of alternative delivery programs, my 

sample may be biased toward those who are supportive of such programs rather than 

being representative of other campus perspectives. I will address this issue further in 

Chapter 5. 

Finally, if I had taken a phenomenological approach in this study (and focused 

only on one seminary instead of three), my sample size would have been smaller (perhaps 

10-12 individuals) but the possibility for more in-depth reflections by the participants 

would have been greater. Also, instead of focusing initially on persons who were 

intimately involved in the alternative delivery programs, I could have focused on a more 

"representative" sample of faculty members, in particular. Thus, there are limitations to 

the approach I have taken in this study - as there are when making research choices in 

any study. However, in my findings in Chapter 4 and in the analysis that I will make in 



Chapter 5,1 will make sure to reflect again on the limitations of this multi-site 

study approach, as well as on its strengths. 
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G. CHAPTER SUMMARY 

In this chapter, I have described the general methodology that I used in this study 

of seminaries and the alternative delivery of theological education. Specifically, I have 

outlined and defended the research design: an exploratory, multi-site, instrumental case 

study approach. In addition, I have addressed issues of sampling - related to both the 

selection of the three seminaries in this study as well as the individuals chosen for 

interviews. Further, I have outlined my data sources, issues related to data collection and 

data analysis, and issues related to validity (dependability) and reliability. Finally, I have 

addressed issues related to how I employed ("operationalized") my research questions 

and have reflected briefly on the limitations on the research design that I selected. In the 

next chapter, I will provide the findings from my research. 
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CHAPTER 4: FINDINGS 

A. INTRODUCTION 

This chapter will address the findings from my exploratory, multi-site, 

instrumental case study of faculty and administrator perspectives on the alternative 

delivery of theological education at three Protestant seminaries. I have divided this 

chapter into four sections: First, from my interview data I will review administrator and 

faculty perspectives on why their seminaries are involved in alternative delivery. Second, 

I will examine administrator and faculty perspectives about the general impacts of 

alternative delivery programs on their institutions. Third, I will examine specifically the 

impacts of these programs on female seminarians at the three institutions. Finally, I will 

review the perspectives of faculty and administrators about the impacts of alternative 

delivery programs on spiritual formation at the three institutions. 

1. Metaphors 

Following the approach spelled out in Chapter 3 of this dissertation concerning 

data analysis, I have reviewed the interview transcripts from 32 individuals at the three 

selected seminaries. As I read through the transcripts, I looked for words, phrases, and 

concepts that spoke to the research questions that I developed for this study. In part one 

of this chapter, and following the suggestions of Creswell (1998, p. 141) about how to 

analyze data in a qualitative research study, I developed metaphors for faculty and 
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administrator responses to the questions about why these seminaries decided to 

develop programs for the alternative delivery of theological education. This approach 

also is similar to the one suggested by Bogdan and Biklen (2003) for the development of 

coding categories, especially their categories called "Perspectives Held by Subjects" and 

"Subjects' Ways of Thinking about People and Objects" (p. 163). In parts two, three, and 

four of this chapter, I have employed Bogdan and Biklen's approach to coding data about 

the impacts of the alternative programs on the institutions, on female seminarians, and on 

spiritual formation. 

Following Creswell's (1998) model, in part one of this chapter I developed 

metaphorical categories for responses to each of the research questions that addressed the 

question of "Why is my seminary engaged in these programs?" For instance, in response 

to my question "Why do you think this seminary decided to get involved in the 

alternative delivery of theological education?", administrators, faculty members, and 

denominational leaders at the three seminaries provided responses that I have organized 

17 into the following categories: 1) Responders and Missioners; 2) Forward Leaners ; and 

3) Bottom-Liners. 

The Responder/Missioners are those persons who responded to the "Why is my 

seminary doing this" question with statements that focused on their institution's response 

to a "need" out there in the churches, in the denomination(s), or to requests by pastors or 

prospective students for programs in theological education that could be delivered away 

Secretary of Defense Donald Rumsfeld employed the term "forward leaners" to refer to top military 
officers who would not be reactive in their approach to threats and challenges to U.S. interests abroad but 
who would be proactive in their thinking and aggressive in their plaiming to seize the initiative in thwarting 
such threats. Thus, a "forward leaner" is one who is proactive - one who seizes the initiative. 
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from the home campus. The idea of responding to a need, or of responding in a way 

that helped accomplish the mission of the institution, was key to this type of response. 

The Forward Leaners were those persons whose responses indicated that they 

were supportive of a proactive approach to reaching non-traditional students and in 

expanding the seminary's markets for students and programs. Often, these persons were 

the administrators and staff persons who primarily were responsible for the alternative 

delivery programs on their campuses. However, some faculty members also reflected 

perspectives that included them in the category of a Forward Leaner. 

The Bottom-Liners are those respondents who made statements about how their 

seminary's alternative delivery programs had emerged primarily for financial reasons - to 

increase the overall income of the institution and to bring at least some money over into 

the main campus' budget. There were two distinct groups of Bottom-Liners: some who 

saw the financial motivation as a bad thing for the institution, and others who saw the 

financial motivation as normal and necessary. 

Of course, any single individual might express views that fall into more than one 

of the categories. Thus, I assigned statements that reflected perspectives into the 

appropriate metaphorical category - regardless of whether the person had made a 

statement that fit into another category. There is no interest on my part to force 

respondents to be "consistent" in their responses. If persons gave conflicting 

perspectives toward alternative delivery in their interviews, then it is reflected in my data. 

My interest is in the perspectives of administrators and faculty members, irrespective of 
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whether individuals were consistent in their perspectives or whether their responses 

fell into more than one metaphorical category. 

Finally, respondents often provided the perspectives of others. For example, a 

faculty member who was skeptical about alternative delivery might make a statement 

from the perspective of administrators or other faculty members who support the 

alternative programs. To me, this also is a valid perspective - regardless of whether the 

person who provided it was accurate in her understanding of another's perspective. Such 

statements are included in this chapter, but they were coded from the perspective of the 

person giving the response - whether positive or negative. 

2. Coding Categories 

Another issue for the data analysis is how I decided into which of the two main 

categories - Administrator or Faculty -I placed respondents' perspectives. In the 

narrative, I decided to refer to five types of respondents: 1) Pure Faculty (or Faculty), 2) 

Faculty-Administrators, 3) Pure Administrators (or Administrators), 4) Administrative 

Staff, and 5) Denominational Leaders. The category Pure Faculty (or simply Faculty) 

includes those persons who only teach ~ who do not have any administrative or 

management responsibilities at their institutions. Faculty-Administrators are those 

persons who have faculty status, who teach full-time or part-time at the seminary, but 

who also have administrative or management responsibilities. Examples of Faculty-

Administrators are Provosts, Vice-Provosts, Deans, Vice Deans, and Department Heads. 
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Pure Administrators (or Administrators) are those persons who have 

significant management responsibilities at the seminaries and who do not have faculty 

status and who do not teach seminary courses. Administrative Staff (or simply Staff) 

include those persons who report, and are junior to. Pure Administrators, who do not 

have faculty status, and who tend to be involved in the technical and operational aspects 

of the alternative delivery programs. Such persons would include audio-visual personnel, 

computer technicians, administrative assistants, personal assistants, data base 

administrators, and similar personnel. 

Finally, Denominational Leader is the category for those persons who are external 

to the seminary but who play some role in overseeing or approving seminary programs — 

or who have been influential in promoting alternative delivery programs at the institution. 

During my interviews, on-campus faculty and administrators suggested the names of 

specific individuals who fit this category as persons who had been influential in the 

seminary's distance programs. I only interviewed one person who fit this category. To 

protect that person's identity, and the identity of the seminary related to this 

denomination, I will not give information that would jeopardize this person's identity. 

Thus, in my narrative that follows, I refer to respondents as members of one of the 

five groups. This will help to place their perspectives in context. However, as the reader 

will see in the narrative, one's category does not define automatically a person's 

perspectives on any of the questions. Substantial variety exists in the data that follows. 

At no place in the narrative do I attempt to group together all of the responses firom 

administrators, or faculty, or staff. There are two main reasons for this. First, because of 
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the way I went about achieving my sample (by responsibility and involvement with 

the alternative delivery programs, and by "snowball" sampling), the sample is not 

"random" or "representative." The data are biased toward those who favor the alternative 

delivery programs. Second, even the faculty members that I interviewed tended to be 

favorable to the alternative delivery programs, because either Administrators or Faculty-

Administrators had referred them to me in the "snowball" approach - because they had 

worked with them in the alternative programs. However, despite this bias, I still came 

across Faculty members in my study who had negative opinions toward their institution's 

alternative delivery programs, or aspects of them. Yet, to try to aggregate Faculty 

opinions and compare them to Administrator opinions would be difficult in this project -

because of the nature of the sample. 

I am ready to begin the narrative that aggregates and clusters together responses 

to the questions I asked during interviews at each of the three seminaries. As I promised 

each person prior to conducting the interview, I have not referred to any person by name 

or given other information that would reveal a person's identity. In addition, where 

someone expressed an opinion that might reflect negatively on their institution, or cause 

embarrassment to themselves or others, I have not identified the person or the institution 

with which the person is identified so as to protect both the institution and the respondent, 

as much as is possible. 

The remainder of the Chapter is structured as follows. In Section B, I address the 

responses to the question, "Why is this seminary involved in the alternative delivery of 

theological education?" In Section C, I aggregate general responses to the question. 
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"What are the impacts on my seminary of the alternative delivery programs? In 

Section D, I address one of the specific questions in my study concerning the impact 

of the alternative delivery programs on female enrollments and female students. Then, in 

Section E, I pull together the responses to questions I asked faculty members and 

administrators concerning the impact of alternative delivery programs on spiritual 

formation. Section F summarizes the findings of the study. I begin with responses to 

questions about why a given seminary is involved in the alternative delivery of 

theological education. 
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B. SECTION ONE: WHY IS THIS SEMINARY INVOLVED IN THE 
ALTERNATIVE DELIVERY OF THEOLOGICAL EDUCATION? 

1. The Responders & Missioners 

In my interviews at the three seminaries, I asked faculty members, administrators, 

and denominational leaders two questions about why their institutions were involved in 

the alternative delivery of theological education; 1). Why do you think this seminary 

decided to get involved in ahemative delivery programs; and 2) Who do believe were the 

key decisions-makers in the process, and what do you think were their motivations and 

considerations? These two questions were directed at the history of the programs at each 

institution, the key "players," and the motivations and considerations involved. 

Linked to these two questions were two other questions that overlapped with 

them: 3) In your opinion, how do the extension sites and distance education programs fit 

with the overall mission of this seminary?; and 4) Do you think the mission of this 

seminary is the same now as it was before the creation of the alternative delivery 

programs? Often, when asked the first two questions (above), individuals would respond 

with statements about the mission of the seminary. For these respondents, the answer to 

the "Why?" question could not be answered without reference to the seminary's mission. 

Thus, in this section of the chapter, I segregate responses into two types: 1) those that 

reflect perspectives of responding to needs "out there" in the seminary's external 

environment; and 2) those responses that reflect considerations of the Mission of the 
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institution. I begin with those perspectives shared by individuals that I am calling 

The Responders. 

2. The Responders 

The individuals that fall into this category reflect a number of different 

perspectives about why their institutions decided to develop alternative programs for the 

delivery of theological education. Among those perspectives are: 1) responding to 

pastoral shortages -either denomination-wide or in selected geographic regions of the 

church; 2) responding to new domestic populations in the United States; 3) responding to 

foreign constituencies; 4) responding to extraordinary local situations; 5) responding to 

requests by large churches and their pastors; 6) responding to those persons who already 

are "doing" ministry; and 7) responding to the pressures of denominational leaders. 

Figure 4.1 illustrates conceptually the external influences on a seminary's decision

making processes related to the alternative delivery of theological education. 
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Figure 4.1 
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In the paragraphs that follow, I examined each of these themes and provide 

examples from the perspectives of the faculty members, administrators, and 

denominational leaders with whom I interviewed. The perspectives of The Responders 

are related analytically to the Hterature cited in Chapter 2 relating to non-traditional 

students and adult students (W. H. Bergquist, 1992; Oilman, 1993; Kasworm, Poison, & 

Fishback, 2002; Katz & Associates, 1999). Also, The Responders' perspectives are 

related analytically to the Theological Education by Extension (TEE) literature 

(Atkinson, 1990; Hofferbert, 1998; Kinsler, 1978a; Mouat, 1996; Steyn, 1999; Ward, 

1974; Weld, 1974; Winter, 1973). Specifically, the issues that TEE raises concerning 

adult students, mature students, students at a distance fi-om the seminary campus, 

financial considerations, "in context" ministry, etc. are issues that The Responders raised 

in their interviews. 

a. Pastoral Shortages. Concerning the shortage of pastors in the Presbyterian 

Church in America (PCA), one administrator at Covenant Theological Seminary said, 

"That [problem is] endemic throughout the denomination. [They] can't get the number of 

pastors that they want anywhere. [We're] not even handling the attrition within the 

pastoral ranks." The context for this administrator's comment is that the PCA is a 

growing denomination that is placing a high priority on church growth through new 

church planting efforts, as well as growth through establishing new PCA campus 

ministries at many public and private universities in the U.S. 

At Concordia Seminary, the Lutheran Church-Missouri Synod (LCMS) 

institution, one administrator noted a similar concern about pastoral shortages: "Of six 
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thousand congregations [in LCMS], we're talking fifteen plus percent [vacancies], or 

nine hundred." Others at Concordia believed there were over one thousand LCMS 

pastoral vacancies at any given time. One of the faculty administrators at Concordia 

thought his institution decided to move into alternative delivery "in large part to be 

responsive to the needs of the church, [but] there's a lot more to it. .. than that, due to 

the increasing shortage of pastors, particularly in small congregations that may not be 

able to sustain a full-time pastor." 

One denominational leader who is connected to the Lutheran seminary stated: 

"The church needs pastoral candidates to serve communities that cannot afford full-time 

pastors. There is a growing need for different approaches to pastoral education. So we 

have committed ourselves to this." Finally, one Concordia faculty member said this 

about the LCMS's many rural congregations who have difficulty attracting full time 

pastors: "We have a great many small, rural congregations around the country who.. 

cannot support a full-time pastor. So, our motivation for getting involved [in alternative 

programs] is solely for, or in response to, the needs of the church and the churches' 

expression of needs." 

b. New Domestic Needs. Another theme of The Responders has to do with 

meeting the needs of local congregations that represent, in some fashion, new groups or 

new situations to which the seminaries can respond. Faculty and administrators at 

Concordia Seminary, in particular, seemed to reflect these perspectives. For instance, 

one faculty member stated that the seminary is responding to "new needs that are not met 

by traditional theological education programs. The new needs have to do with new 



189 
people that don't fit easily into our institutional culture here." An administrator at 

Concordia mentioned specifically the needs of African immigrants, to which the 

institution has responded by creating an alternative program called the Ethnic hnmigrant 

Institute of Theology (EIIT). This same administrator noted, "What has been developing 

a lot more in the last several years has been the realization ... that there [were a variety 

of] international, ethnic, multi-racial, multi-national kind of approaches that need to be 

taken inside the United States." 

Another Concordia faculty member said it this way, "We need to meet the 

demands of the churches, particularly in specialized ministry areas, in immigrant areas, 

and minority areas in inner cities, and so forth." One of his faculty colleagues affirmed 

this perspective when he shared that "There are also ministries in different contexts that 

our church historically hasn't been very effective in, and that's primarily urban areas that 

present challenges that we just haven't dealt with before. 

c. Foreign needs. Administrators and faculty at all three seminaries mentioned 

during interviews that their institutions were attempting to respond to overseas needs and 

concerns. At Fuller, one administrator told me, "We get constant requests from all over 

the world, literally, for more extension sites." One of his fellow administrators agreed, 

saying "We get contacted a lot and especially from foreign markets. I would suspect that 

the likelihood of a foreign extension [site] is more probable than stateside extension." 

When I followed up his statement by asking him where Fuller Theological Seminary 

would look to establish an overseas extension site, he replied, "[the] Pacific Rim would 

be. . it." 
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As at Fuller, individuals at both Covenant Theological Seminary and 

Concordia Seminary referenced international motivations for their institutions' 

decisions to be involved in the alternative delivery of theological education. At 

Concordia, one faculty member mentioned his own motivations for being involved in 

distance education efforts, which was to help overseas churches in Africa and Asia who 

looked to Concordia for "evangelical leadership" by providing educational resources 

through the use of technology. He thought it was Concordia's "obligation" to assist 

these overseas Lutherans, many of whom became Lutherans through the efforts of LCMS 

missionaries -some of which are Concordia graduates. 

Two faculty members at Covenant also spoke of the international 

motivations for the alternative programs at their institution. In speaking about 

Covenant's Access program, which is that seminary's distance education effort, 

one faculty member stated that "[EJvery international connection has resulted 

from a request that has come from somewhere else." He also spoke of his 

seminary's "awareness of being a part of the missionary movement — "scrambling 

and reactionary." By reactionary, he indicated that the institution was 

"reactionary, not in willingness, but simply reacting to requests that come ~ as 

opposed to being proactive " One of this person's faculty colleagues indicated 

particular interest in the education needs of Presbyterian missionaries living 

abroad, "half of whom don't have an M.Div degree." 

d. Responding to Extraordinarv Local Circumstances. A fourth theme mentioned 

by a number of The Responders had to do with their seminary's response to unique 
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situations and local needs. This particularly seemed important to people at Concordia 

Seminary, who are unusually sensitive to the promptings of their denomination's 

leadership, including pastors, and district officials. A number of Concordia respondents 

mentioned specifically the needs of ethnic immigrants in this regard, as well as an 

ongoing situation in Alaska, where there are a large number of mission churches spread 

across a wide geographic area. Referring to the Alaska situation, where district officials 

have developed their own training program for lay leadership in these mission churches, 

one administrative staff member commented, "The seminary is acutely aware that the 

function of this institution is to train leaders for the LCMS, and [we] realize that the 

M. Div model was incapable of reaching, providing the leadership training for, everyone. 

So, if we don't design something new, we're just washing our hands [of the situation]. 

Another faculty member talked to me about the genesis of the Alaska initiative. 

He gave credit to officials in the LCMS's Northwest District, of which Alaska is a part, 

who said, '"Look, there are lots of places in our state where the Gospel needs to reach, 

but we don't have the resources to support the ministry, full-time ministry, there.'" 

These officials lobbied the seminary hard to cooperate with them in devising a training 

model for laypersons that would be relevant in the Alaska context. 

Also referring to the Alaska case, another faculty member discussed with me the 

history of Concordia's involvement with the denomination and district officials to 

respond to this unique, local situation - where there were not nearly enough full-time 

pastors to cover the some 125 mission churches in that state. The Alaska officials 

decided to launch an intensive training program for lay people in these missions. 
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As this faculty member told the story, the Alaska church officials said, '"We 

can do this if we work with lay people - identify lay people who are there already, 

give them training, support them in their ministry and just let them do it.' Well, that 

whole program evolved and was up and running before the seminary even became aware 

of it. They just did it." Since then, the seminary has worked closely with LCMS officials 

in Alaska and elsewhere to devise lay training programs to allow numbers of men to 

become licensed lay deacons in the church, and who can provide "Word and Sacrament" 

ministry to these remote Lutheran congregations. An LCMS denomination leader, 

speaking of the Alaska program, told me, "If the way we train people stands in the way of 

somebody getting the Word and Sacraments, something is not right here. There should 

be a way. So we have to talk about how we deal with this extraordinary [situation]. We 

need to have Word and Sacrament there." 

e. The Needs of Larger Churches and Their Pastors: and for Lav Training 

Another theme that emerged in my interviews with seminary faculty and administrators 

about the motivations for launching alternative delivery programs related to the role of 

large churches, and their pastors, in encouraging the seminaries to help them with 

theological training for both lay persons and staff persons. As one Fuller Seminary 

administrator told the history to me, a member of the seminary's board of trustees had a 

close friend, the pastor of a large church, who wanted Fuller to begin offering classes at 

his church in California. Several members of the board, according to this administrator, 

supported this vision; "The primary motivators were individuals on the board [of 
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trustees] who had a vision for involving lay persons [as prospective seminary 

students] more in theological education." 

Interviewees at Covenant Seminary also mentioned specifically the role of large 

churches and their pastors in encouraging Covenant to develop extension sites and, more 

recently, distance education programs. According to two administrative staff at this 

seminary, a number of large churches had expressed interest, originally, in having 

Covenant start extension classes in their facilities. The (former) president and the 

(former) director of enrollment picked a couple of the big churches to launch the 

seminary's first alternative delivery programs in the late 1980s. 

Speaking of one of Covenant's remaining extension sites, a different 

administrative staff person commented: "There are actually a number of pastors in [that 

city] pretty committed to it, and they view it as a way to educate their lay leadership in 

their church. And their commitment translates to people in the church who want it." A 

fourth administrative staff person at Covenant mentioned to me that the original 

extension program "was envisioned as a way of training laity as well ~ somewhat for 

training elders and deacons and some of the in-between kinds of positions in churches." 

A Concordia Lutheran administrator also noted the motivation of his seminary to 

respond to the needs of larger churches with multiple staff members. He said, " [The] 

large congregations have laymen doing work, the teachers doing work, and they want 

theological training for them." He continued by noting that the range of people applying 

to Concordia's DELTO (Distance Education Leading to Ordination) program is broader 

than anyone anticipated. "We have not just laymen in small congregations [applying for 
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the program, but] larger congregations who want second and third pastors." Clearly, 

churches of all types have an interest in providing more theological education for the 

lay people, but larger churches have a keen interest in seeing that their staff and support 

people get more, and better, theological education. 

This seems to be the experience at Covenant Theological Seminary, which has 

been offering a Master of Arts in Theological Studies (MATS) degree by distance for 

several years. It is an academic degree, modeled to a large extent on the M. Div, but with 

fewer quarter hours required. Speaking of the MATS, one administrative staff person 

told me, "it was really conceived as a way to train support persormel [in local churches]. 

The staff person told me that a youth pastor, for example, who wanted more theological 

grounding, could enroll in the MATS degree through the Access program (by distance) 

without relocating from the local church. Many senior pastors, she told me, don't want to 

"lose" their good staff people to [Covenant] seminary [if they go away to seminary full-

time], so the Access program is ideal for both the youth pastor and the senior pastor. 

Administrators at Covenant also have been working on a new distance education 

program called the Master of Arts in Educational Ministries (MAEM) degree in order to 

meet the needs of larger churches that have multiple staff positions. Speaking of the new 

degree, one Covenant administrator explained that, unlike the MATS, which is an 

academic degree, the MAEM is "a more practical degree that will be for the kind of 

people who work alongside the pastors and support them - [to] develop the educational 

ministries of the church. But it is a more vocationally focused [degree] than the MATS." 



f. Those Who Are Already "Doing" Ministry In Local Contexts. A sixth 

theme that emerged from my interviews concerning the reasons why seminaries 

decided to develop alternative delivery programs has to do with delivering theological 

education to persons who are already "in place" and who are already "in ministry," - and 

not requiring them to relocate full-time to the home campus. As one Fuller Seminary 

administrator commented of the trustees and his fellow administrators, "They recognize 

that church leadership can't always get uprooted and come to Pasadena." Similarly, an 

administrative staff person at Covenant told me, "We are convinced they can't come to 

campus. We have people who need training and can't get it because they can't afford to 

move, or they don't want to leave where they are, and we're trying to bring it to them" 

A Concordia faculty member, speaking about the many small, rural churches in 

the LCMS denomination, told this to me, "And if we take [these rural lay pastors] out of 

[their churches] and send them off to the seminary, what happens to those ministries 

where they are working now?" The response from many church officials, and from an 

increasing number of faculty and administrators at Concordia, has been "So, why can't 

we train them where they are?" The other option, this faculty member relates, is to "start 

with people who are already there in the ministry and provide them the training that they 

need to be effective and competent where they are." He then repeated, "Starting with the 

people who are there already and, rather than train them first and then put them in the 

ministry, they're in the ministry first and we're training them as they go." 

One Fuller faculty administrator echoed this same approach when he related to me 

the recent change of one word in the Fuller "Purpose" Statement. One phrase of that 
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statement previously read, "dedicated to the preparation of men and women for the 

manifold ministries of Christ and his Church" (italics added). The word preparation 

was changed to equipping. According to this source, advocates of the word change 

wanted to emphasize the fact that many of Fuller's students already are in ministry - they 

are not merely preparing for ministry. These advocates believe that the word equipping 

was more accurate for an institution that appealed to large number of individuals who are 

getting theological education "on the go." 

One female administrative staff member at one of the three seminaries focused 

her comments on a more practical reason why the seminary should reach out to deliver 

theological education to people in their local church setting. She said to me, "Why not 

get a degree without getting into debt ~ especially for the ones who are second career?" 

Then, she continued; "If (the distance program) had been available ten years ago, 

probably [my husband] would have definitely done it by extension. We liked [our home 

state] and we both were employed [there]. Why move and go through selling your house 

and uprooting, leaving the church you're involved with and all that?" 

g. Pressure irom Denominational Leaders. A final theme that emerged from 

asking the "Why?" question has to do with pressure from denominational leaders for the 

seminaries to produce alternative delivery programs of theological education. Above, I 

already have written about the case in Alaska, where Northwest District officials of the 

LCMS pushed ahead to develop programs to train laypersons to lead small and widely 

dispersed mission congregations. This section of the chapter will give evidence of other 

instances when denominational leaders influenced the two denominational seminaries in 
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this study - Concordia and Covenant - to respond to the needs of the churches by 

developing alternative delivery programs. 

When I asked one Concordia faculty member who were the people that were the 

"drivers" of the new alternative delivery programs at his institution, he replied, "Well, 

largely the presidents of our districts. Most of the pressure to create these various 

programs [has] come from outside the institution itself ~ from the district presidents 

saying, 'This is what we really need.'" From his perspective, it was out of those efforts 

that DELTO came into being in order to provide some common theological training on 

which the district presidents and seminary could agree. 

As for Concordia's outreach to ethnic immigrant congregations, one administrator 

told me that the initiative came from one of the Synod's boards, which had been working 

with people involved in ministries to African immigrants to the United States. This 

administrator claimed that the seminary's Ethnic Immigrant Institute of Theology (EIIT) 

was a response to the efforts of this synodical board to "come up with some sort of 

educational process that would match up in some respects to what has happened when 

our overseas missionaries report to Africa to train up local leaders there." 

Likewise, another Concordia faculty member gives credit to the district presidents 

in LCMS for pushing efforts to provide flexible theological training in their geographic 

districts. As he related to me, "Well, they might be happy if we'd [Concordia] be 

involved. But they're going to do it whether we're involved or not." Another 

administrator told me, "I hope that the church recognizes somehow that Concordia 

Seminary-St. Louis is willing to work hard at this - that [we] are not sort of the ivory 
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tower; we are prepared, or we will prepare to deliver, a number of different [models 

of delivery] to different constituencies." 

This concludes my review of seven themes that emerged from the interview data 

at the three seminaries related to decisions to develop alternative delivery programs in 

response to a variety of perceived needs or opportunities. I now turn my attention to a 

related theme: that of pursuing the seminary mission. As noted above in the introductory 

discussion, two of the questions that I asked during interviews with faculty, 

administrators, and denominational leaders dealt with how alternative delivery programs 

fit the mission of each institution, and whether the mission was the same, or different, 

after the creation of such programs. Because I asked these two direct questions about 

mission, I received numerous responses relating to mission - some of which emerged 

during responses to other questions I asked later in the interviews. The following section 

discusses my findings about alternative delivery programs and institutional mission. 

3. The Missioners 

Three themes emerge in the responses to the questions I asked faculty, 

administrators, and denominational leaders about the relationship of alternative delivery 

programs to institutional mission: 1) the mission remains the same; 2) the mission 

remains the same, but the way of fulfilling the mission has changed; and 3) the new 

alternative programs have changed the mission of the institution to some degree. In the 
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paragraphs that follow, I discuss these three themes, drawing on comments from my 

interviews to provide detail and perspective. 

The responses of The Missioners relates analytically to the literature surveyed in 

Chapter 2 concerning Evangelical culture (Balmer, 2000, 2002; Bebbington, 1989; 

Guenther, 2004; Marsden, 1987, 1991; Marty, 1981; M. A. Noll, 2001), institutional 

culture (Becher & Trowler, 2001; Bender & Schorske, 1998; W. H. Bergquist, 1992; Di 

Leo, 2003; Trowler, 1998), environmental response (Broskoske, 2000), and religious 

higher education culture (Fackre, 1998; Moats, 1997; Wilcox & Ebbs, 1992). 

a. The Mission Remains the Same. For many of the persons I interviewed, the 

development of new programs for the alternative delivery of theological education was 

consistent with the mission of their institutions. For instance, one faculty member at 

Concordia Seminary told me, "They tie into our mission of serving the needs of the 

church by training pastors." A faculty administrator at Fuller, when asked about that 

institution's large extension program. Doctor of Ministry (D. Min) program, and 

emerging distance education program, responded, "There is striking mission fulfillment 

in these programs." 

At Covenant Theological Seminary, one faculty member, when speaking of the 

Access program and the D. Min program, told me that both programs fit with the mission 

of that seminary "because we talk about lifelong learning and, increasingly, we recognize 

the M. Div as the beginning, not the end, [of theological education]." . One of the senior 

faculty members summarized the general perspective of people at Covenant toward the 

Access program by saying, "I think it's right on! " 
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A faculty colleague related much the same sentiment when speaking of the 

new Master of Arts in Educational Ministry degree program offered through the 

Access distance program. He recited from memory Covenant's mission statement: 

"committed to the ministry of training servants of the triune God to walk with God, to 

interpret and communicate God's Word, and to lead God's people." Then, he related the 

mission directly to the goals of the new MAEM degree program by saying, 

"Congregational leadership is not just limited to the offices of the church ... we are 

seeing deacons and ruling elders [enter the Access program]. And we are seeing people 

in other professions come." He summarized his thoughts on the relationship between 

mission and the alternative delivery programs by stating that, given Covenant's 

theological framework of understanding the value of every vocation and calling and the 

priesthood of all believers, "we see [Access] fitting right into our mission." 

b. The Wav of Fulfilling the Mission is Changing. The second theme that 

emerges in the interview responses to my questions about mission is that the alternative 

delivery programs provide a different way of fulfilling the mission of the three 

seminaries. A Covenant administrative staff member told me, " I definitely think it is 

right along with the mission. It is a different way of filling it." Another staff person 

commented that the Access program at Covenant "has changed some of the dynamics of 

accomplishing" the mission 

Similarly, an administrative staff person at Concordia Seminary, when speaking 

of the alternative programs there (e.g. the Hispanic Institute, the Ethnic Immigrant 

Institute, and the DELTO program) told me, "I think our mission remains the same - and 
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that is to provide leadership and theological education and training. But the way that 

mission is fulfilled will change." 

c. The Mission Has Changed Somewhat. The third general perspective toward 

the relationship of institutional mission to the alternative delivery programs is that the 

programs have changed the mission of the seminaries, at least somewhat. This response 

was more prevalent in the responses of Fuller Theological Seminary faculty and 

administrators. One faculty administrator at Fuller, when asked whether Fuller's mission 

was the same as before, responded, "No, I think it has become distinctively more outward 

looking." He then gave a lengthy, historical account of the early days of the seminary, 

when the institution was focused on Christian scholarship and building "a reputation for 

excellence" among Evangelicals that would be respected by the best theological scholars 

in the country (e.g. Princeton, Duke, Harvard, etc.). 

Following the historical overview, he then proceeded to describe Fuller's 

substantial involvement in alternative delivery programs - the D. Min program, the six 

extension sites, and the growth of Fuller Online (the distance education program). He 

concluded his review by stating, "So, I would say the mission has changed a little bit. It's 

still scholarly at the core ... but now we're out there [geographically]." 

There are other perspectives at Fuller regarding the extensions and the distance 

education programs. Some faculty members I spoke with called the extensions "Fuller 

Lite" - questioning whether extension students were getting a "real" Fuller education. 

One faculty member, who spoke approvingly of the D. Min program as a necessary part 

of lifelong pastoral education, nevertheless criticized the distance education efforts at his 
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seminary: "The online stuff I really don't like. I can see it in math; I can see it in 

science;. .. but I can't see it when you are training people for ministry in the life of 

the church because that takes face-to-face encounter, it takes interpersonal relations. And 

I don't know how you do that on a computer or tape recorder." 

While I received no comments at Covenant Seminary that reflected perspectives 

on mission change, there were comments at Concordia Seminary that reflected some 

concerns about that seminary's historic Lutheran commitment to substantial theological 

training. As mentioned previously in this chapter, one LCMS denominational leader, 

while supporting some alternative delivery programs under extraordinary circumstances, 

said to me: "having said that, we as a church, it is fair to say, are committed to the classic 

approach to theological education." 

A Concordia faculty member with whom I interviewed said that he believed that 

many faculty and administrators at the two LCMS seminaries (St. Louis and Ft. Wayne, 

Indiana) thought that the decision in 1989 by the Synod to license lay deacons for Word 

and Sacrament ministries "contradicted one of our fundamental theological principles in 

the act of confession." Normally, this faculty member continued, someone who was 

going to function as a "pastor" in the LCMS context would need to be "trained, 

examined, identified, nominated, rightly called, and then ordained." He believed that the 

Synod's actions had made it possible for these new lay deacons to avoid several 

necessary steps in the process. In this way, as the seminary cooperates with synodical 

districts in the training of lay deacons and others at a level below that of the Master of 
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Divinity degree, this faculty member thought Concordia was moving into new areas, 

substantially different from its historic mission. 

This concludes the sections on The Responders and The Missioners. We now 

turn to other perspectives shared by faculty, administrators, and denominational leaders 

concerning why the three seminaries in this study decided to pursue programs in the 

alternative delivery of theological education. 

4. The Forward Leaners 

Three of the perspectives I found while interviewing share a common, positive, 

confident outlook by seminary personnel toward the development of new programs and 

the growth of the student body: As a group, I call the persons who share these 

perspectives The Forward Leaners. Among the themes I found among the statements by 

The Forward Leaners are: 1) entrepreneurialism; 2) promotions and marketing; and 3) 

prestige building. I will discuss them in the order given. As I have noted in previous 

sections, the responses of The Forward Leaners relates analytically to literature surveyed 

in Chapter 2 concerning opportunities in reaching out to adult students and other non-

traditional students (W. H. Bergquist, 1992; Broskoske, 2000; Husson & Keimedy, 2003; 

Kasworm, Poison, & Fishback, 2002; Soldan & Lewis, 1994). 

a. Entrepreneurialism. A number of people with whom I interviewed at the three 

seminaries expressed a positive interest in actively reaching out beyond the home campus 

to tap new populations of students, to develop new programs, and to stay on the cutting 
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edge of technology and seminary leadership. We have tasted a hint of some of these 

perspectives in the earlier discussions of The Responders and The Missioners. Here 

we focus specifically on the entrepreneurial spirit. 

One faculty member at Concordia, whom I referred to earlier under the theme 

"Foreign Needs," specifically mentioned his own motivation "to promote using 

technology to provide theological education at a distance" in order to reach out to 

conservative Lutherans worldwide - but particularly in Africa and Asia, where the 

Lutherans "look to us for evangelical leadership." This same faculty member had 

developed an online project for his on-campus students, and realized that he could refine 

it further to make it available to pastors out in the field - a project that he continues to 

work on. He embodies the entrepreneurial spirit. 

Similarly, at Covenant Seminary, a faculty member gave credit to his 

administrators for "looking into international realities." He believes that the online 

Access program has real possibilities for outreach to Covenant's partners overseas. 

Likewise, at Fuller Theological Seminary, one faculty administrator gave credit to a 

former provost whose tenure in office was marked by substantial creativity in reaching 

out to new population groups - a time period that overlapped with the rapid growth of 

Fuller's D. Min program and its extension efforts. Another Fuller faculty member - a 

skeptic concerning many aspects of Fuller's alternative programs - spoke about the same 

provost and told me that he thought the man's motivation was "to reach as many students 

as he could. And I can live with that," this skeptic concluded. Another faculty 

administrator at Fuller summarized his perspectives about the alternative programs this 
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way: "I would say our extension programs are by far, among all these [competing 

seminaries], the largest, and the most aggressive and entrepreneurial." Clearly, he 

was positive and supportive of Fuller's approach to alternative programs. 

b. Promotions and Marketing. The second theme I discovered when reviewing 

the transcripts of my interviews is closely related to entrepreneurialism, and that is 

promotions and marketing. Numbers of persons at the three seminaries, when asked why 

their institutions had decided to pursue alternative delivery programs, mentioned the 

programs in the context of promoting the institution or marketing it to students, pastors, 

churches, and others. Perhaps the best shorthand version of this theme came from one 

Fuller administrator, who told me, "It was a way to get our name out there." 

Interviewees who shared the promotions and marketing perspectives were from Fuller 

and Covenant seminaries. I did not receive any comments from Concordia faculty or 

administrators - or from LCMS denominational leaders - that reflected this theme. 

One Fuller faculty member said that the seminary's present reputation is, to a 

large extent, a function of Fuller being "a major educational presence. So in Seattle, 

we're the Evangelical presence in town; [also] in San Francisco [Menlo Park]; we are the 

school that is known as the Evangelical presence in Phoenix and Colorado Springs." One 

Fuller administrator said of the early extension effort, "I think it has given us a lot more 

visibility - the name recognition is clearly more evident." One of the Fuller 

administrators, when I asked him about Fuller's competitors in alternative delivery, told 

me: "I see other seminaries opening West Coast branches, and I think they are 

responding to competitive pressures and the needs of the church. I think that Fuller 
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probably spotted [the need] sooner than others." His response speaks directly to 

marketing issues. 

I found similar perspectives at Covenant Seminary. For instance, one 

administrator told me, concerning the early efforts at building an extension program, 

"Initially it was viewed [by the seminary] as a marketing program." A staff person 

agreed, stating, "It was run largely as a marketing effort," then quickly added, "That's a 

harsh statement." One of the Covenant faculty members told me, "we needed to be 

growing in those days .. . and we saw [extension] as an entry point for students to try out 

seminary where they were [and then transfer to us later]." An administrator and a staff 

person both used the term "feeder program" to describe the seminary's early efforts in 

extension and distance programs. The purpose was to "feed" the on-campus M. Div 

program by having extensions in major cities where the PC A denomination had numbers 

of churches. According to several Covenant people, the feeder program worked, and still 

works. One faculty member thought that fifteen to twenty percent of the students in the 

current Access program end up transferring to St. Louis full-time for their seminary 

studies. 

c. Prestige Building. A third theme that I see in the interview transcripts has to 

do with one of the frameworks that I will use to evaluate this study in the final chapter. 

That framework is the pursuit of status and prestige. Is there evidence that any of the 

three seminaries decided to develop alternative delivery programs in order to build their 

prestige and status? There is some evidence for this only at Fuller Theological Seminary. 
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One Fuller faculty member, who told me he refuses to teach in extension, said 

he thought the original motivation to launch the extensions was "to build a power 

base. I think the driving force was the power base, and competing well against the other 

[Evangelical seminaries] and trying to be a flagship in the Evangelical community." 

Specifically, he thought a former president of Fuller, David A. Hubbard, particularly was 

interested in making Fuller a "presence" in the Evangelical world, and that he saw the 

extensions as part of that broader campaign. One faculty administrator, who came to 

Fuller from another Protestant institution, talked to me about Fuller's early leadership in 

alternative delivery programs. He stated, "The leadership that Fuller gave in the 

nontraditional venues is really historic. They are the ones that led out and helped ATS 

[the Association of Theological Schools] actually shape and reshape some of the policies 

pushing them out." This faculty administrator saw Fuller's historic leadership as 

enhancing the institution's prestige. 

As for Fuller's current programs in alternative delivery, a number of persons 

thought they gave the seminary some degree of status and prestige. One faculty 

administrator told me, "I think it does [give us status and prestige], but not only status 

and prestige, but .. staying power." He went on to describe in some detail the 

components of "staying power:" the size of Fuller, the large student body, the number of 

alumni, revenue, and prayer support from Fuller's graduates and friends. These 

components give the seminary "staying power." He concluded, "I think part of that is 

with extended ed[ucation], because we have so many alumni in so many different 

denominations . . . pumping people back into the system." 
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Another Fuller faculty member sees the alternative delivery programs as 

reflecting Fuller's leadership in the broader Evangelical, Protestant world. "We will 

have to continue to be creative and move out. We can't rest upon our past laurels, 

because there is a lot happening around us." Finally, one Fuller faculty member ~ who 

told me that he thought [having] "an extension program . . .diminishes the school some" -

- nonetheless said he would like Fuller to be prestigious, and acknowledged that "there 

are some [for] whom [the alternative programs are] an extremely prestigious .. thing." 

To this point in the chapter, I have discussed three major perspectives of 

administrators and faculty members as to why the three seminaries decided to pursue the 

development of alternative delivery programs at their schools. As groups, I have named 

them The Responders; The Missioners; and the Forward Leaners. I am ready to discuss 

the final major perspective, which is reflected by a group of respondents whom I am 

calling The Bottom Liners. 

5. The Bottom Liners 

These persons are administrators and faculty members who focus on the financial 

contributions of the alternative delivery programs to explain, at least in part, decisions by 

their institutions to get involved in nontraditional efforts. As in the other major groups, 

there are several themes that emerged in the transcripts of my interviews with these 

faculty members and administrators. Among them are: a) the myth of the cash cow; 

b) hopes for a cash cow; and c) hopes for enrollment growth, revenue enhancement, and 

assistance with overhead. I will discuss each in turn. 
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The responses reflected in this section relate analytically to the literature 

previously cited in Chapter 2 concerning such issues as responding to opportunities in 

the educational institution's environment (Broskoske, 2000), issues related to resource 

dependency and "academic capitalism" (Pfeffer & Salancik, 1978; Slaughter & Leslie, 

1997), and to the changing nature of higher education ~ including entrepreneurialism and 

competition from new education providers (Blustain, Goldstein, & Lozier, 1999; Daniel, 

1998; Duderstadt, 1999, 2000; Katz & Associates, 1999). 

a. The Mvth of the Cash Cow. One of the Fuller Seminary administrators spoke 

of this directly: "there was the myth that, in the early days, Fuller did extension just to 

get the money. We got a lot of feedback [about that myth] even from accrediting 

boards." It was his opinion that it is not cheap to get into extensions, and people who 

"think they are going to produce big margins are making a mistake." The margins, he 

believes, are smaller than ones in the on-campus programs - mainly because of 

economies of scale. On-campus classes tend to be larger than extension classes, thereby 

giving a better margin [of revenue]. This administrator concluded, "So it's a myth that 

they started the extensions to make money. [They] always have been mission focused." 

One Covenant Seminary staff member told me that the early extension efforts of 

that institution were primarily for marketing purposes, but "it quickly became a cash cow 

for this institution. It was money that did not cost the institution much of anything, but it 

was coming in." This staff person told me that, as long as the program was fairly small, 

the money continued to roll in. However, as the program grew, the overhead expenses 

increased, and it didn't bring in as much money [i.e. profit]. "It took the institution a 
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while to figure out it no longer had a cash cow on its hands." In a sense, Covenant 

had bought into the myth of the cash cow as it developed its early alternative delivery 

programs. 

b. Hopes for a Cash Cow. Some individuals and institutions continue to see 

alternative delivery programs as moneymakers for their institutions. For example, even 

though the margins in Fuller's extension programs, and other alternative programs, may 

be smaller than on-campus programs, the revenue from them is very large. More than 

one faculty member, faculty administrator, or administrator mentioned that as much as a 

million dollars per year flows from the alternative programs into the Pasadena campus to 

help pay for "overhead" such as publications, the registrar, general administration, a 

portion of library expenses, and money that filters down to the three Schools for general 

programs. One faculty member noted, "Our D. Min [program] is a big moneymaker." 

He also surmised that, even among the Fuller detractors of the extension programs, no 

one would seriously consider closing them down, because of the revenue they generate 

for the on-campus programs. 

One Concordia observer hopes that two of that seminary's new alternative 

programs can produce significant revenue. Speaking of the Ethnic Immigrant Listitute of 

Theology (EIIT), he stated, "I suspect that it will be a cash cow for the seminary." 

Again, when asked about the prospects for revenue growth in the Distance Education 

Leading to Ordination (DELTO) program, he surmised that it had even more potential for 

revenue growth than did EIIT: "The pool of potential students there is two or three times, 

at least, what EIIT is, so I think it. .. more than likely [will] develop a positive cash 
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flow." Clearly, there remains hope for a cash cow at both Fuller Seminary and 

Concordia. 

c. Hopes for Enrollment Growth, Revenue Enhancement, and Assistance with 
Overhead. 

A final theme that emerged from the interview transcripts with respect to the 

"Bottom Liners" - those faculty and administrators who thought that financial motives 

helped explain their institutions' reasons for developing alternative programs - is the 

hope that new programs would bring student enrollment growth to the seminary, thereby 

enhancing revenue ~ which could be used to help cover the regular costs of the home 

campus. One Covenant faculty member saw the emergence of the early M. Div "feeder" 

program [by means of extensions] as one way to grow the enrollment, thereby boosting 

overall seminary revenues. 

At Fuller Seminary, one person explained that the senior administrators always 

have viewed extensions and distance programs as revenue centers, and they expected 

these programs not only to cover their own costs but also to contribute monies back to the 

home campus to cover overhead expenses. Of course, the revenues exceed the level 

needed to cover overhead, strictly defined. Revenues from the Fuller alternative 

programs (e.g. extensions, Fuller Online, D. Min) provide substantial "extra" dollars to 

the other academic programs of the home campus in Pasadena. As one faculty member 

states it, "The begirming motivation was not as a cash cow. As it developed, the money 

has been a significant asset to the Pasadena campus. If we would drop extension right 
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now, [the School of Theology] would go into a massive cardiac arrest in terms of the 

amount of money that [would stop flowing]." 

Another Fuller faculty administrator relayed his conviction that seminaries that 

have not diversified are struggling or have shut down. For him, Fuller's alternative 

programs have "stabilized" the institution in the midst of a quickly changing educational 

environment. These programs "earn revenue which you would not otherwise realize 

through the [regular] operations. From a financial, fiscal point of view, they are a highly 

stabilizing factor and they open up new markets. They are able to move more quickly . . 

[and] shut down .. more rapidly." 

6. Summary of Section One 

In this section of the chapter, I have summarized the data from my interviews at 

three Protestant seminaries to help answer the question, "Why did these institutions 

decide to develop programs to deliver theological education at a distance?" From my 

reading of, and reflection on, the data, I decided to organize the chapter into three major 

sections. These sections represent three distinct sets of responses to the questions I asked 

during my interviews. I have named these three sets of respondents The Responders and 

Missioners, The Forward Leaners, and The Bottom Liners. Within each category, there 

are a number of themes that emerged fi-om my review of the interview transcripts. As 

much as possible, I have shared the perspectives of the respondents in their words to 

express the themes that I discovered in the interview transcripts. Figure 4.2 illustrates 

visually the major types of responses I heard in my interviews with seminary personnel. 
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Figure 4.2 
The "Why" Question 

Respond to Needs "out there' 

Why do Seminaries 
develop alternative 
programs for the 

delivery of theological 
education? 

The Mission of the Institution 

It's for the Money 

Entrepreneurialism 

Marketing/Promotions 

Building Prestige/Reputation 
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The next major section of this chapter follows. It will deal at length with the 

impacts of the alternative delivery programs from the points of view of the persons I 

interviewed at each of the three seminaries. As noted previously in this dissertation, I am 

interested in the impacts of these programs on the institution as a whole (financially, 

academically, and culturally) and also in the impacts of the programs on two specific 

seminary areas: 1) on female seminarians, and 2) on spiritual formation. I will begin the 

next section with a discussion of the general impacts of altemative delivery programs on 

the three institutions. 
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C. SECTION TWO: WHAT ARE THE IMPACTS ON MY SEMINARY OF THE 
ALTERNATIVE DELIVERY PROGRAMS? 

This section of the chapter reviews the responses of interviewees to questions 

about the impacts of alternative delivery programs on three areas: 1) on the institution as 

a whole, or specific aspects of it; 2) on female seminarians; and 3) on spiritual formation. 

As I did for the previous sections of this chapter, I have grouped similar responses 

together. I now begin with a discussion of the impacts of alternative delivery programs 

on the three seminaries, from the perspectives of faculty members and administrators. 

Without knowing he was doing it, one Fuller Seminary faculty administrator 

provided a most useful outline for this section of the paper. In his response to my 

question about the impacts of the Fuller alternative delivery programs on the seminary, 

this person was able to identify four areas of distinct impact on Fuller: 1) Impacts on 

Seminary Enrollments, and Finances; 2) Impacts on the Seminary's Organization, 

Operations, and Personnel; 3) Impacts on Academic Decision-Making, Curricula, 

Pedagogy, and on Faculty Members; and 4) Impacts on the Seminary Culture. 

In his wide-ranging reply, this faculty administrator also identified many specific 

issues that Fuller would need to address as a result of the four major impacts of the 

alternative programs. Clearly, this person had done some previous thinking about 

Fuller's extensions, its D. Min programs, and on-line programs and how these programs -

and others on the drawing board - would affect the traditional program in Pasadena and 



the seminary as a whole. Many of the issues that this person identified I have 

grouped into themes in the discussion that follows. 

Borrowing from his outline, I will proceed to discuss each of the four impact 

areas as they relate to all three seminaries, pulling together data from faculty members 

and administrators. Figure 4.3 illustrates visually some of the issues I heard in the 

interviews. Once again, I need to note that the responses aggregated in this section of the 

chapter relate analytically to some of the literature surveyed in Chapter 2, particularly 

that literature related to challenges and opportunities in the external environment of 

higher education institutions (Blustain, Goldstein, & Lozier, 1999; Broskoske, 2000; 

Duderstadt, 1999, 2000; Katz & Associates, 1999; Pfeffer & Salancik, 1978; Slaughter & 

Leslie, 1997). In each of the following sections, I will refer to some of the literature 

surveyed in Chapter 2 that ties the discussion to the broader literature in the field of 

higher education. 
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1. Impacts on Seminary Enrollments and Finances 

In my review of the interview transcripts, I noted several themes that faculty 

and administrators mentioned concerning the impacts of the alternative programs on their 

seminaries. These themes are: a) heightened expectations for enrollment growth; b) new 

concerns that off-campus programs will affect enrollments on campus; c) increased 

awareness of the need for seed money to launch new alternative programs; and d) 

expectations that the alternative programs will bring a financial return to the home 

campus. I begin this section with a discussion of the expectations for enrollment growth. 

a. Heightened Expectations For Enrollment Growth. Faculty and administrators 

at each of the three seminaries fully expect that any new alternative delivery program will 

increase the overall enrollments of their institutions (see Barnes, 1995). At Fuller 

Theological Seminary, which has been in the alternative "business" for over three 

decades, there is substantial confidence in the ability of the administrators of the various 

off-campus programs to deliver more students. As Table 4.2 indicates, for Fuller's core 

Master of Divinity program, 45.6% of the head count and 33.5% of the FTE in this 

program comes from students studying at one of the six extension centers or fi-om one of 

Fuller's other alternative delivery formats. For the M.A. in Theology - a two-year degree 

instead of the three-year M. Div - 61% of the head count and 48.2% of the FTE comes 

from students studying in alternative delivery formats. 
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TABLE 4.2 
Fall 2003 Enrollment In Fuller Theological Seminary's 

On-Campus & Alternative Programs 

Fuller Site 
Program Offered 

Master of Divinitv M.A. in Theologv 

Head Count FTE Head Count FTE 

Pasadena 
(Home Campus) 

539 337 203 115 

Altemat ive Delivery Formats: 

Extension Sites: 
Orange 
County/San Diego 

66 20 52 16 

Menlo Park & 
Sacramento 

104 45 68 23 

Seattle 96 42 50 20 
Phoenix 81 34 44 16 
Colorado Springs 27 7 44 15 

Other Alternative Delivery Formats: 
IDL'^Domestic 
Students 

73 20 52 15 

IDL International 
Students 

0 0 2 0.5 

Fuller Online 6 2 6 1.5 
Alternative 
Delivery Subtotal 

453 170 318 107 

Totals 
992 Head 

Count 
507 FTE 521 Head Count 222 FTE 

Percentage from 
Alternative 
Delivery formats 

45.6% 33.5% 61.0% 48.2% 

*IDL (Individualized Distance Learning) is Fuller's current iteration of its original correspondence 
program. For all six of Fuller extension centers in Fall 2003, there were 852 students enrolled, for an FTE 
of 306.15 (Fuller Theological Seminary, 2003 Fall Enrollment Report). Source: Fuller Theological 
Seminary, 2003 Fall Enrollment Report. 
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At Covenant Seminary, one staff person believes that the Access program has 

had the impact of "creating a feeder system" to the home campus in St. Louis, which was 

its original purpose. When asked about the growth of the Access program, this staff 

member admitted, "I really expected it to grow faster than it has until recently." She 

attributed the slower growth in the program, as did others I interviewed at Covenant, to 

the fact that the program being offered through Access was not the best fit for the 

students out there in the PCA market. "I think the program will grow again when we get 

a degree in place which is better for it," this staffer added. The Master of Arts in 

Educational Ministries (MAEM) degree appears to be designed more appropriately for 

lay people who already serve as staff members in PCA churches and who desire to 

upgrade their theological and ministry knowledge. The purpose of the MAEM degree 

contrasts with the current M. Div transfer program or the Master of Arts in Theological 

Studies (MATS) - both of which are academic degrees. 

One faculty administrator at Concordia Seminary believes the revised M. A. in 

Deaconess Studies degree will result in growth for that program, particularly if it can be 

approved as an on-line program in a few years. As I mentioned previously in this paper, 

both the EIIT program and the DELTO program (revised) hold potential for significant 

growth, in the opinions of many faculty and administrators at this Lutheran seminary. 

b. Concerns about On-Campus Enrollments. At both Fuller and Covenant 

seminaries, on-campus students have come to appreciate the flexibility and convenience 

of taking "distance" courses while remaining in Pasadena. Faculty and administrators at 
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both institutions mentioned how many on-campus students take Fuller's 

Individualized Distance Learning (IDL) courses or Covenant's Access courses. 

Despite the comments of several Covenant faculty and administrators, who pointed to the 

success in getting about twenty percent of Access students to transfer to the St. Louis 

campus, one Fuller Seminary faculty member told me that he blamed the extensions for 

reducing the number of students enrolled on the Pasadena campus. "I would say we have 

fewer people showing up," he told me, as he attributed the reduced on-campus 

enrollments to the Fuller extensions. 

Another faculty member, who did not share this view, nonetheless admitted that 

there were a number of Fuller faculty who believed that '"Extension [is] stealing our 

students. They are staying home rather than coming to Pasadena.'" One faculty 

colleague who did believe this told me that "most of these IDL courses are sold to 

students here in Pasadena, and so they are dropping our enrollments [on campus]." A 

Covenant staff member said it has been only recently that the seminary "caved in" and 

agreed to let on-campus students take Access courses. This person's explanation for this 

assent was: "We live in a consumer society. Students do not understand why they can't 

do what is most convenient to them." 

c. Awareness of the Need for Seed Money. At Concordia Seminary, an 

administrator spoke directly about the impact of that institution's new alternative delivery 

programs on the budget. He said to me, "I think that we are still sort of understanding the 

kind of impact and the effort in terms of monetary and people resources necessary in 

order to make those programs happen well. There rarely has been seed money to try to 
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make those [programs] happen." Other faculty members at Concordia spoke of 

"unfunded mandates" with respect to some of the LCMS's decisions concerning the 

DELTO program (see D'Andraia, 1997; Van Dusen, 1997, 2000). 

Similarly, at Covenant Seminary, faculty and administrators who knew something 

about the history of that institution's early extension programs commented to me about 

how those programs stretched the budget of the seminary. One administrative staffer told 

me that the alternative programs have not been immune from broader seminary cutbacks 

due to changes in the economy. Several staff persons involved in the Access program 

were released from employment in a reorganization move designed to save money. As 

one staffer put it, "As part of the layoffs [last year], there were a number of positions cut 

back in Access, because I think the administration thought it was [top] heavy." 

d. Expectations for a Financial Return to the Home Campus. Faculty members 

and administrators at Fuller Seminary have gotten used to substantial annual 

contributions to the main campus budget from Fuller's off-campus efforts. That 

contribution has been about one million dollars per year, according to several Fuller 

sources. As one administrator explained, "We're not growing on the [Pasadena] campus. 

We're not planning on growing on campus. We have to have the extensions in order to 

continue on as [an institution]" (see McMurtrie, 2003). As referred to earlier in this 

chapter, one Fuller faculty member said the faculty in the School of Theology would 

suffer "cardiac arrest" if the money that flows to the School from the off-campus 

operations would somehow stop. 
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There is not the same expectation, necessarily, at Concordia and Covenant 

seminaries. Concordia's programs are still in development, and the number of 

students in them is small. That being said, however, one Concordia observer mentioned 

to me, as noted earlier in this chapter, "I suspect that [the EIIT] will be a cash cow for the 

seminary." This same person also believes that the DELTO program, when revised 

somewhat, would appeal to a pool of students two to three times as large as the EIIT 

pool. He clearly believes that money will flow to Concordia as a result of these two 

programs. 

At Covenant, most of the people I interviewed believed that, not only was Access 

paying for itself, but also there were monies that were being reinvested for future 

program growth. There is significant confidence that the Master of Arts in Education 

Ministries degree, when fully operational, will bring not only a significant number of new 

students to the seminary, but also significant revenues. 

2. Impacts on the Seminary's Organization, Technology, Operations, and 
Personnel 

Without question, the alternative delivery programs at the three seminaries in this 

study have impacted the ways these institutions are organized - and also have impacted 

their operations, their pursuit of use of technology, and the number and type of personnel 

they have hired. In this section, I will review each of these themes that emerged from my 

review of the interview transcripts. 
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a. Organizational Changes: Each of the three seminaries in this study is 

structured differently than they were prior to the development of their alternative 

programs (see Banks, 1999 for another discussion of organizing theological seminaries 

differently). Concordia Seminary has been affected least, due to the recent development 

of its programs and their smaller sizes. But even at Concordia, the hiring of new 

personnel to staff the emerging programs and the creation of an oversight committee 

reporting to the Vice President for Academic Affairs has changed the organizational 

structure and the reporting functions. 

At Covenant Seminary, the larger distance program (Access) and the continued 

existence of a smaller, but still functioning, extension effort - along with the creation of 

new administrative positions to manage the programs - also has changed the structure of 

that seminary. Many of those I interviewed at Covenant fully expect the new Master of 

Arts in Educational Ministries degree to grow quickly, and that may put strains upon the 

existing structure of staff, mentors, graders, and full-time faculty to support the program 

- in addition to the other degree program in Access (the MATS). The possibility exists 

that new, full-time faculty might be necessary to handle an increased number of students 

in the on-campus version of MAEM, as well as the off-campus program. 

At Fuller Seminary, decision-makers already have made many of the structural 

changes, due to the longer history of the programs and their size. The creation of the 

Extension Core Faculty (ECF) as key members of the oversight committee for all the 

alternative programs was a crucial development for the management of the multiple 

issues created by their existence. Several faculty members as well as administrators at 
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Fuller mentioned campus discussions about the possibility of creating a fourth School 

in Pasadena, consisting of all the alternative programs, to parallel the existing Schools 

of Theology, Psychology, and Intercultural Studies. However, there appeared to be 

substantial faculty resistance to that idea. 

b. Changes in Operations & Technology. At Covenant Seminary, administrative 

staff has worked hard to integrate the needs of the Access program managers and students 

into the regular databases and procedures of the campus (see Amos, 1999; Arnold, 1995; 

Spanier, 2000; Theological Education by Extension and Technology, 1998). Taking the 

campus's management software as their starting point, two staffers were able to write 

their own computer software to integrate the needs of the Access managers and Access 

students into the data base by building "portals" from the Web site. This useful approach 

has eliminated the "rogue databases" and other quirks of the original Extension/Access 

system, and has smoothed many of the interfaces between the distance programs and 

campus functions, such as the registrar's office and the business office. As one of these 

staffers told me, "We could say, 'What do you [Access] need? Let's hook it into the 

database and just make it autogenerate some things for you.'" 

For Concordia Seminary, one of the more visible changes is in technology, where 

an instructional design specialist is building the Web portals and designing courses for 

the Ethnic Immigrant Institute of Theology. The technology he employs is state of the 

art, and the student interactive components of the commercial software Concordia uses 

will be useful for the students who enroll in this new program. With the DELTO 

program, the EIIT program, and the Deaconess program all in design or re-design mode. 
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there appears to be good communication and sharing between the offices that will 

direct these ministries of the seminary. 

For Fuller Seminary, many of the operations necessary for managing and 

integrating the alternative delivery programs have been in place for many years. One 

new development is the launch of the Master of Arts in Global Leadership (MAGL) 

degree program, which is a distance program with a significant "residential" component 

built into it. Fuller will deliver much of the program through the Internet, with 

substantial opportunities for the students, organized in cohorts, to communicate with each 

other and the professors and mentors on a regular basis. This program, sponsored by the 

School of Intercultural Studies at Fuller, has doubled in enrollment in the last year, and 

one administrator told me that he expects it to continue to double each year for the 

foreseeable future. 

These responses relate to the higher education literature on the impact of new 

technologies on the academic institution (Daniel, 1998; Duderstadt, 1999, 2000; 

Duderstadt, & Womack, 2003; Enghagen, 1997; Ernst, Katz & Sack, 1994; O'Banion, 

1997; VanDusen, 1997). 

c. New Personnel, and New Types of Personnel. One of the most visible impacts 

of the alternative programs at the three seminaries are the people who manage, staff, and 

support the extensions and distance programs. These individuals range from Associate 

Provosts and Assistant Deans at Fuller Seminary to audio-visual technicians at Covenant 

to instructional design specialists at Concordia. In addition to their numbers are the skills 

and expertise they bring to their positions - from masters degrees in distance learning to 
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PhDs in Education. Clearly, alternative delivery programs create new positions at 

each of the seminaries, and the skills and background needed to fill those positions 

appears to be higher as time goes by. 

3. Impacts on Decision-Making, Quality, Curricula, Pedagogy, and on Faculty 
Members 

In my reading of the interview transcripts, a number of themes emerged that 

related to the impact of the alternative delivery programs on academics at the three 

seminaries. These themes are: a) concerns about programs built "on the backs" of 

adjunct faculty, mentors, and graders; b) concerns about academic quality; c) changes in 

academic decision-making; d) efforts to fix academic problems; e) the challenge of 

teaching and modeling a new pedagogy; f) the challenge of finding, hiring, and training, 

and equipping faculty for the future. In the section that follows, I will discuss these five 

themes and will provide insights on them from the perspectives of those individuals 

whom I interviewed at the three institutions. 

a. Concerns about Programs Built "on the Backs" of Adjuncts. Mentors & 
Graders. 

Faculty members, particularly at Fuller Seminary, expressed concerns about 

alternative programs ~ not involving full-time faculty members from the Pasadena 

campus — but relying mostly on adjuncts. One estimate by an administrator at Fuller was 

that approximately sixty-five percent of all extension classes are taught by adjuncts. Full

time faculty from Pasadena teach the rest, or the three full-time faculty members who 

reside at three of the extension sites (Phoenix, Seattle, Menlo Park) teach them. 
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However, for regular Pasadena faculty from the School of Theology - the School that 

provides almost all the classes taught by the extensions — the load is not shared 

equally. One informant told me that only about twenty to twenty-five percent of the SOT 

faculty members are involved in teaching extension. One SOT faculty member flatly told 

me, "I refuse to teach extension." 

At Covenant Theological Seminary, one administrator - when asked how much 

regular faculty are involved in the actual management of the Access courses [not 

counting the videos and study guides that are pre-produced] - replied, "Up until now, it's 

been the faculty [member's] discretion as to whether or not they would take any role in 

managing a class that's running." Many, if not most, Covenant faculty members - those 

whose courses have been videotaped in order to be made available to Access students -

choose not to mentor their own courses or participate in the required [for students] on

line conversations, or to grade the papers. Mentors and graders, mostly students at 

Covenant Seminary on the St. Louis campus, do that work. The mentors usually work 

10-15 hours per week. 

One faculty member with whom I spoke chooses to grade all the papers from his 

Access students himself, because he wants to be consistent in his grading across the on-

campus and off-campus students. Faculty members at Covenant who desire to mentor 

their Access classes or to grade the papers themselves are paid extra - in addition to their 

pay for course development, videotaping, and study guide preparation. Another 

Covenant faculty member thought the Access program could be improved if there were 

"some way of having the professor available from time to time" so that Access students 
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could have direct contact with "the actual professor," in this teacher's words. He 

suggested ways that these actual professors could interact with Access students in on

line chats, in order to create "that accessibility factor." 

Another issue closely related to this theme of alternative delivery programs built 

on the backs of adjuncts, mentors, and graders is a seminary's opportunity to co-opt full-

time, on-campus faculty to teach in the alternative programs by dangling the inducement 

of substantially more money if they teach overloads. One Fuller faculty member told me 

he could make a lot more money if he agreed to teach overloads for extension or the IDL 

courses. "I don't do it," he explained, "because I'm overloaded [with work] already, and 

I don't need the extra money." A second Fuller faculty member told me that some 

Pasadena faculty members are making from five thousand to ten thousand dollars more 

per year by teaching overloads in the alternative programs. Another faculty member told 

me that this financial inducement has muffled some of the faculty's criticism of the 

alternative programs. 

b. Concerns about Academic Oualitv Assurance. One of the early issues in the 

history of Fuller's off-campus programs was quality assurance (see Kersten, 1992; Lewis, 

1984; Van Dusen, 2000). As one faculty member put it, "There was increased frustration 

[among SOT faculty] that the level of teaching at extension was not of equal quality to 

the level on campus." As I have mentioned previously, a number of Pasadena faculty 

members saw the early efforts in extension as "Fuller Lite." Another SOT faculty 

member argued that, instead of hiring adjuncts in the extensions, some member of the 

"core" Pasadena faculty should have been sent out: "We have never had anybody sent 
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out from the core. It creates the problem on campus that we don't know [how] to 

assure that what Fuller is here [in Pasadena] is in some way what Fuller is out there." 

A different faculty member from the School of Theology remembers SOT faculty 

meetings spent pouring over course syllabi submitted from prospective adjuncts in the 

extensions. There were weak ones [prospective faculty], he told me, adding; "Those 

[persons] you remembered, and so the perception was there that there were a bunch of 

marginally qualified people teaching these courses." For some SOT faculty, this 

perception became their dominant view of the entire extension program. Up until the 

mid-1990s, one SOT faculty member recalls, "all the Pasadena campus did was quality 

control" on the extension classes. There was little proactive planning. Instead, "what we 

have built is a theological containment system," this SOT faculty member related. 

One of the severest critics among the SOT faculty related an anecdote to me about 

two extension students who came to the Pasadena campus to take one of his courses. 

According to this professor, one of them said to him, "I am so glad that I came down [to 

Pasadena] because I could never have had an experience like this one in the extension 

where I am." This faculty drew a conclusion about the quality of extension from that 

comment: "It makes me think that we are still not doing a very good job in extension." 

c. Concerns about Academic Decision-Making. The biggest decision at 

Covenant Seminary in the past two years concerning the Extension/Access programs was 

to take them out of the Enrollment Office, which had housed them since their inception, 

and move them into the Office of the Vice President for Academics. One administrative 

staffer said of the former arrangement, "It was a stand-alone program ... not under the 
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direction of the academic faculty - which really blew my mind." Several Covenant 

faculty members spoke glowingly of this shift to academic control. [We have been] 

"seeking to have the Access program integrated into the rest of the seminary program," 

one of them related to me (see J. E. Watkins, 2000; Tanner & Wilhams, 1981). 

Speaking of the decision-making structure for Fuller's extension as it existed 

about ten years ago, one faculty member who served on the oversight committee at that 

time commented, "It's like being in a car and only having brakes. I don't have a steering 

wheel or an accelerator. I [don't] have power to propose things." From my interviews at 

Fuller, I learned that the struggle to address the decision-making processes for the 

extension programs was a long and difficult one. What has emerged is an oversight 

committee consisting of regular faculty from the School of Theology in Pasadena, the 

three full-time faculty members who reside in Seattle, Phoenix, and Menlo Park, and 

directors of the alternative programs in Pasadena. The key element in the makeup of this 

oversight group, according to a number of faculty and administrative observers, is the 

presence of the three regular faculty members from SOT. 

These three professors make up the Extension Core Faculty (ECF). In the School 

of Theology there are three academic divisions: Theology, Biblical Studies, and 

Ministry. The chairs of the three divisions are the persons who make up the Extension 

Core Faculty, and sit on the oversight committee. Their strategic position permits SOT 

faculty members in each of the three divisions to have input directly through their 

division chairs on decisions about courses, course syllabi, the hiring of adjuncts, and 

other academic issues. Prior to the creation of the oversight committee, entire SOT 
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division meetings were devoted to reviewing syllabi from extensions and examining 

the qualifications of prospective adjunct faculty recommended to them by the 

extension administrators. The purpose of the oversight committee, according to one 

administrator, was to "have a group [in which] they had confidence ... to govern their 

[SOT's] degree in extension." 

The oversight committee meets monthly, and the program directors (non-

academic) of the six extension sites ~ as well as the three full-time faculty members from 

Seattle, Phoenix, and Menlo Park ~ fly down to Pasadena for the meetings. The three 

SOT division chairs get a one-course per quarter release time to serve on this committee, 

due to all the work they do weekly to manage the workload coming out of the monthly 

meetings. In addition, these three are called the Extension Core Faculty because they 

agree to teach one of their classes each quarter in (one of) the extensions, thus solidifying 

SOT's "presence" in extension. By all accounts, this is the best system yet devised at 

Fuller to address Pasadena faculty concerns about the extensions and the distance 

programs. 

Both of the provosts/vice-presidents at Concordia and Covenant have oversight 

committees for their alternative programs - consisting of faculty members as well as key 

administrators. As at Fuller, these oversight committees work to address the natural 

tension of responding to the needs of off-campus students in nontraditional ways with the 

concerns of the home campus faculty for quality and high standards. There is a longer 

history of involvement with distance programs at Covenant than at Concordia. 

Administrators at Covenant already have fixed some of the bugs in the program. The 
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faculty members have voiced their concern about the "open enrollment" issue [no 

firm ending date for semesters for Access students], and the problems that causes for 

them in grading and managing their own workload. The administrators there appear to be 

very sensitive to faculty concerns on that score, and are working to find a solution. 

At Concordia, the academic decision-makers - with the advice of the oversight 

committee — are working to address several issues. The original DELTO program 

included students who are now directed into the Ethnic hnmigrant program. A number of 

administrators and faculty acknowledged that the original DELTO population had a wide 

- too wide - diversity of student abilities, and language skills. They worked to address 

that issue in creating the EIIT program as a separate entity. Similarly, changes to the 

Deaconess program are forthcoming, which will permit students to take a more practical 

degree in Deaconess Studies - rather than the more academic M. A. in Theological 

Studies degree (with an emphasis in Deaconess Studies) that currently is the only choice 

for a degree program for these women. Despite real differences in opinion among 

Concordia faculty and administrators about how best to educate and train LCMS men for 

ordained ministry, it appears that the academic decision-making processes are working to 

address these differences while remaining responsive to the real needs of the sponsoring 

denomination (see J. E. Watkins, 2000). 

d. Fixing Academic Problems. A common theme I found in listening to the 

faculty and administrator accounts of how the alternative programs actually worked at 

their seminaries was that developing and sustaining these programs creates new academic 
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problems that must be fixed. Some of the problems are relatively minor, but others 

are major. New alternative delivery programs are not problem-free. 

For instance, at Covenant Seminary administrators of the forerunner of the Access 

program made an early decision to permit maximum flexibility to prospective distance 

students concerning when they could begin and end their courses. This "open 

enrollment" approach, while good for the distant student and helpful in marketing the 

distance program, became a nightmare to administer on the home campus in St. Louis. It 

affected operations and procedures in the admissions office, registrar's office, business 

office, and financial aid office ~ and caused faculty members a great deal of frustration. 

As one administrator put it, "That one simple problem [open enrollments] has ripple 

effects throughout our campus. We actually have a hard time knowing how many 

students we have in the program, because their end dates are all over the place." 

He noted that the registrar sometimes has to wait up to a year to close out a 

quarter term, because papers and grades from distance students are missing. For the 

faculty, the issue is that they do not know when students have signed up for one of their 

video courses offered by Access. As one faculty member told it, "I have started getting 

assignments from students I have no idea were taking the class, and I thought 'Oh, here's 

someone else I haven't met!"' Covenant has discussions underway with faculty and with 

the distance students about changing the open enrollment approach, but the 

administration has not finalized any changes - partly due to objections by the distance 

students, who enjoy the system's flexibility. 



Several of the administrative staff at Covenant mentioned that merging the 

computer systems of Access with the academic management software was another 

key fix for the seminary. "Initially," one of the staffers related, "Access was just a 

confusion. They used to have all their information in [their own] spreadsheet, and then 

they would call us and say, 'So and so has this class.' But I don't see that anywhere [in 

the seminary database]." One of the benefits of rolling the Access system into the regular 

system, she told me, is that "we have gotten rid of all those little rogue spreadsheets. 

There are no rogue databases out there anymore" that the rest of us do not know about. 

e. Impacts on Curricula and Pedagogy. Both the Individualized Distance 

Learning (IDL) program at Fuller Seminary and the Access program at Covenant 

Seminary rely largely on videotapes of faculty lectures to deliver course content to 

students at a distance, supplemented by the course readings, study guides, and some on

line learning tools. One Covenant faculty member who has had several of his courses 

videotaped for the Access program told me that getting videotaped has affected, at least 

to some degree, his freedom in the classroom. "It's a strain.. . you've got to look good 

and say the right thing, make sure your hair is combed." His main concern, however, was 

not how he looks on video, but what he might say: "There have been a few times I 

probably just said something I shouldn't have said. You are sort of 'on guard' and, at 

least for me, that's a bit inhibiting. It causes less spontaneity." 

A related issue, mentioned by the same professor, had to do with a simple change 

in the work week at Covenant - from a five-day week to a four-day week - to 

accommodate faculty members and students who minister in churches on the weekends. 
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This professor hked the change, but then realized that his video lectures had to be 

lengthened from fifty minutes to 75 minutes, or even longer. He found it hard to be 

"good" for the longer tapings. Also, he struggled with balancing the needs of the 

distance students watching the tapes with the needs of the students sitting face-to-face 

with him in St. Louis. "I have students break into small groups and discuss an issue for 

five minutes [in the longer classes]," he told me. "I don't know how that is going to 

transfer .. on a video." 

Another Covenant Seminary administrator believes that the residency 

requirements of the Access program - whereby these students come to St. Louis for three 

one-week residencies during their program - are drawing faculty members httle by little 

into more direct contact with the Access students - and, thereby, giving them more 

exposure to distance learning itself The Access program directors encourage regular 

faculty members to eat lunch with these students, to share devotions, and to interact with 

them in a number of ways while they are on campus. A number of Covenant faculty 

members expressed to me their delight in participating with these off-campus students. 

If exposing faculty to distance learners is a preparatory step, the next step is more 

difficult, according to the same Covenant administrator. Distance learning, he said, "It's 

different. It's not identical to doing a class face to face. There are significant differences 

in how you interact, how much you write, how much you say, how you say it. . ." He 

added that the faculty members need time "to play around with it and see what works and 

what doesn't - just like it takes time to find your voice as a professor in the classroom." 

A Covenant staff member told me that using the course management software for 
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traditional classes is new for most faculty members, although a few of the new faculty 

members were more comfortable with it - having done some distance education 

courses in their doctoral programs. "But most professors certainly do not work like that. 

It is a very new pedagogical [style]. They're willing to learn. It is just now a matter of 

convincing them that they can." 

At Fuller Seminary, two faculty administrators share similar views concerning the 

willingness of faculty on the Pasadena campus to learn new approaches to interacting 

with students. For instance, as one of them mentioned to me, "historical, classical, 

theological faculty have had great reservations about moving rapidly into onhne, 

nontraditional, out-of-classroom venues." Referencing specifically his own colleagues, 

this person went on to say that, of Fuller's three Schools (Theology, Intercultural Studies, 

and Psychology), the School of Theology is the one that is behind in terms of online 

delivery of courses. "We're a long way from getting a whole program online in this 

context, in terms of the [faculty] culture." Another faculty administrator colleague said it 

this way; Extensions "are tolerated by them [the SOT faculty]; online is marginal to 

them." 

Yet, apparently there is some willingness by Pasadena faculty to borrow some 

curricular ideas from the distance education group. One faculty administrator said there 

had been discussions about borrowing the cohort model of the extension and distance 

programs for at least some of the Pasadena students and programs. As he put it, "How 

might we think creatively about replicating some of that for the home campus?" 

Specifically, he mentioned the interest of some Pasadena faculty in creating cohort 
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groups within the large Master of Divinity (M.Div) program. One of the faculty 

members calls them "affinity groups." It would be possible, explained this faculty 

administrator, to create affinity groups within the M. Div program - groups with, for an 

example. Latino students, Asian students, or students from particular denominational 

traditions. 

One Covenant faculty member spoke of a curricular idea that appears to be 

working well for the Access students that he would like to see transferred to the on-

campus students. That idea is the "capstone" course. For the Access students, the 

capstone course ~ in one end-of-program seminar - gives them the opportunity to 

integrate what they have learned over a two- or three-year period. This professor thought 

it had worked so well for Access that it should be replicated on the St. Louis campus. 

Concerning changes in pedagogy, one Concordia faculty member, in speaking 

about his colleagues and their overall reactions to discussions about alternative delivery 

programs, made this practical point: "It is not like you have a lot of expertise, and then 

you have this room full of faculty who don't know about it, and don't want to know about 

it because, 'We're busy enough as it is, thank you very much.'" Another Concordia 

faculty member, recognizing that most faculty members do not want to leam an entirely 

new way of teaching, made this suggestion; "I've thought for some time that what we 

probably need to do is [to] take a young faculty member and just tell him, 'Whether you 

like it or not, you are going to get a PhD in distance education or distance curriculum 

design or something like that, and then he comes back [here] and tries to do that." 
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A Concordia administrator believes that the seminary's new on-line 

pedagogies are having an impact on the pedagogy on-campus. He related an anecdote 

about several Concordia instructors who, after working though the process to develop on

line courses, came back to the instructional design staff member and told him they were 

changing the way they approached their courses for the St. Louis campus due to that 

experience. "That's because they are seeing what solid instructional design is and what 

teaching with it can be," this person added. 

One Fuller administrator told me that, in discussions with the staff members in the 

distance programs, they have broken the world down into five categories of " 

connectivity" - from those who don't have any cormectivity [to the Internet] and never 

will, to those who have high-speed connectivity. "We realized," the administrator 

continued, "that we need different strategies for each level of connectivity." Some 

students, for reasons of connectivity and convenience, always will choose to use a 

correspondence course rather than an on-line course, he explained. The implication for 

curricula and pedagogy is that seminaries will need different types of curricula offered in 

a variety of pedagogies if they intend to meet the needs of a far-flung student clientele 

(see Tucker, 1998). However, that variety of curricula and pedagogical requirements has 

implications for the faculty who will teach future students of theology and ministry (see 

Bailey, 1996; Building Theological Faculties of the Future, 1991). 

f Impacts on Future Faculty. In my interviews at the three campuses, several 

individuals spoke openly about the need to recruit and train new kinds of faculty 

members over the next several years, in addition to training current faculty members how 
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to interact with off-campus students - and especially in the use of technology. One 

seminary dean told me that his seminary "better be looking at what kind of faculty we 

are going to hire over the next five years," admitting that his institution will be looking 

for professors who are conversant in the new technologies and willing to engage students 

off-campus, as well as on-campus. 

One Fuller faculty administrator told me that there is a provision in every faculty 

member's contract that they are willing to teach in the extensions, but it is not enforced. 

"We want it to be welcomed here. We don't want to make them [do] something they 

don't want to do. That would be the worst [thing] for the students and for us." 

A related issue is tenure. At Fuller, apparently there have been some informal 

discussions about what tenure might look like in the future. One administrator believes 

that, with respect to the extensions, tenure could be tied to the extension site and not to 

the entire institution. This would preserve maximum institutional flexibility should there 

be a sudden enrollment drop. Most faculty, I was told, want tenure to remain attached to 

the institution, for the maximum protection of faculty. 

At this point in the chapter, I will refer to Table 4.1, which outlines the issues that 

I have been discussing thus far, as well as those that I will discuss in the remainder of the 

chapter. My goal is to assist the reader to be able to remember the dominant themes that 

emerged from my interviews with seminary personnel. 
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4. Impacts on the Seminary Culture 

To me, one of the most important findings of this study is what I have learned 

about the impact of alternative delivery programs on the cultures of the three seminaries. 

In addition to general literature in higher education that provides a context for this 

discussion (W. H. Bergquist, 1992; Cameron & Quinn, 1999; Di Leo, 2003; Tiemey, 

1990; Trowler, 1998), there exists a number of studies that deal specifically with the 

cultures of church-related educational institutions (Moats, 1997; Thomas, 1992) and 

theological seminaries directly (Carroll, Wheeler, Aleshire & Marler, 1995, 1997; Fackre, 

1998). 

In my review of the transcripts, I have discovered the following major themes: 1) 

the impact of alternative programs on seminary diversity; 2) the possibility of a new 

engagement with the church; and 3) the reality of competing seminary cultures. I will 

discuss the findings using this framework, beginning with responses I heard from faculty 

members and administrators concerning the impact on diversity. 

a. The Impact on Seminary Diversity. Interviews with faculty and administrators 

at all three seminaries revealed an awareness of how the alternative delivery programs 

have impacted the diversity of students in the institution. At Concordia, even though the 

DELTO, EIIT (Ethnic Immigrant), Deaconess, and Hispanic programs are relatively new, 

faculty and administrators are aware of the changes they already are having. The on-

campus faculty members in St. Louis are gaining exposure to licensed lay deacons who 

are entering the DELTO program, as well as other nontraditional students who come on 

campus for the certification programs. The Ethnic Immigrant program, particularly, is a 
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new experience for many of the professors, because they must teach it at the 

undergraduate level as a certificate (non-degree) program. In many cases, the 

students take English as a Second Language (ESL) as part of the EIIT course. In order to 

meet this critical need in the LCMS, the Concordia faculty who teach in this program 

have to adjust their level of instruction and their normal expectations for Lutheran 

seminary students. 

At Covenant Seminary, too, most faculty and administrators realize that the 

seminary's decision to sponsor extension and distance programs have changed the 

diversity of the campus, and most believe it is a positive development. One staff member 

told me that when she first started working at Covenant in the mid-1990s, most of the 

students were right out of undergraduate college. Now, she says, many are older, second-

career, students. "It seems like our campus is more age diverse than it was when I 

initially got here," she added. And she was speaking of the St. Louis campus diversity. 

The extension program, and the Access program that largely has replaced it, is more 

diverse in age ranges and vocational backgrounds than the home campus. In addition, the 

Access program attracts students from Canada, Mexico, Latvia, Africa, and other 

countries -so the diversity has become even greater among the student body. 
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Table 4.1 
Theme List 

What are the impacts of alternative delivery programs: 

1. On seminary enrollments & finances? 
a. Heightened expectations for enrollment growth 
b. Concerns about on-campus enrollments 
c. Awareness of the need for seed money to launch new programs 
d. Expectations for a financial returns to the home campus 

2. On the seminary's organization, operations, and personnel? 
a. Organizational changes 
b. Changes in operations & technology 
c. New persoimel, and new types of personnel 

3. On academic decision-making, quality, curricula, etc.? 
a. Concerns about programs built on the backs of adjuncts, mentors, and graders 
b. Concerns about academic quality assurance 
c. Concerns about academic decision-making 
d. Fixing academic problems related to alternative delivery programs 
e. Impacts on curricula & pedagogy 
f. Impacts on future faculty members 

4. On seminary culture? 
a. Seminary diversity 
b. A new engagement with the broader church culture 
c. Reality of competing seminary cultures 

5. On female seminarians? 

6. On spiritual formation? 
a. The essentialists 

i. Concerns about spiritual formation in alternative delivery programs 
b. The contextualists 

i. On-campus formation is not very good 
ii. Formation for alternative delivery programs is at least as good 

iii. Formation may be better in the alternative dehvery programs 
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b. The Possibility of a New Engagement with the Broader Church Culture. 

Numbers of faculty members and administrators (and the LCMS denominational leaders) 

mentioned to me that the alternative delivery programs of the three seminaries have done 

much to engage (or re-engage) the institutions with the broader church. For instance, one 

Concordia administrator admitted that most seminaries, "even seminaries tightly tied to a 

denomination, are highly out-of-touch with what is going on and are at risk of becoming 

irrelevant within their own communities." He believes that the newer approaches to 

education - distance education, continuing education, lifelong learning - are the ways in 

which seminaries can "re-establish ties to the church community." 

One Fuller faculty administrator echoed this sentiment. He thought that Fuller's 

alternative delivery programs have forced the seminary "to do something that we are not 

naturally inclined to do, and that is to keep on engaging with the church." There will 

always be a tension in seminaries between scholarship and ministry, he acknowledged. 

What extension does is that it keeps faculty "walking in that tension." 

Much of the story of Concordia Seminary's involvement with the DELTO 

program and the Ethnic Immigrant program demonstrates the tension between 

maintaining the extremely high academic standards that Lutherans traditionally expect of 

their seminary graduates with the new realities of small, rural churches that cannot afford 

and will never attract a seminary-trained graduate ~ as well as the newer challenges of 
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Hispanic congregations and Ethnic immigrant congregations. Engaging the church, 

and being responsive to a denomination, require tough choices for seminaries. 

c. The ReaUtv of Competing Seminarv Cultures. One of the most striking 

examples of how alternative programs can clash with on-campus culture is the reaction of 

Concordia Seminary faculty members to the 1989 decision by the Synod to permit the 

licensing of lay deacons. One administrator explained to me that Concordia faculty 

members "immediately raised the objection that this was contrary to the confessions of 

the church." As he further explained, the Lutheran Church does not have a tradition with 

deacons. The "Wichita Deacons" don't really fit [the decision to approve licensed lay 

deacons was made at a national convention in Wichita, Kansas]. This mindset has made 

faculty reluctant to structure its DELTO program to give these licensed lay deacons - and 

others with non-traditional backgrounds - maximum flexibility in pursuing theological 

education. Their requirements for entrance into the original DELTO program followed 

the 35-10-2 rule: a candidate had to be 35 years old, with at least 10 years of significant 

involvement in a congregation, and a minimum of two years of college. "That cut out 

[most] people from doing it," explained this administrator. 

As I have discussed previously in this paper, at Fuller seminary the original 

culture clash was over whether that seminary should be doing extension at all. As one 

faculty member explained it, the sense among the School of Theology faculty was that 

training lay people in a "Fuller Lite" program was tolerable, but the idea of offering real 

seminary degrees was unthinkable. "They wanted to be the Harvard of the Evangelical 



246 
world, so it would not have flown to offer degrees [off-campus]," this faculty member 

explained. 

A current faculty administrator at Fuller commented that, while he believed the 

impact of the alternative programs on the home campus was a "great thing," he 

recognized that his view was not shared by others, who "would say, 'It's a dangerous 

trend. It's watering down the Fuller degree and, eventually, the Fuller name.'" One 

Fuller administrator believes that there is some "real tension" about extension, 

particularly from certain professors in the School of Theology who "feel that it has really 

changed the mission of Fuller and changed the nature of education at Fuller." One of 

those SOT faculty members was blunt about his sentiments: "It's the tail that wags the 

dog." 

However, another SOT faculty member - using a metaphor of yeast and leaven -

said that the alternative delivery programs have sensitized the Pasadena campus to the 

idea that nontraditional students, both in Pasadena and in the extensions, are already in 

ministry. "We're equipping them more to continue their ministry successfully and 

effectively. It's an equipping model and not [a] front loaded [model]." The equipping 

model does not apply only to the extensions, he added, but also to students attending the 

Pasadena campus. 

A different faculty administrator at Fuller spoke about the different frames of 

reference of the faculty in the School of Theology. Some of them, he noted, graduated 

from schools of theology in the 1950s or 1960s, and their frame of reference for a 

seminary education is a "small place, where you have students engaging with the faculty, 
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and it is kind of a community of scholars." Fuller is not like that, this person 

explained. It has grown so large, both on the Pasadena campus and in the extension 

and distance programs (including the D. Min programs) that it is not possible to conceive 

of seminary education from this "small place" framework. 

Comparing this worldview of seminary education to the worldview of those at 

Fuller who are supporters of the extension and on-line programs, this faculty 

administrator further explained his understanding of the different frames of reference. 

For many faculty members in SOT, he related, their "whole life is scholarship, and many 

of them have never been a pastor. The extension [program] is not a world of scholarship; 

it's a world of ministry, and the students who come to extension are really focused on 

ministry, not on scholarship." 

A different Fuller faculty administrator spoke to the issue of culture change from 

a slightly different angle. Speaking of Fuller's growth from three hundred students to 

over four thousand in the past thirty years, he explained that the seminary has moved 

from an exclusive, high quality, intensive program that drew from "mainly white, male, 

mainstream, intellectually-focused" students to more of a "democratization of theological 

studies." Fuller's expectations are different, he explained, than they were in the 1950s 

and 1960s. "We no longer require or expect students to have a particular background in 

philosophy or theology in order to be admitted to the [M. Div] program. The 

"democratization of theological studies" has changed the culture of Fuller Seminary. 
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D. SECTION THREE: THE IMPACTS ON FEMALE SEMINARIANS 

One area of impact that interested me particularly was the impact of alternative 

delivery programs on female seminarians on both the home campus and in any distance 

program or extension site. I included a question about the impact on female seminarians 

specifically, in order to elicit responses from faculty members and administrators about 

the issue. 

Fuller Seminary accepts women into all of its seminary programs - including the 

Master of Divinity (M.Div.) program, which is the primary degree program for those 

desiring to pastor. What makes it possible for Fuller to do this is its multi-

denominational character. However, neither Concordia Seminary nor Covenant 

Theological Seminary, for theological and denominational reasons, admit women into 

their Master of Divinity programs because women cannot be ordained to the pastoral 

ministry in their respective denominations.^^ Given this basic difference, the impacts of 

alternative delivery programs on females are likely to be different at the three seminaries 

- and especially between Fuller and the two denominational seminaries. I next will 

discuss the impacts of the alternative delivery programs on female students at the three 

seminaries, begirming with Fuller Seminary. 

However, at Covenant Seminary there are a few women admitted to the M.Div program, but they do not 
take some of the preaching courses offered to the men. 
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1. Female Students at Fuller Theological Seminary 

Fuller supplies graduates to a wide range of denominations, who ordain them to 

ministry. Some of the denominations ordain women, and some do not. Female 

seminarians that choose to attend Fuller know they can apply for ordination in a number 

of denominations - such as the Assemblies of God, the American Baptist Church, and the 

Presbyterian Church U.S.A. (not the same as the PCA). During my interviews. Fuller 

faculty members and administrators told me that many women come to them from 

denominations that do not ordain women, and some of these females later affiliate with a 

different denomination - in order to be ordained. Some choose to remain in their 

denominations and serve in what ways they can. 

How did Fuller Seminary come to attract women in substantial numbers? One 

faculty member, who also had attended Fuller for his M. Div degree, told me that when 

he graduated in the early 1970s, "I doubt that there were more than a half dozen women" 

on campus. In 1975, the seminary decided to sponsor a major Evangelical women's 

conference on campus ... "and then we started getting women. That's been wonderfully 

refreshing." Fuller Seminary's openness to female seminarians coincided with the 

decisions by a number of American denominations in the 1970s to allow women to be 

ordained. One of the largest Presbyterian groups - the Presbyterian Church USA (or 

PCUSA) - encourages women's ordination, and Fuller has enjoyed a long and mutually 

beneficial relationship with PCUSA. 



Women attend Fuller Seminary in large numbers. For example, on the home 

campus in Pasadena in Fall 2003, 689 of 1792 students were female (38.4%). In the 

core M.Div program, 138 of 539 students were female (25.6%). In all of the programs 

offered in Pasadena by the School of Theology, 316 of 1032 students were female (30.6). 

The School of Intercultural Studies (formerly the School of World Mission) attracted a 

slightly higher percentage of women (35.5%) to all its programs. 

Women are the majority in the two seminary programs in Fuller's School of 

Psychology - one in Clinical Psychology and the other in Marriage & Family. For 

instance, in the Clinical Psychology program, 145 of 227 students (63.8%) were female 

in Fall 2003. In the Marriage & Family program, 84 of 127 students were female 

(66.1%). 

What impact has Fuller's alternative delivery programs had on female 

enrollment? For Fuller's five extension sites, with a total enrollment in Fall 2003 of 852 

students (306 FTE equivalent), 359 students were female (42.1%) - a higher percentage 

than the 38.4% found on the Pasadena campus. On the Menlo Park extension in Northern 

California, almost 45%) of all students were women, while 42% of all students at the 

Colorado extension were female. 

For the other alternative programs, the pattern is similar - with one major 

exception. For example, in the Individualized Distance Learning (IDL) program, which 

is the former correspondence program enhanced by audio-visual and some on-line 

learning components, 89 of 223 students (39.9%) were women. The newest delivery 

system. Fuller Online, has a total female enrollment of 13 students out of 49 total 
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(26.5%). The School of Intercultural Studies rans its own distance programs with a 

total enrollment of 50 students, of which 21 are women (42%). 

The major exception to the alternative delivery programs having a substantial 

female enrollment is the Doctor of Ministry programs (D. Min). As noted previously in 

this dissertation, the D. Min programs at Fuller are huge. There are a total of 1390 

students taking D. Min degrees in various subjects - through the School of Theology as 

well as the School of Intercultural Studies. Of this number (1390), only 78 are female 

(5.6%) - by far the lowest percentage of women in any of Fuller's programs. 

Several facts account for this low number. First, since the D. Min degree is a 

professional doctorate that builds on the Master of Divinity degree - and because many 

women attend Fuller who do not pursue the M. Div degree - those women are not 

"eligible" to take the D. Min program. Also, I can speculate that women who do enter 

the ordained ministry believe that earning a D. Min will not be helpful to them in their 

profession. Perhaps females who enter the ordained ministry do not follow the same 

career paths as their male counterparts (Carroll, Hargrove, & Lummis, 1983; Charlton, 

1997; Finlay, 1996a; E. C. Lehman, 1980), or are discouraged or prevented from doing so 

- as the feminist literature and conflict literature in sociological theory suggests (Collins, 

1994; Finlay, 2003). 

I recall here some of the literature to which I referred in Chapter 2 concerning the 

experiences of women in theological seminaries, and in their ministerial careers. Boyd 

and Brackenridge's work (1992) on the experiences of women clergy in the PCUSA 

denomination is relevant here for two reasons: one, the PCUSA has had longer 
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experience with female clergy than most other mainline Protestant bodies; and 

second, Fuller Seminary has a long relationship with the PCUSA, and many female 

seminarians at Fuller choose to affiliate with this denomination. 

A final reason for the disparity in the percentage of females in the Fuller D. Min 

programs has to do with the large number of Korean students who pursue the D. Min -

almost all of whom are male. For instance, of 540 students in the Korean D. Min 

program, only 14 are females (2.6%). Of 126 Korean students in the School of 

Intercultural Studies' D. Min program in Global Ministries, only 4 students are female 

(3.2%). 

No doubt, there is a cultural (ethnic) reason why so few female Koreans take the 

D. Min program; however, the numbers are not significantly lower than non-Korean 

female enrollment in the D. Min. Not counting any of the Korean students, the 

percentage of females in all the D. Min programs rises to 8.3% ~ still well below the 

other Fuller programs, and campus counts (Fuller Theological Seminary, 2003 Fall 

Enrollment Report). Clearly, the low Korean numbers skew the data on female 

participation in the Fuller D. Min programs, but not that much. 

As one of the largest, if not the largest, Protestant seminaries in the U. S., Fuller 

Theological Seminary also can count the highest number of women seminarians among 

its student body. From the enrollment data given above, it is clear than women are 

broadly represented in all of Fuller's Schools and degree programs - with the exception 

of the D. Min programs, for the reasons cited. The alternative delivery programs appear 

to reflect similar percentages of female enrollment, compared to the Pasadena campus. 
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As these alternative programs grow, one could predict a continued rising enrollment 

for female seminarians at the seminary. 

2. Female Students at Concordia Seminary. 

For both Concordia Seminary and Covenant Theological Seminary, the numbers 

and percentages of female seminarians are much smaller than at Fuller Seminary. For 

instance, at Concordia Seminary for the Winter Quarter 2004, only 44 out of 807 total 

students were female (5.4%). Thirty-three of the 44 women were in the MA program, 

with the others scattered in a handful of other programs and special programs. 

The Deaconess program, however, is beginning to grow. In the Lutheran Church-

Missouri Synod, Deaconesses serve in institutional settings (hospitals, nursing homes, 

prisons), in church settings (as ministers to children, women, youth), and in social 

services agencies. In addition, LCMS deaconesses can serve in missionary contexts, both 

in the United States and abroad. Concordia's M.A. Deaconess program, starting with 

only two students the first year (2002), added nine more students the second year (2003) 

for a combined total in the two-year program of 11 students. According to the program 

director, 11 more have been accepted already into next year's program. In the Hispanic 

Institute, which is a non-degree certificate program, there are an additional 15 women 

studying for the Deaconess program. 

With the changes to the Deaconess program coming (i.e. the M.A. in Deaconess 

Studies, a non-academic degree), the program director at Concordia ~ as well as other 

administrators and faculty members ~ believes that the program is primed to grow 
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substantially. Also, should the Synod approve an on-line version of the program, as 

is the plan, the attractiveness of the Deaconess program will grow. The program 

director, in a telephone interview, shared that the Deaconess program at Valparaiso 

University (a pan-Lutheran institution) switched to a wholly on-line program two years 

ago, and is quite successful. Concordia Seminary hopes to compete head on with that 

distance program for Deaconesses. 

3. Female Students at Covenant Theological Seminary. 

At Covenant Seminary there are more women enrolled than there are at 

Concordia. In all programs for credit, there are 239 women out of a total head count of 

860 students, or 27.7%. Among full-time students, women make up 21.6% ~ or 74 out 

of 342 students. On the home campus in St. Louis, there are only 15 females out of 257 

total students in the Master of Divinity program. However, among the 41 full-time 

students in the M.A. in Theology program, 24 are female (58.5%). The female presence 

is even more marked in the Master of Arts in Counseling (MAC) program, where 35 out 

of 39 total full-time students are female (89.7%). 

It is among part-time students that the numbers of females is highest. In all part-

time programs, females are 165 out of 518 students, or 31.8%. Of the 187 part-time 

students in the M.A. in Theology program, 90 are female (48.1%). In the M.A. in 

Counseling program, where 55 students study, 40 are female (72.7%). A little more than 

half of the 42 students who are in the part-time Certificate program are female (22). 
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However, the M. Div. program, where 87 students are studying, only 11 are female 

(12.6%). 

As in the LCMS denomination, the Presbyterian Church in America (PCA) does 

not ordain women to the ministry, but women are eligible to fill many roles in local 

churches for which seminary training is an asset. From my interviews with Covenant 

faculty members and administrators, I learned that women often are found in local 

churches as the directors of children's ministries, youth ministries, women's ministries, 

small-group Bible studies, and related outreaches. 

Overwhelmingly, Covenant administrators and faculty members are supportive of 

efforts by the seminary to recruit a larger number of women. Recent efforts in 

developing a Master of Arts in Counseling have aided that recruitment effort, as has the 

Access program. But most of those I interviewed at Covenant see the real growth in 

female student numbers coming from the new Master of Arts in Educational Ministries 

(MAEM) degree program, which the seminary will offer both on-campus, and through 

the Access delivery system. 

One Covenant faculty member predicted that anywhere from two-thirds to ninety 

percent of all the students in the new program will be females, and he was excited about 

that prospect. Speaking of the PCA's stance against the ordination of women, this 

professor stated, "We can't just say that women can't do these things [be ordained, 

preach, etc.]. We've got to say what women can do, and give them the opportunities to 

utilize their gifts in ministry. Another faculty member thought that most people in the 

PCA denomination would be pleased to see more females attending the seminary and 
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preparing for ministry in their local churches. He agreed with others on campus that, 

in addition to the growth in female seminarians coming through Access and the 

Counseling program, the MAEM would give a significant boost to female enrollments in 

the next few years. 

As I will articulate more thoroughly in Chapter 5, the feminist literature in 

religion and theological education - coming out of the conflict tradition in sociological 

theory - will take a different perspective on these patterns of female enrollment in the 

three seminaries. I will await that later discussion, but it is appropriate here to at least 

mention this literature (Boyd & Brackenridge, 1992; Carmody, 1991; Charlton, 1997; 

Chopp, 1995; Cornwall Collective, 1980; E. C. Lehman, 1980; Stevens, 1989). 

This concludes my review of the impacts of alternative delivery programs at the 

three seminaries on female seminarians. The final area of impact on which this study 

focused is the impact of the alternative delivery programs on spiritual formation - both 

on the students in the alternative programs and the implications for students on the home 

campus. I now turn to a discussion of these impacts. 
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E. SECTION FOUR: THE IMPACTS ON SPIRITUAL FORMATION 

As I noted previously in Chapter 1, theological seminaries are interested not 

merely in passing along knowledge of Scripture, theology, and Church history to their 

students, but also maintain a keen interest in developing (forming) character - those 

values and habits that are necessary in the life of a pastor and spiritual leader. The phrase 

most often used to identify these values and habits is spiritual formation. 

When asked about the impact of the alternative delivery programs on spiritual 

formation - and also how spiritual formation is accomplished for students in such 

programs — administrators and faculty members at the three seminaries provided 

responses that tended to cluster into two groups. I have decided to employ metaphors 

once again to identify those persons who reflected these two distinct perspectives on 

spiritual formation. The metaphors are The Essentialists and The Contextualists. As the 

reader would expect. The Essentialists are those respondents whose statements reflected 

the belief that the essence of the spiritual formation relationship is between students and 

the core, full time faculty of the seminary (who are located, for the most part, on the 

home campus). These persons reflected skepticism concerning the ability to "do" 

spiritual formation adequately in the alternative delivery programs - primarily because 

many or most students have little contact with the home campus and, thus, with the full 

time faculty members. The Essentialists could not accept that mentors, adjunct faculty 

members, video tapes, correspondence materials, and Web pages were effective 

substitutes for "rubbing shoulders" with full-time faculty members. 
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The other respondents, The ContextuaUsts, thought that there were ways for 

alternative delivery programs to do effective theological formation in context - i.e. in 

a manner at least comparable to the spiritual formation provided to students on the home 

campus. These respondents tended to emphasize the many relationships that students 

have that help them to form spiritually - in addition to full time seminary faculty 

members. I begin this section with a discussion of the views of The Essentialists. 

1. The Essentiahsts 

Numbers of individuals on the three seminary campuses expressed concerns about 

how much spiritual formation actually is going on among their extension and distance-

learning students. One Fuller faculty member described to me the model against which 

seminaries tend to evaluate the alternative programs. It is the classical model of young, 

just-out-of-college, full-time, residential students enrolled in a Master of Divinity 

program. In this model, the total seminary enrollment would be from 150-200, with a 

core faculty of about ten to fifteen persons. In such a setting, seminary professors "have 

each student for multiple classes. They know their strengths and weaknesses. They 

know their character [and] know their spirit. They pray together, and they play together, 

and they study together." 

Holding up the alternative delivery programs of the three seminaries in this study 

to such a model gives one pause about the ability to do the kind of spiritual formation that 

can be done in the smaller, more intimate setting. From my interviews with 

administrators and faculty members, I heard many individuals express concerns about 



259 
whether spiritual formation can be done well, if at all, in the nontraditional programs. 

However, usually the concerns were directed at on-line and individualized study 

(correspondence) programs, rather than at extension programs. There appears to be a 

growing acceptance ~ especially from those faculty members who have taught in 

extension - that spiritual formation "happens" among those students. I will return to this 

theme in the section on The Contextuahsts. For now, I will concentrate on concerns 

expressed by administrators and faculty members about individualized programs -

whether correspondence or on-line. 

For one Covenant faculty member, part of the spiritual formation process for on-

campus students is the "spontaneity" of the unplanned moment, the casual encounter on 

the sidewalk or the stairwell. "You lose that," he explained, in the Access program. For 

him, this is an important point of contact between faculty members and seminary 

students. For the distance students at Covenant, the mentors are substitutes for the 

faculty members - in many cases - in terms of making that personal contact with the 

student. 

One administrator at Fuller Seminary acknowledged, "I think [the faculty 

members] are concerned about how much distance learning you can do and still have 

some degree of spiritual formation. This is not quite like a mathematics class. How do 

you assess spiritual maturity in a student (at a distance]?" One faculty member supported 

his assertion: "In the School of Theology, there is a lot of reservation [about] how you 

can do spiritual formation on-line. We're going to have to think creatively as to how you 

create [an] environment in which you can do that on-line. 
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Another SOT faculty member said that, in his judgment, the best way to do 

that was to employ the cohort model - which is exactly what the administrators of the 

Fuller distance learning operations have done with the new Master of Arts in Global 

Leadership (MAGL) program. For one half of the program, students in the MAGL 

program will study at a distance from the campus - and will be connected to each other 

and to faculty members and mentors in an interactive Internet environment. Also, these 

students will come to the Pasadena campus several times during the first half of the 

program to meet face-to-face with each other and with their professors and mentors. 

At Covenant Seminary, some individuals were not pleased with the level of 

spiritual formation in the original design of the Access program. As one administrative 

staffer commented, "It [was] not possible to accomplish the objectives" the seminary had 

set for the formation of its distance students. Expressing the sentiment that the seminary 

"[has] to be extremely intentional about it," this staff member noted that Covenant 

administrators have redesigned the Access program for more community building, more 

interaction between students and faculty/mentors, more interaction between students, and 

the requirement of three, one-week residential experiences for all Access students. A 

number of individuals at Covenant expressed to me their pleasure at how these 

adjustments have worked to address some of the spiritual formation issues that had 

lagged under the previous iteration of the program. 

There is an interesting anecdote about the communal activities required in the 

Access program. One administrative staff person told me that students on the St. Louis 

home campus who take one or more Access courses for convenience object to having to 
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participate in the on-line discussions and other required community-building features. 

"They do not understand the formational aspect[s]," this staffer explained, and "why 

we require these other things [i.e. chat rooms, contact with the course mentor, etc.]. She 

described it as "an ongoing struggle" with on-campus students to encourage them to take 

advantage of these new forms of community building and formation. However, the off-

campus students are "hungering for the fellowship" of regular contact with other students 

and mentors. Their participation is much easier to encourage. 

2. The Contextualists 

The persons whom I am calling The Contextualists share, in general, a positive 

view of the ability of seminary administrators, faculty, and support personnel to build 

community and "do" spiritual formation for students in the alternative delivery programs. 

Three distinct themes emerged from my review of the interview transcripts concerning 

these perspectives: a) that spiritual formation is not very good for on-campus students; b) 

that spiritual formation can be done intentionally and successfully for students in 

alternative delivery programs; and c) that, when compared, the level of spiritual 

formation and community building sometimes is better among the extension and distance 

students than among the on-campus students. The following discussion will deal with 

each of these three themes in order. 

a. Weaknesses in Spiritual Formation for On-Campus Students. At all three 

seminaries, I heard complaints from faculty members and administrators about the 

weakness of community-building and spiritual formation efforts on the home campus. 
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One administrator at Concordia seminary admitted that the faculty mentoring 

program that has been in place for several years remains "hit and miss." Some 

faculty members take it seriously, and some hardly participate. Another Concordia 

administrative staffer thought the reason why spiritual formation was so hard to achieve 

for the on-campus students was that they have been "displaced" from their home spiritual 

communities, and now they have to start "all over again." 

A Fuller professor in the School of Theology, when addressing the "classical 

formation model" as outlined previously in this section of the paper, admits that Fuller 

Seminary cannot do that kind of community building and spiritual formation anymore, 

due to Fuller's size and complexity. "We can't compete with that kind of education," he 

acknowledged. 

A related reason for the lack of community and spiritual formation is the nature of 

the Fuller student body on the Pasadena campus. Many are not full-time M. Div students 

- as the classical formation model would anticipate. Just as in the extensions, many of 

the Pasadena students are part-time, working, married, with children, and active in a 

ministry in their local church. "The reality is," the faculty member quoted above went on 

to say, "that the great majority of students come [to campus], take a course, and leave. 

There is no formation that happens other than in the hour of that particular class." As he 

surveyed Fuller's success in spiritually forming its on-campus students, this faculty 

member concluded, "... so the number of persons we are meaningfully helping for the 

formation for their personal character, their spirit, their emotion is actually quite small." 
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A Covenant faculty member had just come back to his office from teaching a 

class when I interviewed him. As the discussion came around to the topic of 

formation and community building, he said to me that there were almost one hundred 

students present in his morning lecture. The implication, of course, was that it is difficult 

to build community in those large settings. The quality of formation "is hard to assess for 

the on-campus students too," he concluded. 

Another reason for the difficulty in addressing spiritual formation for the full-

time, traditional, on-campus students has to do with their youth and lack of real-world 

experience. As one Covenant faculty member said, "[A] 25-year old M. Div student has 

not been in the church yet. They don't know what they don't know. You can only go so 

far in spiritual formation with a traditional student." He believes that the older students 

"go deeper quicker" in their questions and their applications of course content to real life 

situations, because they have a context into which to put the information. 

Another faculty member at Covenant spoke in terms of how the younger, full-

time, on-campus student takes a different approach to learning than does the older, 

second-career student who already is in ministry. As he explained, "our [on-campus] 

M. Div students tend to grapple with issues more cognitively." For other types of 

students, they approach learning with their hearts, more affectively, and "apply what they 

have learned to life's situations. A third faculty member told me that the average 25-year 

old does not bring "a whole lot to the table in terms of ministry experience." Many don't 

realize that they don't know it all. They need "some of the edges knocked off by the 
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faculty, they "need some hard questions" asked of them, [questions] they cannot 

answer, to humble them a little bit. 

b. Successful Spiritual Formation for Students at a Distance. If there is 

fhistration among some seminary faculty and administrators about how well they do 

community building and spiritual formation for the on-campus student, there is growing 

confidence among others that they can design models in the alternative delivery programs 

to do those things for off-campus students. Specifically, several of the interviewees 

mentioned mentors, on-line discussions, and residency experiences as three approaches to 

build community and support spiritual formation. 

As for mentors, all three institutions employ them to support their distance 

students. "We try to be very intentional about [formation] through our mentor-student 

relationship," one administrative staffer at Covenant explained. At Concordia, one staff 

member stressed; "the mentor's job is not to teach the information, [but] to contextualize 

the information to the student [for] his spiritual life as well as his ministry." Another 

administrator at Concordia called the mentors the "critical component" of the distance 

programs because they are in a better position to help students grow spiritually. 

Again, at all three seminaries, distance students have the opportunity to conduct 

on-line chats and engage in threaded discussions with each other, with mentors, and 

sometimes with faculty members. Many students "get to know" each other on-line first, 

before meeting face-to-face at the required on-campus residencies. As one Covenant 

faculty member put it, "The [Access] students have interacted by Internet, and have 

known each other's names in [chats]. But then to meet one another, it takes [the 
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relationship] to a new level. I've heard that comment [from Access students] again 

and again." 

Each of the three seminaries has added residency components to their distance 

learning programs. Not only does this allow the institutions to meet the accreditation 

requirements of the Association for Theological Schools (ATS), but the seminaries' 

actual experiences with the residencies have convinced faculty and administrators that 

this component is crucial to their goals for community building and spiritual formation. 

Covenant Seminary administrators and faculty mention the "camaraderie," the 

"personality," the "laughter," the "joking," the "meals together" as positive expressions 

of the residency weeks. Several faculty members mentioned that they looked forward to 

the weeks when the Access students came to St. Louis - because it was so much fun. 

c. Comparing Formation for On-Campus and Off-Campus Students. A number 

of interviewees at all three campuses remarked that most of the off-campus students 

already find themselves in spiritual communities and have alternative avenues for 

spiritual formation. One Concordia administrative staffer said, "the [distance] student is 

not taken out of his spiritual home community. He is still in it.. ". A Fuller faculty 

administrator believes the extension classroom is a "second, churchly community" for 

them - a "spiritual sub-community for them." 

Another Fuller faculty administrator, when speaking of the extension students, 

commented "One of the reasons I'm in favor of [extensions] is that we can keep people in 

ministry while they are studying." The other reason reveals a key perspective of those 

who believe off-campus students are in a better position to build community and to form 
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spiritually: "So, you don't have the responsibility [as a seminary] of creating 

community for them, because they should [already] be in one." His conclusion is that 

"the issue of spiritual formation in extension is less [of] a problem than it is for the 

students on-campus." One Fuller faculty member cited a consultant's findings that 

extension students in his seminary were more satisfied with their formation experiences 

than were on-campus students." 

Many of the individuals I interviewed liked the fact that students in the extensions 

and in the distance learning classes remained in their local church contexts where they 

continued to pursue their ministries while benefiting from the communities to which they 

belong already and from which they draw spiritual strength and fulfillment. This was one 

of the original goals of the Theological Education by Extension approach developed in 

the 1960s and 1970s - to keep students in their home ministry context (Harrison, 1970; 

Kinsler, 1974, 1978a, 1980; Ward, 1974; Weld, 1973, 1974; Winter, 1973). One Fuller 

faculty member who teaches regularly in extension told me, "what I teach on Saturday, 

they put into practice on Sunday." Another faculty colleague said much the same thing 

when he acknowledged that the "sense of community is way higher than any class on 

campus. This is not a theoretical class that they are taking; this is not for the interesting 

data that you file away, but it is much more related both to the person and [his] work." 

In addition to distance students remaining in their spiritual communities, other 

factors often cited by interviewees for why students in extension have better community 

include: 1) the smaller class sizes in extension, 2) the fact that students take classes 

together over and over, and 3) the fact that they spend long hours together in class, eating 
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lunch, and in fellowship. "It simply works better" for building community," one 

Fuller faculty member explained. This same person brought up the very intentional 

efforts of the Fuller Seattle extension to create "alternative structures for spiritual and 

character development," including retreats, worship together, and required community 

building opportunities. On average, he concluded, "the average M. Div person in the 

Seattle program had far more spiritual formation emphasis than the average M. Div 

person on the Pasadena campus." 

It is not surprising then, that there are discussions underway in Pasadena about 

how to "replicate" the cohort models from Fuller's distance learning and (cohort-like) 

extension programs on the main campus. As mentioned earlier in this chapter, some 

Fuller faculty are openly discussing how to bring together voluntary "affinity groups" 

built around denominational traditions, ethnic identification, etc. in cohorts in the on-

campus Master of Divinity program. What required residencies and on-line chats do for 

off-campus students, cohorts (perhaps combined with some on-line interactions) could do 

for on-campus students. 
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F. CHAPTER SUMMARY 

In this chapter, I have summarized the findings of the data I gathered from faculty 

members, administrators, and denominational leaders at three Protestant seminaries that 

engage in the alternative delivery of theological education. First, from the interview data 

I reviewed administrator and faculty perspectives on why their seminaries are involved in 

alternative delivery. Second, I examined administrator and faculty perspectives about the 

general impacts of alternative delivery programs on their institutions. Third, I 

summarized interview data and enrollment figures to assess the impacts of these 

programs on female seminarians at the three institutions. Finally, I reviewed the 

perspectives of faculty and administrators about the impacts of alternative delivery 

programs on spiritual formation at the three institutions. 

When appropriate, I developed metaphors to capture particular perspectives about 

some aspect of alternative delivery. Throughout the chapter, I organized faculty and 

administrator (and some denominational leader) perspectives around themes that I saw in 

the interview transcripts. There are many shared perspectives among the three seminaries 

- despite differences in size, denominational affiliation, and program. However, some 

issues seem to be more relevant to one or more of the three seminaries, depending on 

local context. 

hi the final chapter, I will assess the findings from this chapter in light of the 

higher education and seminary literatures, and in light of the three frameworks that I 
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outlined in Chapter 1: 1) Institutional Culture; 2) Issues of Prestige and Status; and 3) 

Issues related to the Market (Academic Capitalism). 
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CHAPTERS: CONCLUSIONS 

A. INTRODUCTION 

As Chapter 4 illustrates, seminary personnel give multiple reasons for having 

gotten involved in the alternative delivery of theological education, and they perceive that 

their institutions experience multiple impacts from decisions to employ such programs. 

What meaning can I give to these perspectives? Also, how best can I understand the 

multiple impacts on the seminaries that result from their involvement with alternative 

delivery programs? 

The purposes of this chapter are: 1) to discover meaning in the perspectives of 

administrators, faculty members, and denominational leaders toward the alternative 

delivery of theological education at Fuller, Concordia, and Covenant seminaries; 2) to 

evaluate the findings from Chapter 4 in light of the three conceptual frameworks outlined 

in Chapter 1; 3) to address the Research Questions given in Chapter 1, to see whether ~ 

and to what degree ~ they are answered in this dissertation; 4) to evaluate the research 

design and implementation of this research in light of the research findings, in order to 

see whether other approaches might have yielded better information; 5) to suggest the 

implications of this study for other seminaries that may be involved in the alternative 

delivery of theological education; and 6) to suggest the implications of this research for 

the practice of higher education broadly defined - apart from any implications for 

theological seminaries. 
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My first purpose is to discover meaning in the numerous perspectives on the 

alternative delivery of theological education provided by administrators, staff 

members, faculty members, and denominational leaders affiliated with the three 

seminaries in this study. I begin the next section with this search for meaning as it relates 

to the major findings of this study. 
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B. SECTION ONE: MAJOR FINDINGS AND THE DISCOVERY OF MEANING. 

After reflecting on the vast quantity of information gathered in this study -

especially from the interviews ~ I have concluded that the following items (in no 

particular order) are the major findings of this study: 1) some faculty and administrators 

at the three seminaries in my study, but certainly not all, view alternative delivery 

programs as "the answer" to a number of their current needs, problems, interests, and 

pressures; 2) Theological Education by Extension (TEE) does not get the credit it 

deserves for influencing current U.S. seminary activities related to the alternative 

delivery of theological education; 3) as Pfeffer and Salancik (1978) suggest is true of all 

organizations, theological seminaries are dependent on external environments for many 

of their critical resources; 4) in some cases, alternative delivery programs develop 

educational models that can benefit the traditional programs on the home campus - such 

as cohort groups and improved formation programs; 5) for the three seminaries in this 

study, alternative delivery programs contribute positively to the increase of female 

students in various programs; and 6) alternative delivery programs impact theological 

seminaries in numerous ways - organizationally, technologically, academically, 

operationally, culturally, etc. I will examine each of these major findings in turn, 

beginning with how alternative delivery programs are viewed by faculty, administrators, 

and (some) denominational officials. 
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1. Are Alternative Delivery Programs "The Answer?" 

The first major finding from this study is that some Fuller, Concordia, and 

Covenant personnel believe that alternative delivery programs are the right programs at 

the right time to advance many of the current organizational needs and interests of their 

seminaries (and of the denominations that sponsor the latter two institutions). From what 

I heard in the interviews, seminary administrators and faculty members must reflect on, 

and respond to, questions such as these: 

How do we fulfill our mission of educating and training pastors and other 
church leaders, given the current environment? How do we respond to 
denominational pressures? How do we respond to the needs of large 
churches and their pastors, and to extraordinary local needs? How do we 
stabilize the finances of the seminary? How do we grow our enrollments? 
How do we become less dependent on full-time students? How do we 
reach out to the cries for help from our international constituencies? How 
do we increase the seminary's "presence" and name identification -and 
enhance our reputation - attracting quality students and financial support, 
and thereby strengthening the institution? How do we "get the jump" on 
our competitors? How do we maintain our market share in a competitive 
seminary environment? How do we secure our future? And how do we 
do all these things at the same time"? 

From the perspectives of many of the administrators, faculty members, and (a 

few) denominational leaders at the three seminaries, it seems that one way these 

institutions have decided to answer questions such as those above is to pursue various 

alternative delivery strategies: by offering correspondence courses utilizing traditional 

and audio-visual materials; by utilizing computer-assisted distance education and on-line 



274 
experiences; by launching extension centers away from the home campus; and by 

offering non-degree programs, etc. 

In the language of systems theory, alternative delivery programs appear to be a 

potentially successful means by which to translate (convert) the inputs (pressures, 

interests) from the external environment - and from the seminary itself ~ into outputs 

(decisions, academic programs) that relieve the pressures on the institution ~ thereby 

allowing it to maintain its equilibrium (survival and health). 

Developing, launching, maintaining, and growing alternative programs - and the 

systems by which to deliver them ~ create stresses, to be sure. These stresses (or 

"feedback" in the language of systems theory) equate to what I have called "impacts" in 

this paper - such things as the need for seed money to launch new alternative programs, 

changes in organizational structure, shifts in operations, effects on seminary culture, and 

burdens on academic decision-making, among others. 

However, not all seminary personnel held the same perspectives toward 

alternative delivery programs. As I have noted in the methodology chapter, the way I 

obtained my sample (by approaching first those academic personnel who manage the 

alternative programs, and by asking them for the names of "others" who know about the 

programs) certainly biased the results in the direction of persons favorable to alternative 

delivery models. Despite this approach, I did manage to interview persons - primarily 

faculty members, particularly at Fuller Seminary - who were not supportive of their 

institution's efforts in this regard. As some of the answers to the interview questions 

outlined in Chapter 4 reveal, some of this lack of support was deep and emotional. 
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Among their specific concerns had to do with academic quahty (including the 

qualifications and capabilities of some of the adjuncts), and the sense that the nature 

of a "good" theological education was being lost. 

2. TEE as an Unacknowledged Model for Alternative Delivery Programs. 

A second major finding of this study relates to the apparent impact of the 

Theological Education by Extension (TEE) efforts, and the literature that those efforts 

spawned in the late 1960s and 1970s, on theological educators in U.S. seminaries. As I 

mentioned in the literature review in Chapter 2, TEE was an effort by one Presbyterian 

seminary in Guatemala to expand beyond its residential campus to reach many more 

students for the same expenditure of resources. As I noted in that chapter, "TEE seems to 

have provided a spark to creative thinking about new models of theological education, 

not only in the Third World, but also in the United States." One of the creators of the 

TEE approach - Ralph Winter - ended up on the Fuller Seminary faculty in the early 

1970s as a professor of world missions, and Fuller's first efforts in distance education 

followed shortly thereafter - a correspondence effort out of the School of World Mission. 

As I also remarked in Chapter 2, conceptually the goals of TEE in Latin America 

are substantially the same as the goals of programs for the alternative delivery of 

theological education in the U.S. Among the key concepts of the TEE model are: 1) the 

possibility of training many more students with the same expenditure of resources; 2) the 

financial savings to both prospective students and the seminary by teaching students at a 

distance; 3) reaching a greater number of mature students - those who caimot relocate to 
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the main campus; and 4) the abihty to teach students in the local ministry context, 

instead of removing them from it. 

As the findings in Chapter 4 indicate, the perspectives of seminary personnel at 

Fuller, Concordia, and Covenant seminaries reflect each of the four TEE themes 

identified above. Even though only one interviewee specifically mentioned TEE to me 

(someone at Fuller), many faculty members and administrators reflect the principles of 

TEE as they speak to issues involved in the alternative delivery of theological education. 

TEE appears to be the model for many of the alternative delivery programs at the three 

institutions in this study, but it is an unacknowledged one. 

3. The External Control of Seminaries. 

Based on the conceptual framework of "resource dependency," as outlined by 

Pfeffer and Salancik (1978), theological seminaries are dependent upon their external 

environments. Environments are unstable, and that creates "turbulence" for the 

institution. For seminaries, forces in the external environments that impact it include 

such things as competition from other seminaries for the same students, denominational 

pressures, societal and technological changes, broad economic conditions, and changes in 

the leadership needs of local churches that each seminary serves. 

Some of these are the very things that administrators and faculty in the three 

seminaries refer to as the "needs" to which their institutions are responding with respect 

to alternative delivery programs. Other forces come from broader environmental 

pressures on the institution. Again, in the language of systems theory, taken together 
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these forces are the "inputs" to the seminary "system." The system must "translate" 

those inputs into "outputs" successfully in order to maintain the stability of the 

system. 

To a large extent, seminaries are dependent on the external environment. Other 

organizations (denominations, churches, groups of pastors, competing seminaries) 

impinge on the seminary's autonomy. Environmental forces (economic, social, religious, 

technological) impact the seminary as well. As Pfeffer and Salancik (1978) argue, 

organizations work to reduce turbulence and lessen dependence on the external 

environment. The long-term goal of every organization is to obtain autonomy, or 

independence, and institutions achieve this by removing dependence upon resource 

providers (p. 261). 

However, for Concordia and Covenant seminaries, it is not possible for them to be 

free of influence from their denominations; in some ways, they are "in" the same 

organization. Fuller Theological Seminary, even though it does not deal with the same 

denominational factors, still must respond to the demands of its external envirormient. 

All three seminaries, to use Pfeffer and Salancik's (1978) language, are externally 

controlled. The resource dependency framework has much to offer in helping to explain 

the responsiveness of Fuller, Concordia, and Covenant to forces in their external 

environments. 

A related issue in Chapter 4's findings is the focus on institutional mission 

expressed by many seminary persormel in the study. Faculty members, administrators, 

and staff frequently mentioned that their responses to the "needs" of churches, second-
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career students, ethnic groups, extraordinary local situations, etc. was right in line 

with the seminary's mission. These perceived needs were consistent with the 

organizational mission in most cases. Not to respond, in a sense, was to violate the 

seminary's mission. To a remarkable extent, what Pfeffer and Salancik (1978) call 

"external control," seminary administrators, faculty members, and staff internalize as a 

guiding principle in operating the organization. For these institutions, the distinction 

between external and internal is blurred. 

4. Transfer of Learning from Alternative Programs to Traditional Programs. 

Another key finding of this study is evidence for learning transfer from alternative 

programs and delivery systems back to the home campus and its traditional programs. As 

Chapter 4 reveals, at Fuller Seminary there is serious internal discussion about borrowing 

the cohort model used by the Seattle extension center and by the new Master of Arts in 

Global Leadership (MAGL) degree program and introducing it on the Pasadena campus 

in some way. One of the newer faculty-administrators at Fuller told me of his surprise 

when he learned from a colleague that the original plan of the Seattle cohort program 

was to "pilot it" for reintroduction to the Pasadena campus. Only now is the Pasadena 

campus seriously implementing its plan from almost twenty-five years ago concerning 

the cohort model. 

As my narrative in Chapter 4 related, the interest in borrowing the cohort model 

for the Pasadena students has much to do with the perceived benefits of the model for 

community-building efforts and, thus, for spiritual formation. Of those persons I 
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interviewed at Fuller, many believe that the group cohesiveness of the extension 

classes is much stronger than it is in a typical classroom on the Pasadena campus. It 

is intriguing to speculate about the impact of introducing cohort groups into the Master of 

Divinity 

(M. Div) program at Fuller. As one person described it, the Pasadena campus - due to its 

diversity and complexity - has numerous opportunities to create (voluntary) "affinity 

group" cohorts from racial and ethnic groups, gender groups, and from among different 

denominations and theological traditions (Reformed theology, Charismatics, 

Pentecostals, et al). 

Another indication of learning transfer came from anecdotal references of 

seminary personnel who told of on-campus faculty members beginning to inquire about 

borrowing some of the technology and pedagogical approaches from the distance 

programs for their traditional classrooms. Related to this anecdotal information is the 

fact that some of the newer faculty members and administrative staff members at all three 

institutions are using the newer technologies and approaches to teaching because those 

elements were part of their own graduate programs, and they already are comfortable 

with them. Clearly, there are beginnings of learning transfer from the alternative 

programs to the traditional programs. In the same way, those newer (and often, younger) 

faculty members who already are familiar with new technologies have fewer concerns 

about "borrowing" some approaches and technologies from the alternative programs. 
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5. Alternative Delivery Programs and Female Enrollment. 

Both Covenant and Concordia seminaries are about to take significant steps to 

launch or re-tool programs to appeal more directly to female seminarians -and this is one 

of the more significant findings of this dissertation. As outlined in the Chapter 4, the 

Deaconess program at Concordia Seminary, and the Master of Arts in Educational 

Ministries (MAEM) degree program at Covenant Seminary, both promise to increase 

substantially the number of female seminarians enrolled in degree and non-degree 

programs at those institutions. While the female numbers at Covenant and Concordia 

seem paltry ~ compared to the large numbers of females at Fuller Seminary ~ the 

significance of the two programs for the LCMS and PCA denominations cannot be 

overstated. 

Given the historical traditions of these two conservative Christian denominations 

not to ordain women to the (preaching, or Word & Sacrament) ministry, I cannot 

overemphasize the importance of the decisions taken by these institutions to sponsor new 

programs aimed directly at giving seminary-level theological education to females. I will 

return to this finding later in this chapter, in the section on implications for seminaries 

and denominations. 
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6; Alternative Delivery's Multiple Effects on Theological Seminaries 

As I have outlined in Chapter 4, alternative delivery programs impact theological 

seminaries in numerous ways - organizationally, technologically, academically, 

operationally, culturally, etc. I suspect that no one at any of the three institutions could 

have predicted the multitude of impacts that their institution's decisions to launch, 

sustain, and grow programs for the alternative delivery of theological education would 

have on the seminary. Probably the thing that affected me most when interviewing 

faculty members at Covenant Seminary was their frustration over one single aspect of the 

Access program - the open-ended time that Access students had to finish their courses. 

Term papers and other assignments would "show up" in the faculty mail boxes, and 

faculty members would not know what "semester" the student has been enrolled. 

Sometimes, they did not even know the student was enrolled in one of their Access 

courses. The devil truly may be found in the details! 
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C. SECTION TWO: EVALUATING THE THREE CONCEPTUAL FRAMES 

Applying the three conceptual frames (e.g. pursuit of prestige and status; 

institutional culture and mission; and market behavior/Academic Capitalism), I conclude 

that evidence exists in the perspectives of seminary personnel (the findings) to justify 

only the latter two frames as possible explanations of the motivations of seminaries to 

launch and sustain programs in the alternative delivery of theological education. Any one 

frame by itself is not sufficient to understand the complexity of perspectives offered by 

seminary personnel. Taken together, however, the institutional culture and mission 

frame, and the market behavior/Academic Capitalism frame, provide the beginnings of a 

comprehensive framework with which one could begin to understand why a theological 

seminary decides to get involved with alternative delivery programs. 

1. The Pursuit of Prestige and Status. 

I found minimal evidence for the pursuit of prestige and status as a possible 

motivation for institutional behavior with respect to decisions to launch and sustain 

programs for the alternative dehvery of theological education - and that only at Fuller 

Seminary. At Fuller, several individuals commented that a previous administration had 

been committed to making that seminary a "presence" in the Evangelical world. As one 

faculty member stated about (the late) president David A. Hubbard, his interest in 

growing the extension network was to "build a power base" for the institution - so that 

Fuller could be a "flagship" in the Evangelical community. A second faculty member 
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believed that a number of his colleagues saw the extension programs as prestigious 

for the seminary, although he himself did not. These were the only two mentions of 

prestige and status of any length in all of my interviews - even though I asked a specific 

question about it. 

Neither at Concordia nor at Covenant did I find individuals who explained their 

institutions' interest in alternative delivery programs as motivated by the desire for 

prestige and status. Each institution has at least one "peer." For Concordia, its peer 

institution is the only other Lutheran Church-Missouri Synod seminary in Ft. Wayne, 

Indiana. For Covenant, while there is no other Presbyterian Church in America (PCA) 

seminary against which it "competes," there are a number of other seminaries that train 

future PCA ministers - some of which, such as Reformed Theological Seminary - offer 

substantial programs by alternative delivery. Yet, not one person I interviewed at 

Covenant Seminary mentioned that their institution was involved in alternative delivery 

in order to "compete" with or "keep up" with some other institution. In other words, 

notions of prestige and status did not seem to be a factor at either Covenant or Concordia 

- and seemed to be minimal considerations at Fuller Seminary. Thus, I must conclude 

that the conceptual fi-amework of prestige and status does not seem to explain decisions 

taken at the three institutions in this study to get involved in the alternative delivery of 

theological education. 
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2. Institutional Culture/Mission. 

I discovered a good deal of support for this explanation of seminary behavior in 

the interview data. As I outlined in Chapter 4, many individuals at all three seminaries 

believed that programs for the alternative delivery of theological education were right in 

line with the missions of their institutions. Some commented that these programs were a 

new way of achieving the mission of the seminary, while a few believed that the 

alternative programs actually reflected a new mission for their institutions. Preparing 

pastors and other leaders for service to the church is the mission at all three institutions, 

and those persons I interviewed all took this mission seriously. Many, but not all, framed 

their alternative delivery programs in the context of the institutional mission. Some 

faculty members at Fuller Seminary, as we noted above, were exceptions to this pattern. 

Institutional mission both reflects institutional culture and shapes institutional 

culture. In many ways mission is a self-reinforcing cultural phenomena. Institutional 

culture runs deep. Changing institutional culture - and changing institutional mission - is 

not an easy task. Perhaps these reasons help explain the opposition to, or caution about, 

alternative delivery programs that a number of individuals at Fuller Seminary and 

Concordia Seminary expressed in their interviews. 

a. Fuller Theological Seminary. Faculty members in the School of Theology 

(SOT) at Fuller are the prime deliverers of the "core" program at that institution - the 

Master of Divinity (M. Div) degree. As several individuals expressed it in Chapter 4, 

many of these SOT faculty members are committed to a "classical" approach to the M. 
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Div program - similar to the approach many (if not most) of them experienced when 

they attended seminary. This classical approach is understood as three years of full 

time study for the M.Div. degree on the Pasadena campus - where almost all of the full-

time faculty members are resident. Their commitment to this classical approach to the 

Master of Divinity degree for seminarians is a cultural commitment, as well as an 

intellectual commitment. This explains the reluctance of many of them to "water down" 

the Fuller degree by offering all or parts of the M. Div by extension, or through courses 

offered by Individualized Distance Learning (IDL, formerly the correspondence 

program).^*^ These alternative approaches violate their cultural sense about how future 

pastors should be educated and trained. 

Despite such views, with the approval of Fuller's accrediting bodies the seminary 

now offers the full M. Div degree at three of its extension centers: Seattle, Phoenix, and 

Northern CaUfomia (Menlo Park). With the aid of cohort models and intentional efforts 

at community building and spiritual formation. Fuller Seminary has broadened its 

institutional understanding about where pastoral education can take place. As a number 

of Fuller personnel suggested in interviews, the quality of this education appears to be 

high. Some Fuller faculty members - and a number of administrators and staff - believe 

the extension classes to be of better quality than the Pasadena classes. The smaller size 

of the classes, students taking many classes together in cohorts, and the fact that many 

extension students already are in ministry and bring their own life experiences to learning 

The School of Theology limits the number of IDL courses that students can apply to a master's degree to 
four. 
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- all these are reasons given for why pastoral education and formation works at least 

as well, if not better, in the Fuller extensions. Of course, many of the faculty in the 

School of Theology think "otherwise," and continue to support a more traditional 

approach to obtaining the M. Div. Degree. 

I believe these perspectives reflect a battle over institutional mission and culture 

at Fuller with respect to how the seminary offers pastoral education. To some extent, a 

"culture war" continues to rage between factions on the Pasadena campus - and between 

certain Pasadena factions and those who work in the alternative delivery programs -

about the efficacy of educating and training pastors and others by extension or on-line. 

However, given the growth of the alternative delivery programs for three decades, the 

cultural trend surely is in the direction of those who support these alternative delivery 

models. The "cultural borrowing" that may take place between the extensions and the 

home campus ~ with respect to developing cohorts and "affinity groups" for some 

Pasadena courses or programs - reflects this cultural shift. However, intellectual and 

cultural commitments die hard, and the ongoing "culture war" between those who favor a 

classical approach and those who believe pastoral education can, and should, be done in 

new ways will not be decided for many years. 

b. Concordia Seminarv. Similarly, Concordia Seminary faculty members are 

committed to a particular way of educating future Lutheran Church-Missouri Synod 

(LCMS) pastors - three years of fiill-time residential classroom study with a full year of 

Vicarage (i.e. a paid practicum in a LCMS congregation) included. This is not merely an 

institutional commitment, but also appears to be a denominational commitment. As one 
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LCMS denominational leader explained to me, when addressing the "extraordinary" 

local circumstances that require different approaches to ministry training, "But, 

having said that, we as a church - it is fair to say - are committed to the classic approach 

to theological education." 

LCMS denominational culture is committed to this classical approach, which 

helps explain the slow emergence of alternative programs for educating and training 

"Word and Sacramenf pastors. As several individuals at Concordia admitted, the high 

standards initially established for the DELTO program, and also the on-campus 

alternative Certification program, reflect faculty opposition to lowering the classic 

standards for pastoral education in the LCMS. In some ways, this commitment to such a 

high standard makes the existence of the Hispanic histitute and Ethnic Immigrant 

Institute programs even more remarkable -given that both are aimed at individuals with 

no college education, or with some college, but whom will be certified for ordination 

upon completion of these alternative programs. I heard no discussion at Concordia of 

taking the Master of Divinity degree "on-line," or of offering it in alternative formats. 

This silence also reflects, I believe, the institutional and denominational (cultural) 

commitment to the classical approach to pastoral education. 

c. Covenant Theological Seminarv. Adherence to classic ministerial education 

also reflects the influence of institutional and denominational culture at Covenant 

Theological Seminary. As in the LCMS, the Presbyterian Church in America (PCA) 

requires the Master of Divinity degree in order for men to be ordained to the public 

ministry. With this standard as the denominational "given," Covenant works within this 
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framework to provide theological education to future pastors who live away from the 

home campus in St. Louis. Using its extension sites and Access delivery program to 

provide M. Div courses, Covenant has been successful through the years in using 

alternative delivery programs as "feeders" to its on-campus M. Div program. 

Given Covenant's commitment to the Access delivery system, it is possible that 

the seminary one day could offer a much larger percentage of its M. Div program on-line 

and through cohort models, supplemented by regular campus residencies. The 

institutional culture at Covenant appears to be supportive of such a broadening of 

approach. The experience that Covenant will gain through its newly approved Master of 

Arts in Educational Ministry (MAEM) degree program offered through Access should be 

invaluable in the event that the seminary decides to broaden its M. Div offerings at a 

distance. 

d. The Evangelical Impulse in Seminarv Education. As I have noted above, their 

broader denominational cultures influence both Concordia and Covenant seminaries with 

respect to 1) the education of men only for the ordained ministry; 2) the high educational 

standards (the M.Div as the minimum level of education, in most cases) set for men who 

wish to pursue the public ministry, and 3) that the M.Div program should be a residential 

experience for the aspiring pastor (i.e., that spiritual formation issues are important, as 

well as intellectual formation). With respect to these three issues, both the Lutheran 

Church-Missouri Synod and the Presbyterian Church in America are in agreement. In 

addition. Fuller Theological Seminary - despite its status as a multi-denominational 
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institution - prepares men (and women) for the ordained ministry in the "classical" 

approach (i.e., the residential M.Div) for a variety of Protestant denominations. 

A related question is this: What is the influence of the broad Evangelical 

Protestant religious culture on the two Evangelical institutions in this study (Fuller and 

Covenant)? Specifically, what influence does Evangelicalism have on programs for the 

alternative delivery of theological education at these two institutions? 

As I noted in Chapter 2, many observers of Evangelicalism point to the "activist" 

element of this movement as an important differentiation with "Mainline" Protestantism. 

Marty (1981) speaks of the mandate of Evangelicals to evangelize others. To 

"evangelize" means to actively share the Good News of Jesus Christ - with individuals in 

one's community, with neighboring communities, in one's nation, and overseas. Clearly, 

Evangelicalism's activist culture is one of its defining characteristics. Another important 

aspect of this "impulse" is that evangelism is not the prerogative or obligation of the few 

clergy, but the obligation and privilege of all Evangelical believers. Consequently, 

Evangelicalism places a high value on Scriptural and theological education for laypersons 

of all types. Theological education cannot be limited, as Evangelicals understand it, 

merely to the ordained clergy. 

It is this aspect of the Evangelical impulse that may impact theological seminaries 

such as Fuller and Covenant. Both institutions take their Evangelical commitments 

seriously. They reflect an activist religious culture - one that motivates these institutions 

to reach out to proclaim the Gospel through the theological education of laypersons and 

(prospective) clergy. To withhold theological education from those who desire it, to the 
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Evangelical mind, is incomprehensible. It is a violation, in several ways, of Christ's 

command to "go into all the world and preach the Gospel." Whereas the more 

cautious, conservative LCMS culture has acted as a brake on that seminary's alternative 

delivery programs, I believe that the Evangelical impulse of both Fuller and Covenant 

seminaries actively propels these institutions into alternative dehvery projects, hi some 

ways, they cannot help themselves. Their Evangelical culture(s) almost require them to 

be aggressive in finding ways to provide theological education to laypersons and 

(prospective) clergy. 

3. Market Behavior/Academic Capitalism 

There is some evidence in the interview data that supports the Market Behavior 

and Academic Capitalist framework in helping to explain the behaviors of the three 

seminaries vis-a-vis alternative delivery programs. As I noted in Chapter 4 in the 

discussion of the "Bottom Liners," administrators, staff members, and faculty members 

all are aware (some more than others) that alternative delivery programs have the 

potential of bringing substantial revenues to the institution. Perhaps the biggest surprise 

to me in the interview process was the relative paucity of comments about the financial 

implications of alternative delivery programs. While a couple of people at Fuller 

mentioned that over one million dollars ($1 million) per year flows to the regular budget 

fi-om the alternative programs, others did not mention it at all. Many indicated their lack 

of knowledge about the specific financial arrangements between the programs and the 

main Pasadena budget. Surely the basic information about the size of the "contribution" 
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from the extensions, the D. Min programs, etc. to the Pasadena budget is common 

knowledge among faculty members, staff, and mid-level administrators. I can only 

conclude that in "proper" academic culture, it generally is not appropriate to discuss 

money ("filthy lucre" for seminary types) in discussions about motivations for 

institutional actions. I suspect this remains true especially when institutional actions (i.e. 

the creation of successful alternative delivery programs) bring a healthy revenue return to 

the home campus' budget. 

Similarly, at Covenant and Concordia seminaries, few individuals shared much 

about the financial prospects for the emerging alternative programs. Most expected they 

would pay for themselves and help pay some campus overhead. Only a couple 

individuals predicted they would make money for their institutions -or be "cash cows," in 

the language commonly expressed. Again, I point to cultural reasons - academic culture 

specifically - to explain why many seminary personnel remain reluctant to discuss - even 

in general terms - the financial expectations and results of alternative delivery programs. 

My sense is that individuals are somewhat embarrassed that some of their academic 

programs actually "make money." If the million-dollar figure at Fuller Seminary is even 

close to accurate, their alternative delivery programs make lots of money. 

4. Other Useful Theoretical Frameworks. 

As I mentioned in Chapter 1 on the limitations of this study, it is possible that 

theoretical frameworks other than the three I selected could explain better the reasons 

why seminaries get involved in the alternative delivery of theological education. As I 
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noted earlier in this chapter, the systems approach, or systems theory, is one 

framework that might help explain the reasons why seminaries choose to develop 

alternative delivery programs. The systems approach in some ways acts as a "meta-

framework" that is capable of folding-in the three frames that I chose to employ in this 

study. 

As sketched earlier, a systems approach views all the external pressures on 

seminaries (from churches, denominations, competing institutions, economic & social 

factors, etc.), as well as internal factors (mission, institutional culture, enrollment & 

budget pressures, etc.), as the "inputs" to the decision-making system. As the seminary 

wrestles with all the internal and external forces, it makes decisions to "translate" the 

forces into "outcomes" that, it hopes, will relieve the pressure and return the institution to 

equilibrium. 

For this dissertation, at least some of the "outcomes" are the alternative delivery 

programs. From a systems viewpoint, decisions to launch and sustain alternative delivery 

programs can "translate" the inputs of the system into acceptable outputs - thus 

maintaining system equilibrium. I believe the systems approach is a solid framework for 

helping to conceptualize, if not explain, seminary decisions and behavior with respect to 

alternative delivery programs. 

A second framework that I could have employed in this study is some form of 

Political frame - particularly a version that deals with leadership and power. There is 

some evidence from the interview data that key "actors" (both individuals and 

institutional) played an important role in getting seminaries involved in the alternative 
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delivery of theological education. For example, at Fuller Seminary in the early 

1970s, some trustees and influential pastors apparently pushed for the first extension 

sites in order to address issues of lay theological education. These "actors" could be 

viewed either as individuals or as institutional actors (because of the institutional "roles" 

they play - especially the trustees). As I have noted elsewhere, one Fuller faculty 

member believes that former President David A. Hubbard saw extensions as one way to 

"build a power base" in his desire to make Fuller Seminary a "flagship" in the 

Evangelical world. This language is political, and a Political approach to a study of 

alternative delivery programs would focus more specifically on leadership and power 

issues. 

Again, at Covenant Seminary, several people credited pastors of large churches 

for encouraging that seminary to begin its first extension classes - the forerunner of the 

Access program. Similarly, at Concordia Seminary, evidence from the interviews points 

in the direction of substantial political pressure from the Sjniod, denominational leaders, 

pastors, and others external to the seminary for its decisions to launch the DELTO 

program, the on-campus Certification program, and the programs offered by the Hispanic 

and Ethnic hnmigrant institutes. Certainly, some form of Political framework would be 

relevant to this study of seminary decision-making in the areas of alternative delivery 

programs. 

A third theoretical framework that one could apply to this study is a 

Commimications framework. As I sketched in Chapter 4, several Fuller individuals 

commented on how the extension programs, in particular, serve as a way to "get Fuller's 
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name out there." Making Fuller a "presence," or making it a "flagship" institution 

relates not merely to motivations for prestige and power, but also reflect a 

communications strategy for the institution. This is similar to the "Promotions and 

Marketing" theme that I identified in Chapter 4. As one Fuller faculty member 

commented, "So in Seattle, we're the Evangelical presence in town; [also] in San 

Francisco [Menlo Park]; we are the school that is known as the Evangelical presence in 

Phoenix and Colorado Springs." To a large extent, the Fuller extension centers - as well 

as Fuller Online - serve as tools to communicate the Fuller "name" and "presence" far 

beyond its home campus in Pasadena. This is the reason why I beUeve a 

Communications framework also is applicable to this study. 

A fourth theoretical framework that could be applied to this study is a 

Sociological framework - particularly those sociological approaches whose primary 

interests concern the experiences of "marginalized" people in organizations and society. 

Examples of such persons in this study could be older students, second-career students, 

married students with families, women, students representing minority and ethnic groups, 

rural students ~ or students from small towns, small churches, or poorer churches 

generally. Many of the students who enroll in the alternative delivery programs 

identified in this study would fit one (or more) of the classifications listed above. Some 

of the specific programs identified in this study - such as the Deaconess programs and 

the Hispanic Institute programs at Concordia Seminary, and the Master of Arts in 

Educational Ministries program at Covenant Seminary - are directly aimed at such 

students. 
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Within the various Sociological traditions, there would be various ways of 

interpreting the data (especially concerning women and ethnic groups) found in this 

study. Some of the older, traditional sociological approaches - Durkheimian, Structural-

Functionalism, Utilitarianism, and Systems theory - probably would view the data in this 

study in a way that would minimize any reference to social conflict and would view a 

seminary's efforts to reach out to new groups and types of students as a way to enhance 

and strengthen the social system of the seminary and of any sponsoring denomination. 

However, those Sociological traditions that tend to emphasize power and social conflict -

such as Marxism, Weberian individualism, and Feminism - would view the data much 

differently (see Collins, 1994). 

For example, as I noted in Chapter 4, there is a striking reduction in the number of 

women in Fuller Seminary's Doctor of Ministries (D. Min) programs, as compared to the 

number and percentage of women enrolled in other Fuller programs. Given the different 

conflict traditions, there would be different interpretations of why women do not enroll in 

greater numbers in the D. Min program. One view would be that women, indeed, hit a 

"stained glass ceiling" (see Finlay, 2003). The D. Min - the final professional degree for 

a person in pastoral ministry - would not be useful for women whose careers tracks had 

stopped prior to reaching a senior pastor's position in a medium-sized or large church. 

There would be no reason for them to get the D. Min, according to conflict theory. Such 

a theory would emphasize the male-dominated power structures of denominations and 

local congregations, and would see systemic inequality as a means of maintaining male 

control over status, privilege and access to them. 
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As for the other Fuller programs, women are "over represented" in the School 

of World Missions and the School of Psychology - given their overall numbers in the 

institution. The conflict approaches to Sociological theory would view this as some form 

of marginalization - discouraging women from taking the "core" academic program (the 

M. Div) housed in the School of Theology. Instead, women are encouraged to study for 

roles that are more acceptable in conservative Protestant circles - counseling, 

psychology, educational ministries, children's ministries, etc. 

Similarly, conflict sociological theory would view Concordia Seminary's program 

for Deaconesses as a way to marginalize them from the dominant power structures of the 

LCMS denomination, and they would view Covenant's outreach to women in its Master 

of Arts in Educational Ministries program the same way. As for the Hispanic Institute 

and Ethnic Immigrant Institute programs at Concordia, the conflict theories would view 

them as systematic ways of marginalizing these groups from the dominant white 

hierarchy of the LCMS. Thus, instead of viewing the alternative dehvery programs as 

progressive efforts to reach out to persons who have been shut out of access to a quality 

seminary education, the conflict traditions would emphasize the continued 

marginalization of such persons from the core seminary programs - by keeping women, 

ethnic minorities, rural and poorer students, etc. in different academic programs that will 

not have the same "status" as the core M. Div program, and will not enable most of these 

students to pursue career paths that will take them into the power structures of their 

denominations. As for the financial benefits of these alternative delivery programs. 
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conflict theory would see these women, minorities, older adult students, and others as 

the "cash cows" who are being "milked" by the seminaries. 

These are very different interpretations from the ones I heard articulated by the 

faculty members, administrators, and others I interviewed for this study. In fact, the 

interpretations provided by those I interviewed were universally opposite to what the 

conflict sociological traditions suggest. If the conflict sociologist traditions are correct, 

then these faculty members and administrators are either lying outright or hiding 

something, or are totally unaware of their own motivations and intentions, or have been 

duped by others who have their own agendas for the alternative delivery programs. 

Of course, I found very few administrators or faculty members who would discuss 

openly the financial impacts of the alternative dehvery programs, and I have speculated 

that the reason is that is not "proper" to discuss such matters as "filthy lucre" in a 

spiritual and academic setting - especially to an outsider. Perhaps there is a parallel 

concern not to discuss with this researcher, and in depth, issues related to internal 

conflict, women in ministry, ethnic groups, and related issues that would be of interest to 

conflict sociologists. Much more focused research would be required to fully understand 

these issues. 
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D. SECTION THREE: ANSWERING THE RESEARCH QUESTIONS. 

As discussed in Chapter 1, this study has four research questions. In condensed 

form, they are: 1) Why did these seminaries decide to pursue the alternative dehvery of 

theological education? 2) What are the impacts of these alternative delivery programs on 

the home campus? 3) What are the impacts on female seminarians?; and 4) What are the 

impacts on spiritual formation? I believe the data I provide in Chapter 4 addresses the 

four questions and provide at least partial answers to them. 

To summarize, when I asked individuals at the three seminaries the "Why?" 

question, I received responses ranging from "Meeting Needs," to "Mission" to "Money" 

to "Marketing & Promotions," among other responses. There appears to be a range of 

responses to the "Why?" question. Taken together, however, these responses provide a 

composite view of why the three seminaries decided to create programs for the 

alternative delivery of theological education, and to sustain them over time. 

As a researcher, I am fully aware that not everyone I interviewed was "around" 

when their institutions decided originally to launch correspondence programs or 

extension sites. Even if persons had been members of the community during the start-up 

phase(s), they might not have been privy to the motivations of administrators, trustees, 

and other campus decision-makers. However, the perspectives of faculty and 

administrators remain important to understanding institutional culture - even if those 

perspectives are "reconstructions" of reality and history. 
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The second research question asks: What are the impacts on the institution 

(i.e. the home campus)? The responses given by seminary personnel to this question 

range from impacts on enrollments & finances to the seminaries' organization, 

operations, & personnel, to academic impacts, to impacts on seminary culture. The 

quantity and breadth of perceived impacts on the seminaries provides strong evidence 

that the findings of this study address this second research question. Overall, I was 

impressed with the ability of seminary personnel to understand the range of impacts that 

the creation of alternative delivery programs have on their institutions, hi particular, 

administrators and administrative staff members understood the many practical, 

technical, and organizational impacts caused by the creation and operation of alternative 

programs. But faculty members also understood many of these same effects - such as the 

problems encountered at Covenant Seminary due to non-standard semesters for non-

traditional students, and not knowing when such students had been enrolled in their 

courses. 

The last two research questions concern the specific impacts of alternative 

delivery programs on two areas of seminary life: female seminarians and spiritual 

formation. As for female seminarians, institutional enrollment and interview data 

provides substantial evidence about the impact of the alternative delivery programs on 

female seminarians - including their enrollments in both traditional and alternative 

programs. As the enrollment data indicate, females make up a large percentage of all 

programs at Fuller Seminary, with the exception of the D. Min program (as discussed 

previously). Women students are a small, but growing, percentage of the student bodies 
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of both Concordia and Covenant Seminaries, and those percentages are Hkely to 

increase substantially with the adoption of specific programs targeted to women 

students at these two institutions. 

Yet, there is a broader impact that alternative delivery programs have for female 

seminarians - both on the home campus and in off-campus programs. As the number and 

percentage of female seminary students increases, there likely will be a change in campus 

dynamics and campus culture. At the Pasadena home campus of Fuller Seminary, when 

38.4% of the students walking around are female, the impact is visually clear, obvious, 

and immediate. But for Concordia and Covenant, the impacts are not as noticeable -

although from the perspective of Covenant personnel they are emerging. Increasing 

numbers and percentages of female students at these latter two institutions will continue 

to change campus dynamics and culture. Personnel at Covenant seem to understand that 

likelihood, whereas administrators and staff at Concordia do not yet face the potential 

cultural impact at their institution - given the small number of females on the home 

campus. Should the Deaconess program at Concordia Seminary ever be offered totally as 

a "distance" program ~ which would permit females to remain at home while pursuing 

the degree (or non-degree, if in the Hispanic or Ethnic institutes) program ~ then the 

home campus of Concordia in St. Louis might not ever see a significant cultural change 

on the home campus, even if total female enrollment increased. Yet, in the broader 

institution, and in the denominational culture, changes might be more evident. 

Similarly, interview data results provide some evidence to address the question of 

the impact of alternative delivery programs on spiritual formation - both with respect to 



the non-traditional programs and in comparison with on-campus programs. However, 

evidence for spiritual formation is sketchy and anecdotal for all three seminaries. 

Personnel at all three institutions seem unsatisfied with how they "do" spiritual formation 

on-campus, and are willing to learn from the (necessarily) more intentional efforts at 

fostering formation in the alternative programs. One of the intriguing possibilities of the 

alternative programs is the transfer of learning about how better to do community 

building and spiritual formation for the home campus and its traditional programs. 

It was beyond the scope of this research to gather detailed information on how the 

three seminaries actually go about fostering spiritual formation for their students. It 

seemed to me that, for the most part, the three institutions simply "expected" formation to 

"happen" on the home campus as students rubbed shoulders with faculty and with each 

other. There were some modest efforts in place at Concordia for students to be with 

faculty members in groups as they prepared for their vicarages and for graduation. 

However, I was told in interviews that this practice was quite uneven among faculty 

members - some of whom thought it was not "part of their jobs" to spend hours and 

hours with individual students or groups of them. 

At Fuller Seminary, I was told in one faculty interview that the home campus in 

Pasadena did almost nothing in the area of formation for its students - the size of the 

student body not permitting an intense treatment of formation. It was this same faculty 

member who told me about the idea to "import" from the Seattle extension the student 

cohort model (which included an intentional formation component) to the Pasadena 

campus. This faculty member thought that dividing the entering classes of M. Div 
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students into cohorts and keeping them together for most of their classes for a year or 

two would go a long way toward improving the spiritual formation of Fuller's 

students. 

One question that cries out for further study is what the formation experience is 

for students in all of the alternative programs at the three seminaries. As I noted in 

Chapter 4, students at Fuller's extension sites often take classes with the same students 

over and over - at least giving the students the opportunity to "connect" with each other. 

In addition, since the classes are smaller, there exist better opportunities for students to 

get to know each other, and to make personal contact with other students over time. A 

related question is this: is spiritual formation a product of the community in which 

students find themselves, or is it a product of the institution's "program" of spiritual 

formation? Or, is it some combination of both, or might it include other factors? These 

are important questions, and deserve further study. 

Given these brief summaries of this study's findings with respect to the four 

Research Questions, I conclude that this research has made a good start in addressing 

certain aspects of the four questions. I would have been interested to see detailed 

financial records for the alternative deUvery programs discussed in this study, but the 

administrators did not want to share that information - except to make some broad 

statements about "breaking even," or, in Fuller Seminary's case, that the programs put 

"about a million dollars" into the regular campus budget. 

As I mentioned above, the impacts of the alternative programs on spiritual 

formation is sketchy and anecdotal, from the interview data. One would need to conduct 
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a focused, in-depth study of what actually goes on in both on-campus and off-campus 

(alternative) programs to begin to get a detailed perspective of how spiritual 

formation "happens" at each of the three seminaries. Similarly, the impact on female 

seminarians of the alternative programs would require a researcher to conduct a 

longitudinal study of these women - following them through seminary and into the first 

(and second, and third) career moves to see what happens to them in their careers, their 

ministries, and their personal lives. Such a study would be similar to the longitudinal 

study done by Charlton (1997) entitled Clergywomen of the Pioneer Generation: A 

Longitudinal Study. 

Clearly, it would have been possible for me to formulate other questions, and the 

data that I compiled from the interviews, in particular, offers the prospects of further 

inquiry in alternative delivery programs and other aspects of seminary practice and 

culture. However, the four Research Questions are important ones for an exploratory 

study such as this one. They provide a foundation on which I can build for future 

research. 
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E. SECTION FOUR: WHAT I LEARNED CONDUCTING THIS RESEARCH. 

In conducting this study, I became aware of many practical issues related to 

qualitative research. One practical issue is the large quantity of time it takes to organize 

and conduct interviews, to arrange for help from a transcriptionist to type-up the recorded 

interviews, and the amount of work it takes to read through each transcript several times 

to "understand" what the interviewers say and to code their comments into appropriate, 

meaningful categories. At the same time, I learned a great deal about the breadth and 

depth of information that a researcher can gather from qualitative interviews. 

When I originally planned this study, I intended to select one seminary at which I 

would interview approximately 30 individuals. This approach would have given me a 

depth of information that I did not achieve by conducting a multi-site study. However, I 

am pleased with the results of the multi-site approach for several reasons. First, the three 

seminaries find themselves at three different stages in the development of their alternative 

programs. Fuller has thirty years' experience with correspondence and extensions; 

Covenant has a dozen years' experience with extensions and correspondence, while 

Concordia has somewhat fewer years' experience with DELTO and its newer non-degree 

programs. I think it was good for this study to hear the perspectives of administrators, 

faculty, and staff at the three institutions given the "ages" of the programs. Fuller's 

mature extension program permits perspectives not possible at the other two schools. 

Yet, if I had focused only on Fuller, for instance, I would not have "heard" perspectives 
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about the straggles at Concordia and Covenant to begin new alternative programs. I 

am glad that I did a multi-site study. 

Second, the multi-site approach exposed me to three different seminary cultures, 

and different denominational and religious traditions. As the discussion earlier in this 

chapter details, denominational and institutional cultures of the three institutions affect 

how the seminaries approach ministerial education and alternative delivery. I might not 

have understood that fully had I pursued a single-site study. 

A third issue with which I struggled, related to a single-site study and the "depth" 

it would have given, is my choice to do a case study rather than a phenomenological 

study. As I outlined in Chapter 3, the methodological choice to pursue a 

phenomenological approach would have required longer interviews, and a significant 

increase in time "in the field." However, it also may have provided more "depth" -

particularly if I had pursued a single-site for the interviews. I believe such an approach 

would have been helpful - particularly if I had selected Fuller Theological Seminary for 

the study - given that seminary's thirty-year history in offering alternative programs. A 

focus on one site, in depth, would give me better insight into the history of the programs 

at one seminary. That approach also would give me the ability to increase the sample 

size at one institution -thereby making possible a random sampling approach rather than 

the intensive, snowball, and opportunity sampling approaches I pursued for this study. 

As I have noted previously, the sampling approach I used biased the results toward those 

who would tend to be supportive of the alternative delivery programs. 
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F. SECTION FIVE: IMPLICATIONS OF THE FINDINGS FOR SEMINARIES & 
ALTERNATIVE DELIVERY. 

In addition to the major findings I outlined earlier in this chapter, there are a 

number of implications of the findings from Chapter 4 for seminaries involved in the 

alternative delivery of theological education. I will discuss six of them in the sections 

that follow. 

1. Getting into Alternative Delivery vs. Staying in. 

First, seminaries get involved in alternative delivery for many reasons. The issues 

for each seminary probably are different, and the reasons for staying involved in 

alternative delivery efforts also change over time. Regardless of the reason(s) Fuller 

Seminary got involved in its first correspondence and extension efforts, the reasons for its 

continuing involvement in alternative delivery programs are many: financial, promotions 

& marketing, power & prestige, "reach," enrollments, etc. The same will be true for 

Covenant and for Concordia seminaries. 

2. Alternative Delivery Programs Will Change Seminaries. 

Second, alternative delivery programs will change seminaries in numerous ways. 

As the interview data outlined in Chapter 4 suggests, alternative delivery programs affect 

almost everything about a seminary: its organization, decision-making, operations, the 

kind of personnel hired, enrollments, finances, pedagogy, and its culture. Seminaries 

considering getting into the alternative delivery "business" should not do so unless they 
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understand that such programs cannot be "peripheral" to the institution. Over time, 

and in a substantial way, they will work to change the institution in many ways. Any 

seminary - indeed any higher education institution - that is thinking about launching 

alternative delivery programs will need to be aware that the entire institution will change 

in numerous ways when such programs achieve any size at all. This implication deserves 

intensive study all its own. What are the factors that require institutions to change their 

operations, etc.? How large do alternative programs need to be - both in actual numbers 

and in percentages of the (traditional) student body - before changes become necessary, 

or obvious? 

3. Alternative Delivery Programs are Tools to Extend the "Reach" of the 
Seminary. 

Third, alternative delivery programs give seminaries a unique tool to extend the 

"reach" of the seminary beyond the home campus - affecting its name identification, its 

enrollment, its "presence" in many communities and churches. In marketing terms, it is a 

proactive approach to marketing rather than a reactive, passive approach. Alternative 

approaches and programs give seminaries a tool to "invade the space" of churches, 

communities, and regions where it may not be well known. Such programs create 

"options" for prospective students who will never leave their homes and ministry settings 

for residential theological education. Alternative delivery programs do not merely 

respond to market needs and market "share," they create a demand for their own 

products and services. Alternative delivery is an aggressive approach to seminary 
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marketing. The experience of Fuller Seminary in this regard is instructive. Fuller 

found "Evangelical vacuums" in places such as the Bay Area, Seattle, Phoenix, and 

Colorado Springs - in terms of theological education - and it moved aggressively to fill 

those vacuums with its own programs and presence. To a large extent, Fuller Seminary 

created its own market for theological education by 'being there" in those communities. 

4. Alternative Delivery Programs from Theological Seminaries Can Expand 
Female Enrollments. 

Fourth, for seminaries that do not admit women into their M. Div programs for 

theological and denominational reasons, alternative delivery programs give them an 

opportunity to expand their student enrollments by increasing the number of female 

seminarians. At Concordia Seminary, the non-degree theology programs in the Hispanic 

Institute and the Ethnic Immigrant Institute open up opportunities for female students. 

Concordia's decision to modify the M.A. in Theological Studies degree (with courses in 

Deaconess studies) to a professional M. A. in Deaconess Studies degree should greatly 

increase the attractiveness of the Deaconess program. Also, Concordia currently offers 

Deaconess courses in the Hispanic Institute, and may choose to do so in the Ethnic 

Immigrant Institute in a few years. Both these efforts will increase the numbers of female 

students in the seminary (but not necessary on the home campus). Perhaps the most far-

reaching decision that Concordia can make to impact female enrollments would be the 

one to package the M.A. in Deaconess Studies degree in a totally "distance" format -

thereby opening up the degree to women who are home-bound and who cannot relocate 
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to St. Louis. Copying the Deaconess delivery model of one of its competitors -

Valparaiso University - could expand significantly Concordia's overall female 

enrollments. 

For Covenant Seminary, which also does not permit women into the ordination 

track of its M. Div program, the decision to create the new Master of Arts in Educational 

Ministries (MAEM) degree - targeted to a large extent at females - should increase 

female enrollments for that seminary significantly over the next several years. As 

interview data from Covenant indicates, there are many females who serve in ministry 

roles in larger PCA churches (children, youth, women's ministries, etc.) - and they are 

definite targets of the MAEM degree program offered through the Access delivery 

system. As the evidence fi-om both Concordia and Covenant indicates, alternative 

delivery programs - if offered in degree programs and formats that make sense for 

women in ministry situations - can positively affect female seminary enrollments. 

5. Alternative Delivery Programs Can Influence On-Campus Programs. 

Fifth, alternative delivery programs provide models that seminaries can adapt to 

their own on-campus programs. As the interview data fi^om several individuals at Fuller 

seminary indicates, the cohort model utilized in extension and distance programs can 

return to the home campus to reshape the Master of Divinity program (and perhaps other 

programs) in order to strengthen community building and spiritual formation efforts. To 

me, this is an exciting possibility - one that other seminaries should consider, regardless 

of whether they have extension or distance programs operating. 
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6. Alternative Delivery Programs Can Impact Denominational & Other 
Church Leadership 

Finally, I believe alternative delivery programs have the potential to impact 

denominational and broader church leadership in substantial ways. For example, 

thousands of students are graduates of Fuller Seminary's Doctor of Ministry (D. Min) 

programs - in dozens of Christian denominations. The impact on churches and 

denominations surely is significant. Likewise, one Fuller interviewee mentioned 

specifically the great impact that Fuller has had on Korean Christianity. As the 

enrollment data in the D. Min program indicates, currently there are 540 students in the 

Korean D. Min program, and another 126 students in the D. Min in Global Ministries 

program offered by the School of Intercultural Studies (Fuller Seminary, Fall Enrollment 

Report, 2003, p. 8). These totals represent three years of enrollment ending in Fall 2003, 

but they indicate the substantial impact on Korean Christians of Fuller's programs. 

Korean nationals, and Korean Americans, are heavily represented in the other programs 

also. The point the Fuller observer made was that Fuller Seminary, by offering a flexible 

D. Min program both in Korea and in the U.S. for Koreans, has greatly impacted church 

leadership within Korean Christianity. Only an alternative delivery program could do 

that, under normal conditions. 

Similarly, the DELTO, Deaconess, Hispanic, and Ethnic programs offered by 

Concordia Seminary have great potential for impacting the Lutheran Church-Missouri 

Synod positively. As several individuals at Concordia mentioned, perhaps a thousand 
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churches at any given time find themselves without a pastor in the LCMS. 

Traditional approaches to pastoral education by the two LCMS seminaries - as 

currently practiced — clearly are not able to satisfy the ongoing need in the Lutheran 

Church-Missouri Synod for pastors. It appears that alternative programs at Concordia 

and her sister seminary - both degree and non-degree ~ can reduce the vacancy rate in 

these churches and enable them to remain open. Otherwise, the future of many LCMS 

churches in rural areas and in poorer or declining areas will not be good. 

Likewise, the findings in Chapter 4 indicate that the Presbyterian Church in 

America (PCA) - which is a growing denomination ~ cannot keep up with the demand 

for qualified senior pastors, or for educated and trained assistants and directors of 

ministry programs in large churches. Again, the traditional approach alone is not likely 

to satisfy the need - if current trends hold. This is why a number of personnel at 

Covenant Seminary believe that alternative delivery programs can help to meet the 

denominational demands for more ministers. In particular, from what I learned in the 

interviews, I believe the Master of Arts in Educational Ministries program will prove to 

be an important step in educating both male and female ministers for local service, and 

that will have a positive impact on the PCA denomination. 

A final denominational impact is important to consider. As I have stated several 

times in this paper, the impact of increased female enrollments on seminaries and 

seminary cultures potentially is quite significant. Whether or not Concordia Seminary 

and the LCMS, and Covenant Seminary and the PCA ever make the decisions to permit 

females to prepare for the ordained ministry (and it appears unlikely in both cases), the 
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prospects for a growing number of seminary-educated and trained females serving 

these two denominations in important ministry roles only will increase. Decisions 

already in process at the two institutions will increase the number and percentages of 

female seminary students - perhaps significantly. 

These decisions do not affect merely the seminaries, but also their sponsoring 

institutions. What will it mean to the PCA to have (potentially) hundreds of females with 

M.A.E.M degrees from Covenant Seminary filling ministry positions in large PCA 

churches? What will it mean in the LCMS for (potentially) hundreds of Deaconesses to 

fill similar ministry roles in that denomination? The issue of their ordination 

notwithstanding, the practical effects of large numbers of seminary-educated females 

serving in prominent ministry positions cannot be neutral for the PCA and the LCMS -

anymore than it can be neutral for the seminaries themselves. Institutional and 

denominational culture may change slowly, but it does change. I will be interested to 

observe how alternative programs for reaching female seminary students affects these 

two seminaries and their sponsoring denominations over time. This, in and of itself, is a 

project worth further research. 
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G. SECTION SIX: IMPLICATIONS OF THE FINDINGS FOR GOOD PRACTICE 
IN HIGHER EDUCATION. 

In addition to having implications for seminaries that have, or hope to have, 

alternative delivery programs, the findings of this dissertation suggest implications for 

other types of higher education institutions and the broad practice of higher education -

with the study limitations that I outlined at the end of Chapter 1. While seminaries are 

one specialized type of higher education institution, and while different types of 

institutions might have other motivations for doing alternative delivery programs, I could 

posit that the impacts of alternative delivery programs on other types of higher education 

institutions would be similar. As noted above, alternative delivery programs will change 

a seminary in numerous ways: its organization, decision-making, operations, the kind of 

personnel hired, enrollments, finances, pedagogy, and its culture. Only further research 

can determine if such programs would affect research universities, or comprehensive 

universities, or other specialized institutions, or liberal arts colleges, in similar ways. 

Given my findings in this study, I would hypothesize they would. 

For me, issues of higher education practice arising from this study that demand 

further study include: 1) the social, formational, and educational benefits of cohort 

groups (Davis, 1995; Holtorf, 1998; Saltiel & Russo, 2001); 2) how seminaries can best 

accomplish spiritual formation in both traditional and alternative programs (Cetuk, 1993; 

Snapp, 2002), and what other t)^es of institutions could learn from this to accomplish 

\ 

their own student formation goals; 3) the apparent benefits of on-campus residencies for 



students enrolled in off-campus programs; and 4) how all types of students can gain 

the benefits of in-context, experiential learning — given its apparent strengths for 

adult learners. 
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H. CHAPTER CONCLUSION/DISSERTATION CONCLUSION 

In Chapter 1 and in Chapter 3,1 identified this dissertation as an exploratory and 

instrumental study. It is exploratory because researchers have not investigated the topic 

of faculty and administrator perspectives about the alternative delivery of theological 

education. In my research, I have conducted 32 in-depth interviews of administrators, 

faculty members, and staff at three Protestant seminaries to gather data about such 

perspectives. This interview data provides substantial information about these 

perspectives, in the words and phrases of seminary personnel. This dissertation is 

instrumental in that it is possible to take the findings as starting points for further research 

with respect to theological seminaries, alternative delivery programs, and related issues. 

In writing the dissertation, I organized the data around themes that emerged in the 

interviews themselves. I believe the data tell an important story, from the perspectives of 

seminary personnel, about why their institutions engaged in the alternative delivery of 

theological education, and what impacts those programs are having on their schools. In 

addition, I gathered important data about perspectives concerning the impacts of such 

programs on female seminarians and on spiritual formation. 

As I wrote in Chapter 1,1 intended this research to begin to fill-in several gaps in 

the higher education literature, and I believe it does. For instance, this research addresses 

a type of specialized institution - the theological seminary - that research in higher 

education, non-traditional programs, and technology normally excludes. Also, by 

employing two of the three conceptual frameworks (institutional culture & mission, and 
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market forces/Academic Capitalism) to this study of theological seminaries and 

alternative delivery programs, I have extended the range of these literatures in new 

ways. I also suggest in this chapter other theoretical frames that appear to be useful in 

any future study of these topics - such as systems theory; political theory; 

communication theory, and sociological theory. 

The major contribution of this project, I believe, is to the theological seminary 

literature. Specifically, I think the data indicate that any seminary that pursues the 

alternative delivery of theological education should be aware up-front that such programs 

have the potential to affect almost every aspect of seminary operations - and impact its 

organization, decision-making, and culture. 

In Chapter 1, however, I cautioned that this research might not be applicable to 

other types of theological seminaries (Mainstream Protestant, Jewish, Catholic, or 

Orthodox), or to seminaries located in other parts of the United States. I also cautioned 

that this research might not apply to other types of seminary decisions, or to other types 

of higher education institutions - even if those institutions are engaged in alternative 

delivery programs. 

As I stated in Chapter 1, this research might not permit me to generalize beyond 

the three Protestant institutions that I included in this study. However, the major findings 

of this paper provide opportunities for other exploratory and instrumental research into 

issues such as 1) the role of alternative delivery programs as institutional responses to 

pressures from the external environment; 2) the roles of mission and culture (and other 

cultures) in shaping institutional responses to environmental pressures; 3) the affects of 
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resource dependency on institutional action; 4) how learning transfer takes place 

between non-traditional and traditional academic programs and different delivery 

systems; and 5) how student formation for traditional, on-campus students can benefit 

from student formation approaches in non-traditional delivery systems. Any one of the 

above research studies would expand and inform the broad literature in higher education. 

If the research from this dissertation can spur attention to issues such as these, then I will 

have made a small, but important, contribution to my discipline. 
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