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Higher education in America suffers from a complex and perhaps
inherently self-contradictory mission. The college experience has become
a rite of passage, a time of vocational preparation, a time of exposure
to fragments of the accumulated culture of the ages, a time to reinforce
certain traditional American values and discard others.

The conflicting objectives have produced conflicting educational
theories, in turn creating the paradox of increasing specialization on the
one hand, and the idealization, if not the realization, of broad interdis-
ciplinary learning on the other.

Seattle Pacific College has stressed the ideal of interdisciplinary
study. It was routinely addressed in the faculty recruitment process.
It was reflected in certain programs that spanned two or more specialized
fields. It was an ideal firmly held, if not often satisfactorily achieved.

Now we are in the inaugural year of a new identity as Seattle Pacific
University, a name change reflective of the reach, diversity, specializa-
tion, and professionalism of our curriculum. For Seattle Pacific University
the interdisciplinary concept is inappropriate, unattainable and potentially
disruptive and disillusioning.

That the heyday of the pure liberal arts college has apparently passed
seems to support this idea. In the megalithic multi-versities, too, liberal
studies suffer the same sad fate. Individual disciplines in the humanities
and social sciences, history of course among them, report declining enroll-
ments accompanied by declining morale. Rampant vocationalism, reinforced
by the provincialism of a presentist, isclationist mind-set and a "romantic
idolization of ignorant spontaneity" (to borrow William McNeill's apt phrase),
has spurred the trend toward specialized and applied fields.l Demographic
projections offer the promise of further declines. The advocate of liberal,
trans-disciplinary learning increasingly appears anachronistic. So I call
today for us conscicusly and explicitly to abandon the ideal of interdis-
ciplinary studies.

I

Yet I am not suggesting that Seattle Pacific capitulate to the widely
heralded malaise of contemporary academe. My intention in fact is quite
the opposite. I urge that in joyful defiance of prevailing trends we at
Seattle Pacific come together in renewed commitment to wholeness, and
begin to define more precisely our unique identity and distinctive mission.
Clearly we are no liberal arts college, no small, homogeneous academic
enclave. Just as obviously we are no hodge-podge of vaguely educational
enterprises linked merely by common name and bureaucratic superstructure.
What we are, or rather what we can be, is a genuine uni-versity conspicu-
ously integrated in purpose and program, faithful to our common evangelical
commitment, hence a vivid contrast to the fragmented purposelessness of
contemporary secular higher education. Ours, in short, is the exciting
opportunity to invent (or perhaps more accurately re-invent) the Christian
University.




With this heady prospect in view, I wish to use this forum to address
two concerns. First, I seek to present my understanding of history as a
distinctive way of knowing, and to suggest how this understanding contri-
butes to the task of relating the study of history to Christian faith.
But this confessedly preliminary personal synthesis should be seen, secondly,
as one specific example of a larger prospectus for achieving genuine inte-
gration in the Christian University. I want to propose that integrated
learning be based upon our common understanding of various ways of knowing,
one of which is history; I want your response to clarify that common
understanding.
"But wait," I hear you saying. A glaring contradiction seems evident.
Within the space of a few introductory paragraphs I have rejected the con-
cept of interdisciplinary study and advocated the ideal of integration. Am
I playing silly little semantic games with you?

I don't think so. I believe there is a real and crucial difference
between interdisciplinary and integrative learning. I am convinced that
interdisciplinary efforts are illusory and counter-productive. Integration,
on the other hand, is necessary, fruitful and attainable. My discussion
begins, therefore, with this strategic distinction.

My reasoning rests on the psychological, philosophical and utilitarian
impact of the two words.

Picture a raucous, crowded barnyard. Animals mill about contentedly,
neighing and bleating and snorting and chirping and mooing at each other
with a great deal of charm and amiability and, of course, a great deal of
noise. Each beast in this pleasant but jumbled scene routinely returns to
its own stall to feed in its own trough. But every once in awhile, equine
boldness or porcine curiosity induces someone to nose about in the trough of
another. To its great and satisfied surprise, there are some appetizing
morsels to be had feeding elsewhere. But such adventuresome initiatives
soon cease. For a chicken the unfamiliar cuisine is ultimately dissatis-
fying: goat chow can never be as appealing as good old familiar chicken
chow. Goat feed is really just for goats, chicken feed really just for
chickens.

Now that's what it means to be interdisciplinary: to masticulate the
concepts of another field on occasion, to peek cautiocusly over the walls
of a familiar and well defined intellectual stall in order to see if there
is anything interesting or useful in another's domain, to negotiate over
disputed territorial claims along a common boundary, perhaps, but even-
tually to return possessively to the familiar environs of one's own clearly
defined habitat and content. The identity and "integrity" of the indivi-
dual discipline is never compromised; the comfortable habit of traditional
academic demarcations never upset.

But the conceptual fallacy of this interdisciplinary idea is pre-
cisely that it retains what it professes to transcend. What's going on
in that academic barnyard is not chicking or sheeping or pigging (though
perhaps some cowing and horsing around), it's raising livestock. And that
is an integrative observation, not an interdisciplinary one. None of the
individual animals, in short, will ever grasp that essential holistic
perspective; only the farmer sees it that way.
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The word "interdisciplinary," I would argue, raises a certain set of
images in our consciousness that subtly but materially differ from what
we really want to do at a Christian Uni-versity. It may be acceptable
for the large secular multi-versity to structure itself with rigid admin-
istrative and curricular walls between the disciplines, and thus feel
reassuringly daring in speaking of interdisciplinary experiments. But
if the Christian University is to be distinctively what it claims to be,
the multi-versity understanding of interdisciplinary studies cannot be
adequate. Hence we should abandon the term as we reject that understanding.

How then can we properly grasp the distinctive notion of integration?
Escape from the barnyard, now, and go in to the city. You are attending
the theater tonight. As the performance unfolds, you may become vaguely
aware of the unobtrusive but essential role of various kinds of stage
lighting devices. Each of those lights has a distinctive character,
intensity, shading, focus, and purpose. One brilliant spotlight directs
your attention to the main action, while a battery of soft floods quietly
shapes your consciousness of the background set. Some lights fix on parti-
cularly important places, while others troop across the whole stage.

Each of those lights signifies a particular academic discipline, the
play the whole of knowable truth. The existence of each field, by this
analegy, is functional, not autonomous. It purposes to examine some aspect
of a total reality, but with no pretension to exclusive domination of any
compartmentalized aspect of the whole. A discipline may have a very nar-
rowly defined area of coverage which it illumines brightly; another may
offer a more panoramic, but less precisely defined, understanding. Exact
boundaries are fuzzy; indeed, many fields overlap, and some may fully
encompass others. But this results in complementarity, not competition.
Most important, the lights are not on stage; they direct attention to
what's happening on the stage. Without each light working properly your
appreciation for the drama would be poorer. But you watch the play, not
the lights--the play's the thing!

That's integration.

So I suggest a first step is to forsake references to "interdisciplin-
ary"2 and speak uniformly of integration. I think that simple matter of
vocabulary will be psychologically more conducive to the task of trans-
cending our specialties to apprehend the wholeness and unity of truth.

I think it, too, more practically conducive to actually doing what our
institutional objectives commit us to do. Instead of saying we engage
simultaneously in the technical task of being interdisciplinary and the
more nebulous and philosophical process of integrating faith and learning,
we dissolve the artificial fact-faith dichotomy> and affirm that the task
of integration is one endeavor. This leads, thirdly, to the philosophical
rationale for deciding to use the single term. Integration--a making
whole or complete, a unifying--seems best to describe what our educational
and Christian mission is all about. Our universe, at a Christian University,
is no ill-sorted barnyard agglomeration, but a whole, a dynamic whole with
a purposeful plot and an omnipotent Author-Director.
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Integrated learning, then, ought to be our goal.
in achieving integration? First we must truly and full
cept. Then we must unreservedly commit ourselves to pr

not just profess it. We then must devise specific ways
commitment.

What is involved
Y grasp the con-

to perform this

What does integration mean? How can one apprehend the process of
taking in the entire Stage, of seeing the entire performance? Consider
integration, first, as a progressive centripetal activity, beginning where
the interdisciplinary endeavor ends, with brogrammed interaction between
practitioners of specific fields.

then into interpenetration, and finally into unification.

To further clarify the concept, reflect on some linguistic cognates.
To achieve unification of thought is to become like an integer, a whole
number, etymologically speaking "untouched," thus intact, entire, whole.
("Intact" and "entire," incidentally, derive from
Failing, however, is to face intellectual, social, and institutional dig-
integration, for the objective of wholeness is integral, essential to our

mission. It must be pursued with integrity, an unreserved commitment and
honest effort.

And integrity requires, once we understand the conce
an explicit commitment, a commitment to live into the revised motto on the
new University seal (Figure 1). This motto- must become the mandate—-
Wholeness in Truth--that we all accept. And let no one misunderstand.
Integration must become the very essence of the curriculum. Integration
by definition cannot occur as a purely individual effort in a few isolated
courses nor as an extra-curricular activity. Classroom prayer, chapel,
warm collegial relationships, university position papers articulating
Christian rerspectives--all are important, but none substitutes for a
consciously integrated curriculum. "Wholeness in Truth" must mean whole-
ness, 1in truth, indeed--not an abstraction but a new tradition. "Wholeness
in Truth" demands an affirmation of the wholeness of truth: all truth is
in fact God's truth.4 "Wholeness in Truth" requires wholeness in pursuit
of truth, a committed community engaged in integrated instruction and
integrated scholarship. Faithfulness is a concomitant expectation, whole-
ness in holding to the truth, even in extending our service to new
audiences. And we are called, finally, to wholeness on behalf of the

truth, unhesitating advocacy of the integrity and integration of theoreti-
cal and applied knowledge.

pt of integration,

But I think most of us stand ready to affirm our commitment to inte-
gration. How to achieve it remains the nagging question. It is an awe-
some challenge, intellectually and administratively. It entails coordina-
tion of the various disciplines, discerning their relation to the totality
of knowledge. It entails rigorous elaboration of the maxim that all truth
is God's truth: how does unified knowledge intersect shared belief? It

requires that each scholar grapple with how his own professional specialty
and faith commitment interrelate.

actice this concept,

Interaction swirls into interconnection,

precisely the same root.)
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FIGURE 1: Seal of Seattle Pacific University

The first step toward integrated learning, as I see it, is to begin
where we are as individual scholars, visualizing our special perspectives
as part of a vague but real integrated universe of knowledge. Indeed, I
would contend, to be a good professional sociologist or physicist or his-
torian, let alone a Christian one, one ought tc be able to conceptualize
how his own field, his own personal spotlight, sheds light on the whole
of reality and thus contributes to generalized knowledge.

Once we as individuals lift our sights beyond the narrow confines
of the discipline to embrace the wide horizons of knowledge, we can
glance sideways at each other to perceive how individual perspectives
complement and intertwine with each other. At this point, then, I would
like to propose a specific strategy to accomplish this gradual comparative
and interacting process, a strategy pointing ultimately to the tough prac-
tical questions of curriculum philosophy and design. The rest of the dis-
cussion will thus become an effort to illustrate this strategy using my
own field of history.

The strategy is simply this. Let us begin formally to explore with
each other the distinctives, as we comprehend them, of our respective
approaches to knowing or modes of inguiry. Deliberately aveiding the
epistemological and psychological foundations of how we know, I propose




that our integration begin at the basic level of identifiable ways of
knowing.

A classic division in learning is the traditional polarities of
the arts and the sciences--the two cultures of C.P. Snow. These then
constitute an initial pair of ways of knowing; I will term these two
approaches as imagination and empiricism. On the one hand man apprehends
through an appeal to sensory response, on the other through a process of
reasoning from sensory input. (We can add to these two basic categories,
of course. Religicus knowing, for instance, as David McKenna has pointed
out,5 is a third culture on the Christian campus, adding moral content to
the discipline of the sciences and the creative expression of the arts.
Other distinct approaches will come to mind as well.)

I shall therefore present history as another identifiable way of
knowing. I urge that this personalized, preliminary effort initiate the
long process of sharing perspectives, refining concepts, and proceeding
to the task of building an integrated curriculum. To understand history
as one basic approach to knowing is just the beginning.

IIT

It is no startling new insight to declare that the academic discipline
of history faces enormous difficulties. Child of an ahistorical generation,
today's student seems suspicious of the patterns of the past, unimpressed
by tradition and pattern in human affairs, largely apathetic about--or
perhaps just overwhelmed by-—great issues of public policy. The stampede
away from exposure to cultural diversity and to the complexity and subtlety
of rigorous thought carries the aura of an ideological crusade. In con-
sequence, academic historians, like their colleagues in other liberal
disciplines, wallow in a debilitating self-pity, immobilized by an often
pedantic over-specialization.6 Creative synthesis is not only avoided, it
is scorned; the exasperating anti-history bias of today's undergraduate thus
not only goes unchallenged, it triumphs. Meanwhile, the abandonment of his-
tory requirements, once the source of a captive audience for competent
professors, has created a philosophically and pedagogically atomized elec-
tive system that permits the great majority of students to elect not to take
history.

To compound the problem, historians have failed to adjust. While some
perceptive history professors offer curricular alternatives’ as at least
a beginning counterattack, others merely point fingers--not always unjustly--
or wearily surrender. For instance, recent report58 belligerently lay the
blame for student disenchantment with history on the public schools, where
courses in contemporary social problems or an intellectually weak mish-
mash known vaguely as social studies have supplanted broad history offerings.
On the other hand, the distinguished American historian David Donald seems
disillusioned to the point of forsaking the field altogether. "If I teach
what I believe to be the truth," Donald writes, "I can only share . . . my
sense of the irrelevance of history and of the bleakness of the new era we
are entering." Morosely capitulating to the myth of the "unprecedented age,"
he laments that the age of abundance has ended. "The people of plenty have
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become the people of paucity." So, he concludes, "the 'lessons' taught
by the American past are today not merely irrelevant but dangerous."?

Academic historians themselves must shoulder much of the blame for the
trauma that brings one of the most brilliant practitioners of their craft
to such despondency. Unable to build a convincing case that the study of
history contributes to a coherent view of the world, they have forfeited any
claim to relevancy in the minds of a presentist, new-narcissist generation.
But the reports of history's demise are, like Twain's, greatly exaggerated.
Interest in undergraduate history programs can revive, but only if the aca-
demic community--and academic historians in particular--fosters the resurgence.
How can that occur? First, through a more optimistic appraisal of the exist-
ing appeal of history. Second, and more important, through a redefinition
of the nature and value of historical study.

Hope for the future is not hard to find. There is a vigor in histori-
cal studies that belies the gloomy assessments.l0 To be sure, part of the
problem has been the narrow, specialized thrust of the profession; yet such
concentration has begun to bring forth a host of new information using new
types of evidence and new methods of accumulating and analyzing that evidence.
Historians must now exploit these materials to construct a new interpretive
synthesis.

But the greatest contradiction to the pessimism within the profession
is the extraordinary boom in popular interest in history away from campus.
But then history, you see, is like liver: it's good for you, but unless
it is prepared and served properly, it can be horrible. But if selected
carefully, prepared from the right recipe, and dished out in an appetizing
portion, it can really be appealing. And that's what's happening beyond
the cloisters of academe. In fact, if there is one current phenomenon more
galling to history professors than declining enrollments, it is that lots
of non-professional historians are making lots of meney doing history.
(Even other social scientists, professing awakened interest in what they
call longitudinal studies, commandeer history and legitimate it by applying
a jargonistic label and an esoteric quantitative approach. And they qualify
for NSF grants!)

Consider the range of evidence for widespread interest in popular
history.

Weed through your junk mail! Time-Life books has inaugurated a multi-
volume subscription series on "The 0ld West". It is a calculated appeal.
Thousands of Americans devote their leisure hours (and surplus dollars) in
pursuit of authenticated antiques or a complete and verified genealogical
record, or read periodicals that cater to these and other leisure interests,
including a genuine leisure interest in narrative history. Booksellers
offer a considerable body of recent fiction to a greater or lesser extent
based on history.

Even community activists have discovered the past. Civic-minded
Seattleites find themselves bitterly divided over how many old Army build-
ings at Fort Lawton ought to be designated historic landmarks. Pioneer
Square and Port Townsend also illustrate the burgeoning national movement
to preserve the built as well as the natural enviromment. And travelers
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flock to historic sites and museums that not only restore old structures
but interpret their real-life historical context. Henry Ford, forever
remembered--out of context--as the one who said history is bunk, left as
his enduring legacy the popular Greenfield Village.12 The DuPonts have
given us the stunning mansion at Winterthur, Delaware; the Rockefellers'
millions have made Colonial Williamsburg the center of important scholar-
ship as well as a tourist mecca. Seattle Pacific's own Darwin Kelsey has
created a living 19th century New England farm at Old Sturbridge Village,
Massachusetts.

e
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To dispel all doubt about the enduring fascination of the past, turn
on your television, the unchallenged barometer of American popular taste.
The nostalgic appeal of "Happy Days" triumphs in the ratings war. "How the
West Was Won" reassures us that if James Arness rides again, the eternal
verities of right and wrong must be back in place. More to the point, note
the frequency and impact of the historically oriented specials. Television
has discovered the lucrative market for the pseudo-historical "docu-dramas"
that can convince you in an easy ninety minutes that McCarthy was a Hitler-
ian villain and Xing a saintly hero (or, in a decade or two, perhaps the
raverse) .13 The Afro-American experience, for better or worse, was indeli-
bly outlined in the nation's consciousness by the remarkable weeklong series
called "Roots." Switch to the Public Broadcasting System and the quality--
dramatic and historical--improves: witness "The Adams Chronicles,"14
"pPoldark," "I, Claudius," even "Upstairs, Downstairs." Clearly the market
for history--if we do not demand too much accuracy, objectivity, or com-
plexity in portraying human experience--is far from saturated.

.. . P.... . - -

The question remains, however, how to channel popular enthusiasm for
historically oriented romantic drama of indifferent aesthetic and intel-
lectual merit into serious study of history as an essential component of
undergraduate education--and specifically for Seattle Pacific, as part of
an integrated, Christian undergraduate education. That concern now prompts
the attempt to define the distinctive nature and contribution of historical
study in the context of the need for integrated learning at the Christian
University.

—_

History can be aptly understood as the collective memory of humankind.
More formally, the academic discipline of history can be defined as the
interpreted reconstruction of significant processes and sequences of events
in the human past, derived from remains and records, and intended to be
true. Observe the distinction between the reality--the historical event
itself, an absolutely unique, unrepeatable, and unrecoverable phenomenon
that the historian can never experience (unless as an original eyewitness,
and then subsequently only in memory); the remain or record--the surviving
evidence of the unrecoverable past event that may be a physical artifact
or some sort of first-hand account; and the reconstruction, the intelligible
presentation of the event as developed through the historian's accumulation
and evaluation of the evidence.l5 The definition stresses that history is
reconstruction. It further highlights four elements of the character of
legitimate history: (1) the derivative, (2) the sequential, (3) the concrete,

and the subjective.

.

History, in short, is a secondhand business, and an evaluative busi-
ness. It is the historian who selects, inteprets, assigns significance.

[

L= ,—IL



[

If history is collective human memory, it is the historian who determines
what is in fact memorable--that is, what is both reconstructable and worth
reconstructing. Both can change, of course, from era to era and from
historian to historian. But the definition includes, as an essential
restraint against total subjectivity and relativism, the addendum that the
historian intends the reconstruction to be true. History is thus to be dis-
tinguished from myth and legend. And historical interpretations do not
change upon mere whim, for historians borrow from--or critique--each other's
research and insights in the continuing quest for demonstrable accuracy--a
dialectical process shortly to be explored further. Moreover, history by
and large is confined, in Jacques Barzun's phrase, to "the particulars of
change within time and place." As we shall see, the sequential and concrete
aspects of history that Barzun refers to provide additional limits to the
subjectivity of the historian's interpretations.l6

With this working distinction in mind, our next task is to examine
history as a distinctive approach to knowing, characterized as derivative,
sequential, concrete and somewhat subjective. Recall that my propecsed
strategy for integrated learning rests on just such an analysis of funda-
mental approaches to knowing, identifiable modes of inquiry or ways of
thinking. Let us return to the classic dichotomy of the two cultures,
first identifying the obvious distinctions between the approaches to know-
ing the arts and sciences, then suggesting how history both stands apart
from and spans these mainstreams of human thought.

Let me hastily sketch, then, without detouring into a rigorous epis-
temological analysis, an idealized construct (see Figure 2) differentiating
between art as a way of thinking and science as a way of thinking--or
approach to knowing. The general approach to knowing of the arts, on the
one hand, may be categorized as imaginmation, in contrast to the scientific
approach, empiriecism.l? More specifically, the arts seek to discern insights
based on an emotional response to personal experience; the sciences seek to
describe findings based on observation of external phenomena.

Furthermore, in the artistic pursuit of insights the scholar's pur-
view is often particularist, that is, concentrated on a particular to express
a universal. The process places high value on originality and creativity in
discerning and expressing that larger principle. And the product will
usually be communicated in a fashion that is evocative and persuasive. Ima-
gination may be said therefore to operate in the province of the archetypical,
motivated by a compelling vision of what ultimately is or ought to be, though
often expressed in the guise of a particular character or subject or idea.

The purview of science, by contrast, is reductionist, limiting variables
so as to arrive at a general statement that expresses a carefully circum-
scribed and narrowly controlled set of particulars. The scientific process
depends on the cumulation of knowledge that is progressively reinforced by
the replicability of experiments; scientific findings will in turn therefore
be descriptive and predictive. Empiricism, lastly, is evidently confined to
the province of the typical, in its patterned quest for the generalization
or models that fit a set of particular observed phenomena.

In sum, the various fields.in the arts and humanities are at bottom
concerned, in my view, with what the universe 75 (and often what it ought
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to be instead)--and why. Disciplines of the natural and social sciences
concentrate on what the universe does--and how.

Such an obviously simplified and perhaps artificial construct proves
useful at least in defining the contrast between imagination and empiricism
as ways of knowing. My purpose, however, is not so much to call attention
to the great gulf fixed between the two cultures, but to illustrate the
distinctive character of my own discipline, which I modestly submit may be
one way to bridge the chasm. For where in this scheme would history f£it?
Historians have long agonized over this question of their identity. Do we
belong with the humanities, where we might more readily indulge our indivi-
dualistic tastes and preference for the impressionistic instead of the conclu-
sive? Or do we yield to the greater prestige of joining the social sciences,
where we can bask in modern civilization's worship of the certainties and
rewards of science?l8 This professional schizophrenia often breaks out into
open warfare in professional meetings, as the self-assured quantifiers launch
a cannonade of numbers and jargon against the literary types huddling bravely
but anxiously in bunkers of traditionalism, armed with yellowing documents
and an occasicnal timid value judgment.

For me this is a wrenching gquestion, intensified and personalized
whenever a colleague--an English professor, let us say--asks condescendingly
why history isn't in the School of Humanities, the day after a compatriot
in the School of Social and Behavioral Sciences--a psychologist, for
instance--admits to having a difficult time defining the social sciences in
a way that would include history. Hence I feel compelled for the sake of my
own self-respect to venture an answer, which I hope will be received as
irenic rather than arrogant. History, I must reply, belongs to both the
humanities and the social sciences, and, therefore, to neither. A return to
the chart of distinctions between the arts and sciences demonstrates this
assertion (see Figure 3).

Some historians claim simply that they are "scientific in methed, and
literary in result." It would be more accurate to say that historians enlist
science in the pursuit of evidence, and clothe their findings in the garb of
literature. But more helpful is to examine history as a crossroads of the
arts and sciences. History succeeds in reconstructing the past when it
merges both imagination and observation so that each becomes a control and
stimulus to the other. Empiricism harnesses imagination even as imagination
stretches empirical investigation.

The historian engages in a task that may be described as seeking to
discover actual imstances within the record of human experience of the
insights or findings identified in other scholarly disciplines. This
endeavor is based, as we have seen, on an empathetic yet critical weighing
of surviving evidence of the objective, external historical event. 1In a
very real sense, then, in results as in sources, the historian's work is
derivative. It is also eclectic. And this habit of borrowing the jealously
guarded content of other fields extends to method, as well: the historian
may use the tools of the sociologist to examine past society, or the anthro-
pologist's techniques to interpret past culture, or the analytical and criti-
cal devices of the literary scholar to evaluate documentary materials.

11
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On the other hand, the historian recontextualizes the abstractions
of other disciplines, since his purview is holistic, general, encompassing
the total range of concrete human experience. Thus the historian, eclectic
if not parasitic, deriving his methods and the vocabulary of his generaliza-
tions from other disciplines, and his insights and findings from evidence
that intervenes between him and the event he wishes to reconstruct, provides
the distinctive and essential service of returning the results of scholarship
to the complex crucible of real-life time and place.

Not only must the historian's pursuit be derivative, it will also
necessarily be subjective to a greater or lesser extent, depending on the
topic and the available sources. But historians are not fantasizers. They
strive for truth through a process that is evidentiary and dialeetical. Like
a lawyer in a courtroom, the historian marshalls the evidence to make the
case for a particular conclusion. The judicial metaphor applies to the whole
historiographical tradition. Alternative interpretations of past processes
and sequences of events arise as historians unearth new evidence, bring new
analytical tcols to bear in evaluating the evidence, examine the evidence in
the light of some new perspective, or just weigh the relevance and signifi-
cance of the evidence differently. The dialogue continues indefinitely,
with interpretations put forth, challenged, abandoned, and reprised--yet
always preeminently tied concretely to the evidence.

To provide an example of current interest, consider our present under-
standing of the American Revolution. The Anglo-American colonies, "as
every schoolboy kneows," faced with the tyrannical acts of the British
Parliament, heroically revolted to preserve their liberties. Well, not
quite. Schoolboys rarely keep current with the state of the interpretive
art. Beginning about the turn of the century, a group of historians chal-
lenged that simplistic nineteenth century patriotic view by pointing out,
after prodigious research, that the British Empire wasn't so repressive after
all. Moreover, asserted another group about the same time, the fundamental
conflict was really a matter of simple economic self-interest: +the well
developed aspirations of the colonial merchant elite clashed with imperial
interests. Of course, that meant that the great majority of Americans must
have been manipulated into revolution by the propaganda and political
maneuverings of the merchant class.

Now that view makes more sense, doesn't it? Or does it? It certainly
did to the generation between the two world wars: they had witnessed a
gradual Anglo-American rapprochement culminating in American intervention
in World War I on the side of the historic British enemy paralleling the
so-called Progressive Era in the United States when trust-busting, muck-
raking reformism focused attention on thé confrontation of economic
interests. Then, too, amid the disillusion and isolationism that fol-
lowed World War I, Americans resurrected the idea that a conspiracy of
financiers and arms manufacturers manipulated the United States into the
war. In other words, the prevailing interpretations of the Revolution
mirrored the general social perceptions of that generation of Americans.
One could say, cynically, that historians weren't writing the history of
the Revolution, they were writing contemporary social commentary. But one
could as easily say that the historians' social milieu sensitized them to
concerns formerly overlooked.
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But then came World War II, and a new era of scholarship coincident ]
with a new outlook. Historians began again to take seriously the ideas of
the American colonists; ultimately the Revolution once more came to be
understood as primarily a political conflict fueled by an ideology of
classical republican virtue, and therefore as a conservative movement. Yet !
no sooner had this view achieved acceptance than younger historians, mobil-
ized by the activist ethos of the sixties, began to argue that the Revolution
was indeed revolutionary in social and ecconomic as well as political and
ideological categories. The explanatory battle continues to rage.l9

—_—

This brief sketch of the ebb and flow of just one historiographical
dialectic has hardly done justice to the nuances of interpretive analysis
or the immense increase in types and quantities of evidence exploited over
the last century of investigation. I trust, however, that it serves to
illustrate how the evidentiary process, like an everlasting tennis volley,
continues through stroke and counterstroke to come ever closer to a truly
accurate reconstruction of the complex times of the 1770s.

But this does not yet exhaust our description of the attributes of
historical study, although most historians would probably cite this advo-
cacy process as the primary distinctive of their endeavors. It certainly
highlights the way most sophisticated history professors teach their courses,
especially at the graduate level. Still, it does not assuage the nagging
doubts about the inroads of subjectivity. What is the character of the
historian's product?

Here we observe how science and art come together in the field of
history. The historian describes what happened in the past by evoking a
sense of a bygone era, using retroactive prediction to pose and test hypo-
theses about the explanation of events. For example, to understand how
and why the American Revolution occurred, a historian might postulate what
evidence must exist to support (or refute) a proposed explanation of the
necessary and sufficient conditions for the outbreak of the revolt.20
The ultimate reconstruction, moreover, may be presented as narration or
explanation (or some intermixture), depending on purpose, sources and
subject matter. And it may emphasize the event as objective event for its
own sake or as symbol.

Thus the resolution of the subjectivity gquestion finally comes with
the intent and mode of presentation. Figure 4 illustrates graphically the
continuum that extends from the more objective narration of historical
events to the more subjective explanation or analysis of a past understocod
symbolically. A matrix of hypothetical (in some cases actual?l) titles
for studies of a sequence of events (the coming of the American Revolution)
and a process (the westward movement in the United States) demonstrate how
narrative, explanation, event, and symbol interact.22

No matter how symbolic and explanatory the presentation, however,
history as reconstruction of a memorable past remains preoccupied with
concrete particulars; or, to put it another way, with the atypieal and the
unique. Historians, despite periodic pretensions to uncovering general
laws of historical development, return to their distinctive concern for
particulars of time, place, and person. Even the masters of computer-
assisted statistical analyses of population cohorts obtain their raw data
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from tax lists, census records, wills, genealogies: each disembodied
number, in short, signifies a real and unigue individual, living in a
certain place at a specified time, never to be replicated. No methodo-
logical innovation, no speculative excursus, no literary device can rob
the historian of that unshakable bonding to the real, the unique, the

concrete.

Finally, and perhaps most importantly, the historian's ultimate con-
cern is what the universe has been becoming--and who, where, and when.
History is a dynamic enterprise, swept along with the flow of human events,
confronting the fact and the impact of continuing, unavoidable, inexorable
change. But analytically change does not equate to disarray. Change occurs
within the unidirectional dimension of time. Hence the discipline of history
inevitably orients itself to sequence, and more specifically, to the sequence
of change. David Trask aptly labels this as thinking "processionally, that
is, in terms of time passing." He properly asserts that this is the "speci-
fic service of the historian." -

owms e —

——

History, in short, is becoming, and this, I would argue, is the essence
of historical knowing. And it is more. It is the unigue and indispensable
contribution of history to other fields, and a fruitful starting point for

integrated learning.

So to summarize thus far: history can be a vital, attractive part of E
an undergraduate program. Popularized forms of history thrive; their appeal
can be brought on campus through a proper understanding of history's contri-
bution as a way of knowing.

But for too long historians have dwelled on their content instead of .
their distinctive approach to knowing. Only with the realization that to
get a job, the history graduate must sell his skills rather than his major -
have some spokesmen within the profession caught the vast vision of what
historical training can provide. Writes one:

History's value is less in what historians know than in how
they come to know, less in what they say than in how they ul
see, less in their product than in their process and their

understanding of it. The historian's way of seeing is crucial
to society, and we should not retreat from spreading that mode

of perception.

Modestly and tentatively on this basis, the historian, whose work
admittedly derives from the knowledge and techniques of other fields, can
now dare to approach his colleagues with a unique and helpful perspective.
To the fine arts and humanities, history presents itself as a branch of
literature analogous to photography in art. History is to fiction as the ,
photograph is to painting. History and photography seek to portray objec- -
tive, concrete reality creatively but truly. The accurate representation 3
in each case is limited by such considerations as subject matter, composi- j
tion, focus, available light, breadth and depth of field--the very terms o
become metaphors. History thus offers to the arts concrete context, the
uncompromising corrective of objective evidence, a return to the particu- -3
lars of actual human experience, a sense of development and process--the E

concept, in short, of becoming.

) —
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Observe that the notion of becoming makes the photographic analogy more
specific and apt. For it is not the still photo that images the historian's
contribution, but the motion picture.25 One may wish to freeze a frame for
detailed analysis, but ultimately the historian's task is to run the film
through. And at this point the historian can offer his services to the social
scientist. Alfred Kuhn astutely proposes a "unified social science” con-
cerned with three fundamental components: communication, transaction, and
organization. The analytical posture, of course, is static; the historian
adds the missing ingredient, change.2?® Against the tendency toward reducing
behavior to elemental components understood as established regularities, the
historian offers complexity and the dynamism of change as the film continues
to roll.

And such modest contributions point to a bolder achievement. History,
merging imagination and empiricism, holds ocut the promise of a reconciliation,
if not a synthesis, of the two cultures. WNow I harbor no conceit that
history alone bridges the arts and sciences. Integration, not merely history,
is the abiding burden of this discussion. Hence my exposition constitutes
an invitation for each discipline to make the case for its own distinctive
approach to knowing, its own value in fostering integrated learning.

But above all, at the Christian University integrated learning must
occur when each of us scrutinizes what we do as scholars in our individual
disciplines, understands that our specialized inquiries serve to illumine
one part of a totality, and therefore consciocusly works toward understanding
that totality as an integral whole. I suggest beginning by agreeing on the
several basic approaches to knowing upon which all our specialized discip-
lines build. I have listed as a minimum imaginative knowing, empirical know-
ing, historical knowing, and religious knowing. Most would concede that
language can be a distinct approach to knowing; perhaps non-linguistic sym-
bols (numbers, physical expression) can also qualify. However finally
defined, these ways of knowing, I submit, ought thus to form the ground of
a thoroughly integrated core program in general education,?’ required of
all students, flexible but not unstructured, buttressed by performance stan-
dards, and imbued with a values orientation. Only with such a visible,
mandated curricular emphasis could we honestly boast of our commitment teo
"wholeness in truth."

Nevertheless, the task of integration is only half complete when we
accomplish this overhaul of our curriculum. For Seattle Pacific it is not
enough to become, uniquely, a Umi-versity. Our identity, as we all know
and cherish, goes far deeper. It is for us not enough to share our vari-
ous perspectives in lighting the 'stage, nor in grasping the total vision of
the performance. Our commitments require us, rather, to come to grips with
the meaning of the play, and to get to know the Director so intimately that
His ultimate purposes mesh with our specific academic pursuits. Integration
at Seattle Pacific is incomplete--indeed, is an outright fraud--if it does
not include the integration of learning and the Christian faith.
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S0 now confront with me the difficult question of how to enlarge our
integrative endeavor to encompass the integration of faith and learning.
Actually, it is a twofold task, the specific case of Christian education
differing from—-but anchored in-—-Christian scholarship in general. What
does it mean, first of all, to build an integrated curriculum permeated by
the Christian perspective, incorporating courses--biology courses, art
courses, history courses--taught in a manner that is distinctively Christian?
And then secondly, what does it mean to be a Christian botanist, sculptor,
or historian? Preliminary answers to the first question may well come to
mind, but we often feel stymied by the second.

A fruitful way to seek some answers is to analyze possible approaches
to integration. I identify four elements of integrated Christian education:
the personal, the communal, the substantive, and the applied. Christian
scholarship includes three aspects: the methodological, the analogical,
and the philosophical. Contributing to both spheres and thus linking the
two is a dimension I will designate the funmctional. Observe from Figure 5
that the logical relationship I have just outlined differs from the chrono-
logical order most of us follow as we strive to probe the depths of this vast
subject. Note, too, the especially strategic location in both schematics of
the functional and analogical aspects. I will explore these two in somewhat
greater detail.

First, then, let us review briefly aspects dealing primarily with curri-
culum building and course instruction. Obvious but sometimes neglected is
the personal dimension. To insure an integrated Christian educational
experience, each one in the university community must submit to the obliga-
tions of personal discipleship, renewing his or her commitment daily, striv-
ing to mature in personal wholeness.28 A key virtue to cultivate, since it
so easily evaporates in the rarefied stratosphere of professional scholarship,
is humility. Just as important is a clear demonstration of the reality of
the Christian commitment of faculty members. Sometimes students just aren't
sure about the vitality of our faith; we threaten them with our degrees and
vocabulary, and often with the way we choose to express our commitment. I
remember as a Christian college student I often wished one of my instructors
would for once speak forthrightly about his Christian experience in the
cliches with which I was comfortable. We as faculty must be models of mature
Christian life and thought, to be sure, but we also need to take care to
relate to students at the point of their present development, spiritually as
well as intellectually.

Secondly, on the Christian campus as in the Christian churches, whole
persons must come together in a whole community. This communal relationship
among learners at the Christian university is another important component of
effective integration, and a prerequisite to growth, witness, and service.
Open communication, mutual loyalty, caring relationships, and sheer time spent
together will facilitate the total interchange that supports a truly inte-
grated learning environment. Let Seattle Pacific University be known as a
community knit together by the Master's love.Z22

The Christian spirit in each individual and in the community at large
provides the proper setting for the integration of faith and learning, but
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does not automatically begin the actual process of integration. Perhaps

the point at which each of us as Christian teachers first ponder the impli-
cations of a distinctively Christian perspective is in deciding about the
content of our courses. This is the substantive aspect of integration. 1In
the Christian university we should not hesitate to be partisan without being
propagandistic. Our courses ought to incorporate concerns and perspectives
directly relevant to the Christian community, whether in the literature
course that studies the works of C.S. Lewis, or in the political science
course that proposes the life of William Wilberforce as evidence of the
possibility of Christian statesmanship, or a reference to the New Jerusalem
in an urban sociology course, or emphasis to religious developments from the
Reformation to the missionary movement in a modern history course. Moreover,
students must confront gquestions of values and belief from an explicitly
Christian standpoint in any course. And most broadly, the curriculum should
be carefully built upon a unified core cluster of foundational studies pro-
viding overall coherence to the entire academic program.

Lastly, the Christian university should relate learning to faith in the
applied dimension. Integrated education ought to result in integrated ser-
vice in Christ's name beyond the campus. Graduates as well as the present
community ought to be engaged in such service, service understood in terms
of vocation, ministry in the local church, missions, civic responsibility,
compassionate care for human needs both local and global, and the offering
of the human and material resources of the university to church and society.
On campus, meanwhile, we must be pooling the rescurces of our respective
specialties to develop a firm theoretical foundation for moral judgment
and moral action. As a historian, for example, I might examine how and when
justice and mercy have prevailed in human societies, contributing these
insights as together we hammer out a fully Biblical rationale--from both
Testaments--for an understanding of how Christians can serve as God's agents
to press for a just and compassionate world order.

All of these activities can occur, however, without really integrating
faith and learning at the most challenging and transforming level. It is
when we examine how our faith commitment affects our scholarship that the
true uniqueness of the Christian perspective and the process of integration
at the Christian university really becomes meaningful.

The first aspect of integration in Christian scholarship is the methodo-
logieal. Not only must the Christian be as rigorous in his scholarship as
any professional in the field, but his labors will be distinctively charac-
terized by proper motivation, integrity and a firm commitment to excellence.
The geographer or philosopher, for instance, who professes allegiance to the
name of Christ will pursue research and reflection as an act of service to
God and fellow man, not for personal or institutional prestige or advance-
ment, not for peer recognition nor for professional "one-upsmanship."

In the investigatory process itself the Christian scholar must be a
model of integrity, demonstrating profound reverence for God's creation and
for the creative work of others, and genuine humility about the ultimate
value of his own efforts apart from others' contributions. The Christian,
furthermore, will not pursue some line of inguiry simply because the tools
exist. Ethical questions about the sanctity of life or the right of privacy
may intrude for the geneticist who confronts the moral implications of
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recombinant DNA research, or for the biographer who gains access to poten-
tially destructive private papers. The Christian, moreover, must retain his
unique constellation of values in the midst of a deeply imbedded but often
pagan consensus that shapes modern thought. Thus the home economist will not
succumb to the materialistic assumptions undergirding much of modern liwving,
nor will the historian ignore past abuses of power that have shaped the con-
temporary world.

And the Christian cannot be sloppy in his research or presentation. The
values of selflessness and service offer no excuse for mediocrity. Excel-
lence for one's own sake, of course, is vanity, and excellence to impress or
satisfy the expectations of others is elitist and pretentious. But, as
William Peterson recently pointed out in another context,30 this does not
imply that shoddiness is next to godliness. Rather, commitment to the
Almighty Lord of Creation mandates excellence for His glory. Students and
faculty alike must affirm that even in intellectual pursuits we are instructed
to "work at it with all your heart, as working for the Lord, not for men"
(Col. 3:23 NIV).

Most of us will readily allow our faith commitments to shape the methodo-
logy of our scholarship. But the philosophical aspects of integration pre-
sent a far more awesome challenge. Our researches rarely require us to
devise an explicit, personal, Christian philosophy of communications or
sociology or music or history. Too often the sheer magnitude and daring of
such an inquiry discourages any faltering first steps. But the philosophical
dimension cannot be ignored. It involves both analytical and critical ele-
ments. One must first analyze the often implicit philosophical foundations
of the field to identify categories for critical examination.

To use the personal example: historians, I will quickly discern, engage
such ultimate concerns as the nature and impact of individual behavior, the
grounds for human wvalues and moral judgments, the possibility of objectivity,
and the role of Providence or chance in human events. Most historians will
never address these issues directly, of course, but their personal "control
beliefs" (to borrow Nicholas Wolterstorff's term3l) will shape their analy-
sis. E.F. Schumacher has pointed out the naturalistic, positivist, and
evolutionary orientation of much of modern thought. Others have developed
an analysis and critique of these thought-forms from a Christian standpoint;
a particularly impressive example is philosopher Stephen Evans' work on the
social sciences.32 As a Christian historian I too should expose and criti-
cize the control beliefs underlying contemporary historical analysis. And
I need to explore the theoretical and practical implications of the fact
that my own work originates from an entirely different set of assumptions.

On my own I may be inadequate to this strategic task; in the combined resources
of the scholarly community at the Christian university, however, ought to be
found a basis for such analysis and criticism.

Wrestling with the deep philosophical questions will remain, then, as a
formidable ongoing responsibility of the Christian scholar. Reflection on
the functional dimension of integration, however, poses a less overwhelming
challenge and promises more immediate fruits. Indeed, consideration of the
functional component of integration can ease the process of confronting the
philosophical issues. "Functional" refers to the mutual service specific
fields of learning and Christian commitment can offer each other. After a
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careful assessment of the general value derived from study in a discipline,
one can then specify how that study will enhance Christian faith, and, con-
versely, how a Christian perspective can aid the study of that field.

Again the personal case: how can the study of history serve my faith
commitment, and how can my faith serve my historical scholarship? Before
answering I need to determine what value accrues from studying history. If
history is human society's collective memory, then the benefits of memory can,
by analogy, point to the value of history. Why do I prize my capacity to
remember? Memories often bring pleasure: an agreeable occasion is recalled
and relived. More important, memory helps define identity by retaining images
of past influences--environmental, circumstantial, and personal. Remembered
experiences provide perspectives from the past to guide present action, and
also serve an ordering and rationalizing function in coping with new experi-
ence. Perhaps most significant of all, memory gives awareness of existence
in time, just as the convergence of images from both eyes gives depth percep-
tion, or awareness of existence in three-dimensional space.

The study of history yields similar benefits: diversion, cultural iden-
tity through an understanding of heritage, background on present events
coupled with a sense of responsiblity to the community, integration of the
many facets of human experience, and perhaps most importantly an awareness of
change through time.

How then can history serve faith? By providing perspective on self, on
mankind, and on revelation. How can faith serve history? By clarifying
such significant areas as the purposefulness of historical study, the pro-
cess of historical interpretation, and ultimate meaning in the human experi-
ence. Let us examine each of these in turn.

History serves faith, first, by providing perspective on self: by aiding
self-understanding. A proper awareness of the vast landscape of human experi-
ence through the ages enlarges and enhances one's identity. Who am I?--
that enduring fundamental question of the human mind can be answered in part
through study of the past. I am the product of a distinctive national and
cultural heritage. I also belong to the even more ancient heritage of the
Christian church, comprising a great company of witnesses, in the imagery of
the twelfth chapter of Hebrews. My identity clarifies further when I con-
trast my own heritage with other cultural traditions past and present, since
I escape the temptation to "universalize from one's own time and place," and
confront the reality of "change within the framework of continuity."33
Through both identification and differentiation, in sum, I come to a fuller
appreciation of who I am.

But identity is only one part of self-understanding. History helps to
clarify not only identity, but also responsibility. Study of the past
exposes a panoramic vista of a perennially broken world, a world in which
Christ calls us to render to Caesar and to rescue Caesar's victims. "The
poor you have with you always," said Jesus. It was a statement not of
surrender to the inevitable but of enduring obligation. That the poor remain
despite advances in technology and human organization is quite clear to the
student of history, who thus comes to better understand the context in which
to exercise Christian responsibility. In a world irreparably flawed by sin,
human need persists. The story of man becomes an unavoidable plea for the
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act of love and the message of peace that are the core of the Christian
gospel. History, the all-encompassing record of human experience, provides
the most vast and challenging answer to the question "Who is my neighbor?z”
Historical perspective, therefore, is essential equipment for those whose
mandate is the Great Commission.34

Self-understanding--a sense of identity with a sense of responsibility--
thus leads to an awareness beyond self; the self-view requires a world view.
And history provides not only perspective on self but, secondly, a perspec-
tive on man. History serves faith through validating the Biblical under-
standing of man and society. Civilizations may expect to enjoy some measure
of progress, history allows us to say, but violaticn of certain fundamental
principles of human relations can threaten disintegration of the political
and social order. BAnd well-intentioned, progressive innovations can inflict
unanticipated side effects that become the target for the next wave of reform.
Thus an appreciation for the past steers one away from utopianism on the one
hand and despair about the human prospect on the other, away from the paraly-
sis of nostalgia and the rootlessness or presentism.35 And a proper under-
standing of history precludes both cultural arrogance and cultural relativ-
ism. Historical understanding fosters acceptance of cultural diversity across
time and space without a naive, value-free sentimentalism that lets any cul-
tural form be self-authenticating.

Most broadly, historical awareness permits synthesis in thinking about
human existence by integrating the whole range of human life and culture,
as we have seen, in developmental inter-relationship. Indeed, history's
special contribution to the task of organizing a coherent understanding of
the nature of things is to tie one's personal world and life view concretely
to actual events.

Thirdly, history serves faith by providing perspective on revelation,
the self-disclosure of the Creator. Since all truth is God's truth, truth
discovered (in any field) amplifies truth revealed. History becomes parti-
cularly relevant since it is the matrix both for God's sovereign acts and
for God's self-disclosure. "I am the God of Abraham, Isaac, and Jacob,"
proclaimed Yahweh. "I am the God who brought you out of Egypt." The
eternal, infinite God whose name=--="I am that I am"--transcended time and
space chose to couch his revelation in concrete historical context; history
was the revelatory referent for the changeless God of Israel. 2And the
Incarnation, the culmination of God's revelation of himself to man,3® was
itself a historical event, indeed the intersection of history and eternity.
Hence it is no surprise that the Apostles rooted their faith in the histori-
city of the person and work of the Incarnate Son of God.37 Nor is it sur-
prising that Jewish and Christian rituals have a fundamental historical
content: the Lord's Supper, like Passover, is a sacrament of commemoration
as well as present commitment.

Moreover, since God has chosen to relate to humanity within the bounds
of time and space, we can better know Him through knowing historical con-
texts such as the rise of the Jewish nation, or the character of the first
century Roman world, or the development of the Christian church. And
certainly when the historical setting is understood, the Scriptural reve-
lation itself becomes more vivid and meaningful, while the authentication
of the Biblical narrative by external sources increases our confidence in
its message.38
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These are some ways in which history serves faith. Now what of the con-
verse: how can faith serve history? In what way will my Christian commit-
ment shape my performance as a professional historian? First, faith gives
purposefulness to historical study. The Christian view of man legitimates
the joy of human intellectual pursuit in general, and the quest for an
understanding of the past in particular. To understand the human creature
as imaging the Creator, capable of rational thought (including memory) and
aesthetic sensitivity as well as spiritual experience, liberates one from
the tyrannizing shackles of present material necessity. Historical study is
not a waste of time. Reflecting on the past does not result in futile
intellectualizing.

Moreover, if history serves faith by explaining the persistence of human
need, faith serves history by demanding a response to that need. The
response may take the form of strengthening fellow believers, calling the
unbeliever to commitment, or caring for the hurts of another. Whatever the
response, it stems from the inescapable fact that God assigns his work in
history to us as His ambassadors, charging us to reach ocut to a desperate
world as salt and light--retarding corruption and proclaiming the message
of reconciliation.3?

More controversially, cne's faith will, secondly, shape one's historical
interpretation. The historian's personal assumptions about the behavior
of man and society will, you will recall, infuse historical reconstruction
with a subjective quality. The Christian historian will follow the impli-
cations of his beliefs in interpreting the historical evidence, for if
truth discovered amplifies truth revealed, the reverse is also true. Faith
shapes selection of topic, investigatory approach, evidence and emphasis.
Faith also informs inference and judgment. One way in which the Christian
has an edge, in fact, is in empathizing with personalities in the past,
since he knows the essential character of man: fallen yvet redeemable. No
evolutionary assumption about the inevitable improvement of human nature or
the perfectibility of human society will warp the Christian's critical
appraisal of the weaknesses in past human endeavor. The Christian historian
can demonstrate the tragic inadequacy of well-intentioned human actions to
cope with complex social and political problems, especially in times of
crisis.

Faith also instructs the Christian historian that God is in control of
events, sovereignly acting as sustainer and judge of the universe. The speci-
fic application of this concept of Providence becomes a very delicate matter,
however. To what extent can I presume to perceive God's active and direct
intervention to alter the course of history? It becomes a meaningless truism
to say that God works in every event, but to deny that Providence exists is
to repudiate the efficacy of prayer. Yet do I as a scholar dare to decide
where God's actions specifically shape human events? I confess I have not
resolved this dilemma. But at this point in my thinking I want at least to
affirm this: where God's character and God's purpose are evident in the
unfolding affairs of humankind, there God is directly and visibly exercising
his Providential care. In short, where justice and mercy prevail, God's
hand is at work; by implication, where justice and mercy are vioclated, God
will intervene to judge, eventually if not immediately. This view allows
for God to harden the heart of Pharaoh, to direct the annihilation of the
Canaanites, to raise up Cyrus, and yes, to raise up a Hitler and secure his

24




s

downfall, without portraying Him as arbitrary or history as deterministic.
Admittedly it is a profoundly difficult problem, one which has been answered
in vastly different ways by different Christian historians.40

The Christian historian, moreover, will approach his field with the whole
sweep of human experience in mind, recognizing that history is teleological,
a meaningful whole. This brings us to the third way in which faith serves
history: by revealing the ultimate purpose underlying the course of human
events.

The Christian view of the world explains that history has an origin and
a destiny, with the Incarnation as pivotal event. Thus there is meaning and
relevance in human personality. Individual choice is a real possibility, not
a mere convention that obscures a basic genetic or environmental determinism.
The drama of history unfolds, for the Christian, in an atmosphere of hope.4l
The Christian view of history thus sees history as, ves, becoming.

The functional aspect of the integration of faith and learning, exploring
both how scholarship can serve faith and how faith influences scholarship,
has thus brought us--at least in terms of our specific example of the discip-
line of history--to the analogical aspect. The final way to go about relating
scholarly work to faith is to delineate some conceptual model or organizing
idea, based on a distinctive approach to knowing, that applies epistemologi-
cally or functionally to both one's faith and one's scholarship, transferring
analogically from one sphere to the other.

Understanding history as a way of knowing not only assists in integrating
the disciplines, therefore, it also contributes to the process of integrating
faith and learning. I have identified the idea of "becoming" as the essen-
tial distinctive of historical knowing, and the most bhasic contribution of
historical awareness to human thought. Let me specifically examine in con-
clusion how the notion of "becoming” bridges the historian's schelarship and
the historian's faith.

History is the story of what has been becoming, I have argued: the study
of the flow of change in the particulars of concrete human experience through
time. Now I want to assert in addition that the concept of "bkecoming” is an
essential distinctive of the Christian way of looking at things. This con-
cept merits further exploration and elaboration beyond what I will develop
here. For now let me identify some implications of "becoming" as a Christian
idea. Christian experience, I believe, involves becoming insofar as it is
processional, incarnational, teleological, and integraticnal.

Christian experience is processional. Things change. Time moves forward.
The relationship between God and man is never static. Instead, Christians
are called to grow, to mature, to become more like Christ. Forgetting those
things--triumphs or failures--that are behind, I press ahead to the goal,
daily renewed and freshly challenged. Christianity is a relationship, and
thus ever changing, continuously developing. All of human experience, more-
over, must be viewed in the same dynamic perspective. Growth and decay both
happen; thus neither the grinding determinism and fatalism of a cyclical
view of history nor the evolutionary assumptions of indefinite progress are
adequate models for a Christian understanding of human existence.
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This is true because all of history was altered by the Incarnation.
When God became a man in the person of Jesus Christ, time and the timeless
became linked together. For the Christian no discontinuity exists between
ultimate spiritual reality and concrete historical experience, no hierarchy
of being demeans or denies material existence. Christ became a man, so that
man could become like Christ, clothed in His righteousness, acceptable to
the Father.42

And this process of becoming is not endless, for the Christian experi-
ence is teleological. "There is coming a day," the Christian affirms, when
all will be fulfilled. History will culminate, the present order of existence
will be altered, bringing both final redemption and final judgment. The
becoming will conclude when the believer realizes the full possession of what
is now held only potentially by virtue of his position in Christ. We shall,
in short, become what we are: we shall become like Him, for we shall see Him
as He is.

Finally, we not only know that history will end, but toward what goal
history is moving. And that goal, appropriately, is integration. The funda-
mental fact of human existence is alienation: from self, from the rest of
the human race, from God. God's business is to reconcile, to make one, to
integrate the creation once again. God's intention, Paul reveals (Eph. 1:
9-10), is to unite, to integrate, all things in Christ. That cosmic purpose
includes a plan for each one who is "called according to his purpose," that
is, to be "conformed to the image of His Son" (Romans 8:29-30), both indivi-
dually and collectively (Eph. 4:13). History as God sees it, in short, is
a process of humanity becoming whole.

Integration in Christian perspective, it may be added, recognizes diver-
sities within the overall coherent unity. In becoming whole, in becoming
one, we are not becoming identical. Scripture uses the image of the body--
one, with differing parts--to illustrate this fact. And doesn't a unity of
diversities seem to be an apt description of the Christian university?
Becoming an integrated entity of unified diversities is, in sum, what learn-
ing is all about.

And it is what history is all about. And it is what Christianity is
all about.

v

Integration, therefore, is not a luxury for the Christian, or for the
Christian university. It is not just one option. It is not a noble but
unrealizable ideal. The radical task of demonstrating the wholeness of
learning within a community of Christians is, I submit, mandatory upon us
alls ‘

And so I give you this my vision for integrated learning, my dream
for what we can and should become as a Christian uni-versity. I have
stressed that integration of the specialized disciplines and integration
of faith and learning are two facets of the same single, solid goal:
integrated integration, if you will. Integrated learning, I contend, views
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all knowledge as one. It should be pursued through progressive clarifica-
tion of the half-dozen or so basic ways of knowing. It must be the primal
motivation for Christian scholars as they engage in their professional
specialties. And it must be programmed into the curriculum of the Christian
university.

To summarize: two different, though not mutually exclusive, readily
acknowledged approaches to knowing are imagination and empiricism. History
as a way of knowing--both art and science and neither art nor science--can
bridge that classic bifurcation. I have contended that the distinctive dimen-
sion of historical knowing that facilitates this bridging, and thus the dis-
tinctive contribution of historical knowing to the process of integration,
is its focus on the processional, or developmental--its emphasis on becoming.44
History will therefore be one key component of an integrated curriculum.

What would a curriculum designed for integrated learning, and premised
on Christian commitment to wholeness in truth, look like? Figure 6 suggests
one way to visualize it. Observe that it must be explicitly tailored to
reinforce the centrality of the historic Christian commitment of the insti-
tution. All programs would emanate from that source, a pulsating transmitter,
beaming outward to the fringes of the university service area.

The integrated Christian curriculum would, in consequence, begin with
a common core of foundational studies, giving full-bodied expression to the
central commitment and extending to penetrate every university activity. It
would build upon the foundational core with an integrated basic preogram in
general studies, flexible but coherent, rooted in understanding of the vari-
ous approaches to knowing. It would include as part of the general require-
ments a developmental sequence of learning and living skills, skills in
language, analysis and critical reasoning, quantification, civic participation.
(We should never discard that historic, fundamental ideal of liberal learning:
to be able to discriminate between good and bad, to be able, as Harold
MacMillan loved to say, "to detect when a man is talking rot."45) The general
studies program, moreover, would demand of all students competent awareness
of the content of the four broad divisions of the liberal disciplines
(humanities, fine arts, social science, and natural science).46

Upon this foundation the curriculum would build a wide range of special-
ized professional programs, permeated by the integrative base yet competent
to address the demands of an overspecialized world. Upon this foundation,
too, would be constructed extended service programs for diverse audiences.
Finally, the curriculum would provide at every step an emphasis on applica-
tion, commissioning the integrated learner for reconciling service in a
broken world.

Such an integrated curriculum must, of course, be supported by rigorous,
integrated scholarship and, most important of all, a vibrant, deeply per-
sonal, integrated Christian community.

It is admittedly a bold and far reaching challenge to balance these
three concerns, but then that has ever been the test of faith. Scripture
and history record examples of the epic deeds of faith. Where, the church
now asks, "have all the high-risk ventures gone?"47 Let it be said of our
work here that we took the great risk, to gain the great reward, of integration.
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That is my vision for integrated learning at Seattle Pacific University.

So, my colleagues, receive this university year lecture as an affirma-
tion of one colleagque's conviction and vision, and yes, as a tribute to a
beloved Christian educator, Winifred Weter--but as more: as an invitation.
An invitation to become more historically minded, to include historical know-
ing in your cognitive repertoire. An invitation, too, to teach me about your
distinctive mode of inquiry. In short, may we engage each other, first of
all, in free and rigorous explication of our respective approaches to know-
ing, so that we can then, secondly, confront our students with the prospect--
indeed the assignment--of truly integrated learning--of wholeness in truth.
Then may we proudly in the name of the Christ we serve affirm that we have
indeed become, and are continuing to become, a university in fact as in
name--and yes, uniquely a Christian uni-versity.
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