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ABSTRACT

The nature of the role and function of the university
chaplain 1is as much determined by educational considera-
~tions as theological ones. While there is an almost
essential marginality to chaplaincy work, it is safe-
guardéd from any sense of irrelevancy by sharing in the
university's central concern with human development. A
study of the factors involved in student development
reveals 1its holistic nature. Spiritual development has
its own particular place in thedevelopmental process. The
pattern of spiritual development has many parallels with
other aspects of development more obviously encountered in
a university setting. Research on student development has
insights to offer for the expansion of chaplaincy work.
Consideration of the traditional models of chaplaincy
reveals their failure to take adequate account of the
educational implications. A new and adequate model of
chaplaincy requires educational as well as theological
foundations. Such thinking results in a threefold
approach to chaplaincy work centering on ministry to the
institution, to the individual and to the Christian
community; an approach which 1is responsﬁve yet innovative,
flexible and transient, largely unstructured, but with a

consequent freedom for experiment,
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In a paper produced for a day conference of chaplains in
the Scottish Universities which was held in June 1974,
Dr. Horace Walker, the then Secretary of the Home Board
of the Church of Scotland indicated that

any attempt to delineate the role of the
chaplain means coming to terms with the
adjectival part of the phrase 'University
Chaplain'., Thus it is right in our

thinking that our view of the role of the
chaplain depends on how we see, inChristian
terms, the purpose of the University and the
Church.

There is a certain merit in taking such an approach as the
starting point for a consideration of the nature and scope

of the university chaplaincy work.

The university chaplain is one who is in the university
with a responsibility, which is not always clearly defined,
towards a group of people who, perhaps, have little in
common, other than the fact of their belonging, in some
sense, to the University. Though there is this lack of:
clear definition about chaplaincy work, there does exist
a more or less commonly accepted image of the university
chaplain., As we each build up for ourselves a general
outline of our own picture of the chaplain we draw
heavily, and sometimes unconsciously, on the various
assumptions we have of the nature of a university. In
many respects they give shape to the place the chaplain
can occupy in the institution, though, of course, that
shape 1s modified by any understanding we -might bring of
the theology of a chaplain's ministry.

Although the resulting image is often over idealised, and
on careful inspection bears little relation to the actual
reality of the chaplain's presence in the university, it
1s not the method of construction which is at fault so

much as our failure to appreciate the true and complex




nature of a modern university and of the ministry

involved in chaplaincy work.

To reach a satisfactory understanding of the chaplain's
role it 1s necessary to be aware of the nature and purpose
of a university, seeking to know what sets universities
apart from other institutions of higher education. An
understanding of the aims of our universities, and how
they might be achieved, will open the way to an
appreciation of how the chaplain might relate most

effectively to the institution.

One obvious difficulty confronting the chaplain is that,
on the surface at least, he can have little direct
involvement in the educational role of the university.
Only very seldom can he have a teaching role. The

- chaplain is always in danger of being marginalised,
reduced to one who, being in but not of the university, is
really of little importance. In fact a closer examination
reveals that the Church, through the chaplain, and the
University share a common concern for individual develop-
ment and growth. In reality, gqoing to university is all
about growth and development; obtaining a degree could
perhaps be said to be one way of giving recognition to the
developmental process. From the earliest days the
Christian Church has had a deep concern for individual
growth in grace. This is a concern which can give a
particular relevance to the chaplain's presence in the

university.

This idea of development is an important one. In many ways
it provides the theme which runs through our thinking on
many aspects of chaplaincy work. Not only can it be used
to provide a new relevance for the chaplain, it can be a
useful context in which he can work. A concern to
encourage development and growth can be a strong foundation

on which chaplaincy activities can be built. A develop-
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mental concern is a way that is both educationally and
theologically sound, which can be used to shape and to
plan the chaplain's day to day involvement in university
life. This is valuable for all too often chaplaincy work
is opportunistic, simply responding to situations as they
are encountered, with little attempt being made to take

full advantage of the opportunities they present.

If a developmental approach is to be considered as a basis
for a strategy of chaplaincy work a number of questions
present themselves. What patterns of growth are likely

to be encountered? What is the nature of the developmental
orocess? What kind of development is likely to be
encountered in students at university and how can it be

encouraged and directed?

In recent years there has been a considerable amaunt of
research into student development. The work of William
Perry (1968) and Douglas Heath (1968) appears to be of
particular relevance im thisconnection and has a number of
factors involved in development - the shift from.dualistic
to relativistic thinking, the emergence of autonomy, the
growth of commitment and an awareness of relations with
others. If the chaplain is to be involved he must have

an understanding of the factors affecting development.

While the indications are that individual develaopment is
essentially holistic, it is not altogether unexpected that
much of the emphasis in a university should be on
intellectual growth. Learning and knowing are therefore
of particular importance. How they are achieved can also
be influenced. Here again education and theology can

come together. The key to the. biblical understanding'of
knowing lies in 1its close connection with .doing.
Increasingly it 1is being recognised today that education
must have a purpose. It is no ionger sufficient that we

learn for the sake of learning. As Green (1969) and

-11-




Nuttgens (1981) argue, the purpose of learning and knowing

i1s doing, a fact which chaplaincy must take into account.

If healthy development is holistic, as Perry and Heath
believe, while religiocus awareness might not be subject to
the same 1intensity of influence as the intellect, it must
be open to development too. A study of recent research

in the United States on faith development shows that it is
wrong to suppose that faith is not open to growth like
other attitudes. Apart from the fact that the balance of
development requires movement in religious understanding
1t appears that such movement is a natural aspect of
living. Not only does faith development help us to
understand how religious faith expands, but it provides
pointers to ways of encouraging the right kind of growth.
This 1s of partienlar interest and use to the chaplain at
a time when there appears to be a movement towards a
conservative fundamentalist expression of the Christian
faith which appears to be more concerned with the absolute
preservation of what are believed to be essential elements
of faith, not iust in eontent but in form, thanwith aqrowth
and development. Such a position seems to be the more
attractive to many students because of its authoritative
nature. Uncertainty and the possibility of doubt appear
to be removed, yet if there can be no doubt, can there
really be faith?

An awareness of the factors involved in the whole range of
individual development is important. The chaplain has to
be able to relate to all the different people he will meet
in the university. Each has to be recognised as an
individual. Meaningful encounter can only take place with
them as they are and where they are. The kind of people
they perhaps ought to be; attitudinal positions they ought
to occupy arereally irrelevant. Who and what they are

matters alone.

-12-




Effective ministry will recognise and take account of this.
It will not be so concerned with stereotypes and ideal
patterns that 1t will lack relevance for most of the

people it seeks to serve.

There are a number of different approaches to chaplaincy
work today. While they have much to offer, some do suffer
from a lack of vision. Chaplaincy is not always as
effective as it might be. What is needed is a closer
examination of the situation that is encountered in the
circumstances of a particular university so that the
chaplain's ministry might be better shaped by the situation

as well as by theological and educational considerations.

To seek to identify the educational and theological aspects
of university chaplaincy work means, therefore, that we
shall have to give detailed consideration to the nature

and purpose of the university and to the theological under-
standing of the nature of ministry in the particular
situation of a distinctive institution. The educational
purpose of that institution, its developmental concern,

its responsibilities to society and its life affect and
shape the chaplain's ministry as much as his theology.
Indeed it could be said that these things must be

instrumental in his interpretation of this theology.

If such a venture is undertaken seriously the result will
be an appreciation of the opportunities and possibilities
that will enable the chaplain to move towards the realisa-
tion of the full potential of ministry in the context of

a university when

at last we shall attain to the unity inherent
in our faith and our knowledge of the Son of
God - to mature manhood measured by nothing

less than the full stature of Christ,
(Ephesians 4: 13)
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CHAPTER 1

AN EDUCATIONAL AND THEOLOGICAL BASIS FOR A

DEVELOPMENTAL APPROACH T0 CHAPLAINCY WORK
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This study of university chaplaincy work begins with the
recognition that there 1s a real sense in which chapiaincy
must always be marginal in an educational context. In

itself this is both necessary and desirable, though open to

misunderstanding and misinterpretation.

The chaplain is located on the periphery of the university,
yet with a specific commitment elsewhere. He 1is concerned
with 1ts purpose, yet always pointing to something else

lying beyond conventional and accepted values.

Though, for the chaplain, such a position can be of great
value, there is always the danger that marginality can be
mistaken for irrelevance. The role of the chaplain is not

always clear and obvious to the university. At times what

is perceived appears to bear little relation to the
educational aims of the university. At others the
chaplain seems to be pointing to a different way as the

proper direction for the university.

It is, then, important that we should be clear that there
are sound educational and theological grounds for a
chaplaincy presence in higher education which confer an
appropriate relevance while preserving this essential

marginality.

The study also recognises the importance of the concept of
development and personal growth 1in any consideration of
chaplaincy.

As we shall attempt to demonstrate the idea of development
is an important strand in the educational basis of a
chaplaincy presence in the university, as in the more
traditional theological approach. Indeed, the value of a

developmental approach lies in the way it enables us to

bring and hold the two together.
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We shall try to establish the educational grounds for
university chaplaincy which relate the chaplain firmly and
positively to the purpose of the university, showing the
important position occupied by developmental under-
standings, and seek to demonstrate how this links closely

to the theological reasoning normally used to account for

a chaplaincy presence 1in higher education.

THE DEVELOPMENTAL CONCERN OF THE UNIVERSITY

In the light of the discussion in the Introduction on the
term 'university chaplain', which emphasised the
importance of the adjectival half of the phrase, it 1is
fitting to begin with the university; to explore something
of our understanding of it - as an institution, as a place
of learning, as an academic community - for as such it is
the locus in which chaplains and chaplaincy operate. As
the adjectival part of the phrase, the university, its
aims, its structure and the content of the education 1it
offers, must have a considerable influence on the nature
of chaplaincy, for there is a real sense 1n which
chaplaincy can only have meaning when it is carefully
shaped to fit the identified needs of the institution and
those in it. On the one hand this means that something
simply imposed from the outside, with little or no
reference to the requirements of the university community,
must always be marginal to the extent of irrelevance, and
on the -other that individual chaplains should not be so
limited by personal philosophies that their minds are

closed to the'situation confronting them in the university.

The new chaplain 1is confronted by many difficulties and
questions when he first arrives in the university. There
is a temptation to leap into deep thought and discussion

about what appear, at first glance, to be pressing issues -

what 1s his status in the university as an ordained



minister of the Church?' What is expected of him, by the

university, by the students, by the staff, by the church?
Nevertheless, it is important to come first to some under-
standing of the nature and purpose of the university, for
1t 1s the fact of operating there which sets the chaplain's

ministry apart from other ministries in the church.

When we seek totrace the development and growth of the

universities it soon becomes clear that as educational
institutions they do have an essential involvement with

individual development. Newman, in "The Idea of a
University" (all references are taken Frém the 1976 edition
edited by Ker), identifies "the chief and direct object"

of a university as ensuring in its students the "exercise
and growth 1n certain habits, moral and intellectual" (p.6).

He recognises the ideal end of a liberal education as that

which

makes not the Christian, not the Catholic, but
the gentleman. It is well to be a gentleman,
it 1s well to have a cultivated intellect, a
delicate taste, a candid, equitable, dis-
passionate mind, a noble and courteous bearing
1in the conduct of life; - these are the con-
natural qualities of a large knowledge; they
are the objects of a University. (p.110)

In this Newman is subscribing to that view of a university
which regards the development of students as an important

feature of its raison d'etre. So he can say with some
justification that

1t 1s a great point then to enlarge the range of
studies which a University professes, even for
the sake of the students; and, though they cannot
pursue every subject which is open to them, they
will be the gainers by living among those and
under those who represent the whole circle. This
I conceive to be the advantage of a seat of

universal learning considered as a place of
education. (p.95)

-17-



The growing concern for the individual which can be seen
in the development of universities over the past fifty
years is, 1n effect, a formalisation of those ideas which

Newman claimed to be inherent in any understanding of the

nature of a university.

It is such an understanding which permits Clyde Parker to

remark that

concern with the development of students in
higher education can be traced back in one

form or another to the beginnings of the
university as an institution in modern society.

(Parker 1970, p.3)

He can even make the definite assertion that

in America the early university was
primarily a religious institution and 1its
major purpose was the development of
character in students. (Parker 1970, p.3)

When the Robbins Report in 1963 reminded us that it is of
the esence of higher education to be concerned with the
transmission of culture and citizenship, it too 1s taking
up some of the major concerns of Newman. Sir Walter

Moberly also reflected on this concern of the universities.

The traditional task of the universities is the
creation, generation by generation in a

continuous flow, of a body of men and women who
share a sense of civilised values, who are united
by their culture, and who, by simple pressure of
their existence and outlook, will form and be
enlightened public opinion. (Moberly 1949, p.21)

The stimulus of the Robbins Report produced an upsurge in
writing about universities in which the point is made
repeatedly that they have been concerned traditionally with
much more than the discovery and communication of

knowledqge.
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For example, Wilson remarked

In England the universities themselves have
regarded their distinctive mission as the dis-
semination of human, liberal, civilising
values. They have sought to introduce students
to the richness of our cutlural inheritance, to
provide access to the cumulative asesthetic,
literary, philosophic and scientific resources
of mankind, and to stimulate intellectual
discussion and critical assessment in a context
in which young people have leisure and
opportunity to savour all the best that our
culture has to offer. Thus information alone
has never been the concern of English
Universities - it has merely been the basis on
which an educated understanding and cultivated
attitude could be developed. (Wilson 1965,
n.45)

While such 1deals might be difficult to observe in practice,
there 1s a sense in which the academic community stresses
that learning in itself would be too narrow a description

of what takes place in a university. Learning is a major
part of the university process, but takes place alongside
other things not usually defined, like qgrowth, development,
maturation. FEach provides a clue to the nature of the
overall process and, furthermore, reinforces the

impression that the university, as an institution, has a
primary responsibility to produce the educated man, in the

widest sense of that term.

There is a sense, therefore, in which there is, or ought
to be, a goal or aim in the university experience. From
start to finish some kind of change takes place resulting
in the student, whether undergraduate or postgraduate
being an 'improved' person at the end of the course. Thus
the university, no matter what other things it might claim
as 1ts legitimate conerns - teaching, research, scholar-
ship or whatever - can claim to be involved in the
development of individual students. Therefore, while the

acqulisition of knowledge is an essential aim of a
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university education, there must also be scope for the
development of individual curiosity. The student has to
become able to assess the value of evidence so that he
can determine if his discoveries have value. He has to
develop qualities of objectivity and impartiality to be
certain that his conclusions are reasonable, and capable
of confirmation by someone else confronted by the same

information.

The power to assess the relative importance of
things 1s one of the most valuable qualities to
be gained from the pursuit of scholarship.

This is true in the moral sphere as well as in
the intellectual. Therefore, like it or not,
universities are concerned with the formation
of character. (Brook 1965, p.11)

In this sense the communicatiocn of knowledge that is so
central to university life can be involved in development,
not by increasing the individual's store of knowledge, but
through the hope that the acquisition of knowledge 1is
accompanied by an appreciation of its multiplicity and
complexity, together with a recognitibn that knowledge is
not a simple concept of fact, concerned with what is true
or false, right or wrong, but is much more broadly based,
often requiring value judgments to be made for it to be
handled correctly. The ability to handle knowledge, to
use it in critical analysis, and more especially in synthesis,
are the hallmarks of a successful university education.
Thus an undoubted aim of higher education is to make
students knowledgeable in some special direction and to
enable them to think empirically. They are encouraged to
seek the evidence and hold to it through thick and thin.

The emphasis 1s upon the rational; feeling and
indefiniteness are suspect, as is pretentiousness
of any kind. For we want higher education. to help
young men and women to use their intellects
alertly and instrumentally, so that they can
understand more of how the universe works and thus
gradually get it more under control, or at least

-20-



learn how to co-operate with it. It is this
world that 1s our home. Stress is placed

upon the lively acquisition of facts that are
dependable and laws that are the same for all
who see them clearly. Whether the subject
studied be physics or theology, psychology or
history, getting to know the facts and discern
the principles for oneself, so that one can
flexibly deploy them, are among the objectives.
An 1ncreasing proportion of time is spent in
perfecting the means of acquiring such data and
then of working efficiently with them so that

they are made to yield new knowledge.
(Niblett 1965, p.81)

The learning that enables this type of exercise to be
undertaken successfully must, inevitably, have an effect
on more than the intellect. Given the nature of man,

intellectual development is most unlikely to be an isolated
phenamenon.

A person 1s more than a collection of unrelated
trends and structures. he has organisation and
unity. He grows and acts all in one piece.....
Growth 1s an organismic process. It assumes
that the development of one structure is not

independent of the development of others.
(Heath 1968, p.5)

While many of the statements of this nature are the
expression of sentiment or feeling there is some support in
empirical work for them. Heath (1968) has shown in his
survey of the students and alumni of Haverford College that
there 1s a necessary connection between intellectusal,
ethical, social, spiritual and any other kind of develop-
ment. The validity of these findings has been strengthened
by their replication in further studies of groups of

Italian and Turkish students. The findings of the Survey on
Student Attitudes and the Survey on Student Development

also i1ndicate that intellectual, ethical and religious
development are connected (cf. Appendices I and II, p.259, 296
This 1s not to imply that all these areas will necessarily

advance together. The evidence does not suggest a linear
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connection, but it does indicate reciprocity amongst the
various spheres of personal growth. Growth in one ares

does therefore have implications for the others. . The

current resurgence of interest in freshman development in

the United States is based on this assumption.

Intellectual growth, social growth, physical
growth, moral growth, the assumption of more
and more responsibility for one's self - all
these things can and should happen during the

college experience. (Guidelines for University
101).

Heath summarises the findings of his extensive, empirical

study of growing up in college as follows:

a liberal education should help a person become
more mature by educing those potentials that
enhance his educability and adaptability. The
most important adaptive potentials for a
liberally educating institution to educe are,

in temporal order of priority, the symbolised,
the allocentric, and the integrative development
of a person's cognitive-intellective skills and
values. The extent to which such goals can be
realised is contingent on the maturing of other
self-structures. The test of becoming liberally
educated is the maturing of the individual, not
just the attainment of more reflective, allo-
centric or integrative intellective skills and
values. (Heath 1968, p.261)

It is on such a basis that we are entitled to assume that
the university 1is involved in development and that people
do develop during the university years. But if the concept
of development is to help us to understand the nature of
chaplaincy work we shall need to move awayﬁfrom such
general statements about development in the university to

a more speicifc understanding of the development processes.

Believing that such an understanding can help to uncover

the implications for chaplaincy, we shall seek to examine

those theories which claim to account for the processes of
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development. Using the concept of development as a core,
we shall look at more formal educational development to

- see how students develop and shall attempt to discover how
educational processes seem to contribute to individual
development and the achievement of maturity. After an
examination of the parallel concept of faith development
we shall be in a position to point to the issues for
chaplaincy which arise out of this more structured
educational view of development.

But first we shall seek to establish the developmental
concern of chaplaincy on theological grounds so that we
might be certain that we are, as we have claimed, using the
idea of development and growth to bring together and to
hold together the educational and theological as a proper
way of coming to an appreciation of chaplaincy in a

university.

IHE .DEVELGRMENTAL . CONCERN" OfF. -.CHAPLAINCY

The concept of growth and development is an important and
valuable one for chaplaincy representing an area in which
it has a relevant and valid contribution to make on both
educational and theological grounds. We have already
discussed the developmental role of education. Its
significance for chaplaincy lies in the way in which it
opens the door to a meaningful involvement of chaplains
with the institution which is not so obviously possible
under the more traditional understanding of education as a
fixed system of stages of teaching and learning directed
and related to the age of the participants. Under that
interpretation, people like chaplains who are involved in
educational institutions, but not directly involved in
teaching, must remain peripheral and marginal, always
struggling to justify their presence. Unable to be

involved in the formal sense of the teacher they can have
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little toc contribute directly to the system. Yet if educa-
tion is understood as basically a developmental process
such people can make a relevant and meaningful contribution

to the upbuilding of the members of the educational
community.

Some of the ancillary workers in a university are more
obviously 1involved in development and growth. The various
advisers and counsellors clearly come into this category.

Chaplains too can make a legitimate claim to share this

concern.,

Un the theological grounds alone, all ministry can be
described as developmental. From the beginning the Church
has had a concern to encouraqge growth and development. The
New Testament makes 1t clear that a primary concern of the
early church was with personal growth, At first this might
seem strange to a generation accustomed to think of the

New testament in terms of beliefs and truths., While these
are essential elements 1n 1its teaching they are presented
in a way which underlines the primary concern of the early

church with right living.

Much of the early church had as its primary
concern the way that life might be lived in
responsibility to God, i.e., usually ethical
issues took priority and the primary
theological issues were related to the
ethical issues. (Freeman 1984, p.173)

A good example of this is in Romans where Paul uses the
theological discussion in Chapters 1 to 11 as the basis of
his appeal for ethical responsibility in Chapter 12. The
link between the two sections is 'therefore' (Romans 12: 1).
Paul's exhortation to the Roman Church to

Adapt yourselves no longer to the pattern of
this present world, but let your minds be re-

made and your whole nature thus transformed.
(Romans 12: 2)
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is made on sound theological grounds. This developmental
concern 1is clearly supported by John who drawing on a quite

different tradition makes it clear in his First Letter that

the primary and enduring gift of God's Spirit
is love, i.e., behaviour whichis able to go
beyond self-interest. (Freeman 1984, p.174)

This ethical and life-centred focus of early Christian
teaching is 1in continuity with ancient Judaism which

emphasised use of the Law in shaping life and practice.

The fact that the New Testament writings were either
produced out of the life of a particular Christian community
or are highly reflective of the church life of the time has
resulted in a considerable emphasis on growth. Matthew,

for example, is concerned to present the goals and
discipline of life in the Kingdom. His view 1s that this
life is the ultimate fulfillment of human existence, a
fulfillment which exists in potential inevery individual

and which can be achieved by obedience to the commandments
of God, both o0ld and new (St. Matthew 5: 22; 34-40).

Paul and Peter, onthe other hand, are more concerned with
responsibility than obedience. They both emphasise the
natural gifts with which all are endowed (I Cor.7: 7;

I Peter 4: 10) and the need for stewardship. The word
they use 1is charismata. The whole basic idea of that word
ls of a free and undeserved gift (Barclay 1964, p.63)

which comes through God's grace. As Jenkins (1976, p.4)
noted

The Pauline writings are notable for their
emphasis on how necessary and many-sided the
resources of the Spirit are if we are to
attain to mature manhood 'to the measure of.
the stature of the fullness of Christ'.

A significant feature of this spiritual maturity is that
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it can only be attained in relationship. As I Corinthians
12 and Ephesians 4 underline, the gifts of the Spirit are
given to each for the sake of all, because it is only in
fellowship that those who follow Christ achieve mature
manhood. Kennedy ‘'Thom (Sensation, lent 1978, p.2)

expressed it so well

In the emotional and spiritual life of mankind
growth can only really take place through
relationships that unlock and unfreeze the
human potential. That potential we have
glimpsed in Christ and therefore it is in
relationship with him, experienced in his Holy
Spirit that we shall begin to grow.

Therefore we have amutual interest in each other's growth
towards maturity. The spiritual gifts provided for the
building up of the body of Christ are not intended to be
used ihisolation but are meant to enable us, as a
community of believers, to express the service of God in
the world.

The Christian community is meant to be the,
place where.... fellow members of Christ
neither keep each other down nor do each other
down but build each other up, as the necessary
condition of growth towards a common maturity.
(Jenkins 1976, p.4) *

Without this building up we can only remain underdeveloped
'children, tossed by the waves and whirled about by every
fresh gqust of teaching, dupes of crafty roques and their
deceitful schemes' (Eph.4: 14).

The other truly distinctive feature of this Christian
growth to maturity 1s 1its assertion that it takes place
purely in grace. We cannot achieve this maturity which is
the fullness of the stature of Christ by human effort
alone. The mature Christian is precisely the one who,
knowing that he has riches beyond measure, also knows that
this makes his own position before God all the more
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precarious, so that he is always driven back to the realisa-
tion that he owes all to God's grace, made clear in the
cross and resurrection of Jesus Christ. It is Paul, who in
human terms had been given everything which would be the
foundation of a successful life, but who counted it all,
heritage, tradition, education and religion, as sheer loss,
who makes clear the Christian understanding of that
maturity which 1is the end of our growth in grace which
begins with our incorporatioa with Christ, in His death,

in baptism and our becoming one with Him in a resurrection
like His. It 1s at this point that Paul begins to grow.

As he says, |

I have not yet reached perfection, but I press
on, hoping to take hold of that for which Christ
once took hold of me, forgetting what is behind
and reaching out for that which lies ahead. 1

- press towards the goal to win the prize which is

God's call to the life above in Christ Jesus.
(Phil.3: 12-14)

Because of 1ts essential communal character Christian
maturity brings a particular liberty which places the

power of choice firmly on our own shoulders. In this

sense though we are endowed and quided from on high we
become masters of our own destiny. Now it is characteristic
of choice that once made it carries with it limitation.

One does this and not that, goes here and not there.
Further as Barth (Church Dogmatics 1V, 3) emphasizes in his
discussion of freedom "one is released only to discover
one's vocation and it is always a vocation which has
reference to the community." This imposes a further
limitation on the liberty of Christian maturity. Always
our freedom is freedom for, "the release from self-

preoccupation to be available for one's neighbour, to

become 'a man for others'" (Jenkins 1976, p.5).

The ends of our growth in grace are therefore an awareness

of and an ability to cope with freedom, choice, limitation,
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responsibility and accountability. This means that in any
situation it is the individual who 1s answerable to God.
The role of the Church through the ministry 1s to help.
What the minister cannot do is to take the decision away
from anyone. His function must be limited to the promotion

of growth.

If we turn again to the university situation we can,
perhaps, begin to see the way in which the chaplain can
make a meaningful contribution. His initial, and, some
would say, primary concern is with the community of
believers within the university. His work within that
community is essentially caring and developmental 1in the
terms just outlined. It would be arbitrary and unrealistic
to expect such a concern to be limited to the members of
this one sector of the university community. Indeed, as
we shall see in Chapter 3+ there is evidence that healthy
human development 1is hoiistic. Healthy growth implies a
measure of development on all the various dimensions;
intellectual, social, ethical and spiritual. If an objective
of a university education is the turning out of more
mature individuals, then much more than intellectual input

is required.

While the arqument that faith has a deep essential concern
with development applies strictly, in its biblical form,
to believers, it does give an indication of an area which
ought to be a more general concern of the chaplain,
especially since there are educational grounds (cf.
Chapter 3), as well as these theological indications,
showing the need for a genuine concern for development on
the part of all those engaged in the university enter-
prise. The chaplain’s clear concern for the development
of the members of the Christian community predispose him
towards the wider concern for development and growth
which can provide the relevance which enables a valid

contribution to be made in this area.
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In this way the concept of development would appear to
have a significant contribution to make to our under-
standing of both parts of the original phrése 'university
chaplain' with which we began. It provides one possible
theme which can bridge the gap between the two areas of
concern, the University and the Church, that are the main

contributors to the debate about the role and function of

chaplains in a modern university.
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This assumes that the Chaplain will be ordained,

as is usually the case in Scotland. Many churches,
particularly in England and the USA, make
considerbale use of lay chaplains. 1t also appears
to assume that all chaplains are men which 1is not
the case. However, for ease of writing I shall use

the masculine third person in an inclusive sense,
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CHAPTEé 2

AN EDUCATIONAL GROUNDING FOR CHAPLAINCY

m
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EDUCATION, KNOWLEDGE AND LEARNING

It is important that those involved in a professional
capacity in a university should have some understanding of
the nature of knowledge, for its acquisition is an

important aspect of the education which is a primary concern

of the university.

Education has been defined by Apps (1981, p.54) as

planned learning. 0Or to be more formal,
education 1s an organised and planned
activity with the intent that learning will

.result.

Learning, 1in turn, has a variety of descriptions, none of
which can be said to be definitive, but which, when taken
together, do provide an adequate description of the
concept. ‘Apps (1981, p.53) summarises them well as

follows

For some learning is defined as a change in
behaviour. For others learning is personal
development; for still others, it is developing
the mind. Many talk about learning as the
accumulation of knowledge, and still others
talk about learning as a problem-solving
activity. A common element in all the various
definitions of learning is change. A person
who has learned 1is somehow different than he

or she was before the learning took place. The
change may be a new idea the learner has
acquired or even a new way of understanding an
old idea. The person who has learned may have
a new skill he or she can perform or a new insight
gained from solving a problem.

Clearly the accumulation of knowledge is but one aspect of
the learning process, but it is an important one, and one
with which all in the university must be concerned. In
teaching, information is communicated which the learner

must use to construct knowledge for himself. This is an
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important element in education. It is obvious that simply
pushing information at the learner does not ensure a
measure of cognitive development (cf. Moore and Waldren,
p.57). The goal of education, as distinct from teaching,
is an ability to make use of the information acquired; to
use 1t in analysis, synthesis and evaluation. Using
Bloom's (1976) Taxonomy of Educational Objectives,.Moore
and Waldren demonstrate how the process of education
involves certain stages or levels. The most basic, and
perhaps the most difficult yet least valuable of these, is
the acquisition of knowledge, that is the ability to recall
basic information, such as dates, names, rules and the like.
Comprehension follows, which is the basic understanding of
knowledge which permits-use to be made of it. At this
point the process moves into higher and more interesting
and exciting levels 1n which the basic information can be
applied in problem solving, analysis and evaluation of
specific situation and in synthesis to produce solutions,
answers or procedures. There are indications that the way
in which an 1individual approaches learning is related -to
his perception of what learning involves. If learning is
thought of only i1in terms of the lower stages of Bloam's
Taxonomy as acquiring and understanding information and
facts, the approach adopted is likely to place considerable
emphasis on memorising and reproduction. It is when there
is a deeper appreciation of the nature of learning that
there is a realisation of the importance of a wider under-

standing which facilitates construction rather than simple

acquisition of knowledge (this is discussed again in the

section Styles of Learning).
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The Personal Nature of Learning

As we have already noted, all learning involves a measure
of change. Whenever we learn a change has taken place, in
our knowledge or cognitive ability, in our attitudes, in
the skills we possess, or in the way in which we respond
to the world around us. How exactly this is accomplished,
is in fact, unique to each individual. We can generalise
on the ways in which learning is approached, producing
categories into which individual students can be grouped.
This can be a most useful aid, provided we do not forget
that, in the end, the ways 1n which learners develop and
apply learning skills will be unique to themselves. Moore
and Waldren (p.62) have listed the skills commonly used in
learning -~ listening, observing, organising, studying,
reading, forming questions, taking notes, searching for
information, writing essays, expressing one's self orally,
working in groups, working on projects and taking examina-
tions. In the end the learning which results from the
application of such skills is a personal thing. No one can
learn for us, so that, although we can improve our learning
skills by watching how others apply them and by seeking
counsel, learning must remain a very personal and unique

accomplishment.

Stzles of Learning

If learning is such a personal achievement, then the real
value in categorising the ways in which students learn
consists, not of what it can offer to the learner, but

to the teacher and the counsellor. If nothing else, it
indicates to them the kind of features to be noted about
the learner which permit evaluation and judgments to be

made which can indicate a profitable future direction for
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teaching and advice.

A basic principle of learning formulated by Brunner (in

Main 1980, p.9) is that it is more effective when there is
some structure around which materials or ideas can be
organised. This offers an immediate criterion for the
grouping of learners - those who are capable of generating
or identifying for themselves a framework for their learning
as distinct from those who are dependent on some external
agent for structuring such a framework. These basic groups

can be subdivided according to the characteristics of the

framework 1itself,.

qullabus-boundz Szllabus-free

Parlett (1970) draws the distinction between those students
who are syllabus-bound and those who are syllabus-free.

The former can only operate happily within a given syllabus.,
If it is ill-defined, or too open, they find it difficult

to choose what they should be doing and are less effective
learners. The latter operate better when they can pursue
their own lines of investigation, often feeling restricted
or inhibited by the requirements of the course or syllabus.
Main (1980, p.10) comments that syllabus-bound students
tend to need exams in order to study, do not read widely
outside the set work, attend classes reqularly, and may
well have conscientious study habits. Syllabus-free
students, on the other hand, often spend disproportionate
amounts of time on particular areas of study because they
have a feeling of 1involvement in them, are more likely to
be adventurous 1n their reading and are prepared to explore

their own 1ideas.
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Cue-seekers, Cue-~deaf

As far as these categories imply a degree of dependence on,
or independence from, the teacher, they fit in with further
work by Miller and Parlett (1974) in which they use three
interesting shorthand descriptions to identify different

types of student behaviour which they encountered:

(1) Cue-seekers - students who actively elicit
from their teachers an understanding of the

structure of a course or examinable subject.

(2) Cue-conscious - students who are able to
pick up hints about structure which are

passed on by teachers.

(3) Cue-deaf - students who do not respond to

information given about structure.

The evidence of Miller and Parlett's study indicates that
cue-seeking students are the most likely to succeed. They
are highly motivated and, from the outset, do appear to

want to learn.

Depth and Surface Processors

An important activity in the learning process is reading.
As we read we are seeking out and trying to grasp hold of
the meaning implicit in the words and symbols which appear
on the printed paper. Because of the access it affords to
facts and ideas, reading is an important vehicle of
learning. Like learning, reading can be difficult to
investigate because it is a private internal activity.

There have been a number of studies which have sought to
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investigate how students read and what levels of under-
standing they reach (Marton 1975, Marton and Saljo 1976,
Laurillard 1978, Entwistle and Ratcliffe 1979).

One major series of studies was carried out at the
University of Gothenburg where Marton investigated the ways
in which students read to learn in a situation in which they
were aware that learning was to be assessed. A number of
consistent differences in the quality of understanding were
found which could be related to the ways in which the
students read or 'processed' the text. Wilson (1981, p.98)

has summarised the Gothenburg results.

'Depth processors sought out or created the
meaning or 'thing signified' the author was
trying to communicate. Their approach to
reading was active and brought about qualita-
tive change in their understanding of the
subject matter. 'Surface' processors, on the
other tand, paid attention to the more super-
ficial features of the text. They read to
remember facts, details and main arquments:
their approach to reading was passive in that’
they rarely examined the bases of conclusions,
nor did they question the assumptions and
logic of the arqument. Reading to learn meant,
for them, simply the addition of items of
information to the memory store on a quantita-
tive basis.

This distinction between depth and surface processors, or
atomists and holists, the description used by Svensson (1977),
is based on an analysis of the students' own accounts of

the way they read the set passage; what they thought about

as they were reading, the parts of the text they

concentrated on, and how far they attempted to memorise

facts and details. Marton (1975, p.130) explains the

differences between the two approaches produced in the study:

For some, learning is the grasping of what the
discourse is about, i.e., learning is learning
through the discourse, and for others learning
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is learning the discourse (i.e., memorising it).
The former appear to experience an active role
(i.e., learning is something they do); the latter
do not appear to do this (learning is something
which happens to them).

Depth learners have a positive approach to the learning

task. They try to make sense of what they read, linking

the facts and argquments they extract from the substance of
the text to conclusions. All the time they are concerned

to build up an overall structure in which ideas can be inter-
related. They are also keen to draw links between their

studies and their experience of the 'real' world beyond the

confines of the university.

Surface learners, on the other hand, are much more concerned
with the ability to. reproduce the learning material. This
often results in a rote learning strategy. They tend to

pay attention only to superficial features, reading 1in a
passive and unreflecting way, as if unaware that under-
standing involves effort. They do not seek to link ideas

together and are unlikely to relate their learning to

external reality.

Marton has produced criteria for distingquishing between

depth and surface processors as follows (from Laurillard
1978, in Wilson 1981, p.108).
Depth processors focus on:

(1) the intention of the article (author)

(2) actively trying to integrate what they read
with previous parts of the argument (text)

(3) trying to use their own ability to make a
logical construction
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(4) thinking about the functional role of the

different parts of an argument

Surface processors focus on:

(1) the time factor instead of the task

(2) the demand to perform instead of the actual
task

(3) learning which is equated with memorising

(4) the subject, confronting the text passively
and treating it as an isolated phenomenon

(read without thinking)

(5) the subject, keeping their reading to the
surface of the text without any relation to

the meaning.
IMPLICATIONS FOR CHAPLAINCY

The outcome of the research into cognitive and learning
styles, outlined in the earlier sections of this chapter,
appear to have some interesting implications in a chaplaincy

context.

Styles of Learning and the Use of Knowledge

As we shall see later (Chp.8) an important element in the
biblical approach to knowledge is the close connection
between knowing and doing. In a theological context right
knowledge is useful knowledge. For the chaplain the
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practical outcome is a concern to equip the individual for
action; to enable him to put his knowledge to good use.

In this connection an understanding of cognitive and
learning style can be helpful. Since the ability to act

on one's knowledge 1s a much more likely outcome of a 'deep'
approach it is clear that an understanding of how the
approach to learning might be influenced can be of value in
determining strategy in particular circumstances. It is also
clear that if knowledge is to be useful for action, we must
take note of the comments of Moore and Waldren (cf. p. 33).
Learning is concerned with much more than memorising and
reproducing information. The practical application of our
concern to relate knowing and doing must take account of
this. The chaplain who is aware of the need to encourage
movement beyond the acquisition of knowledge to its
application must be aware of the need to achieve that degree
of comprehension which permits .knowledge to be used. He

has to make it clear that simply knowing, in terms of

facts and information, 1s effectively only the beginning

and not the end of learning.

At this point we simply seek to draw attention to the use-
fulness of  a knowledge of learning styles in this context.

Discussion of the implications of 'useful knowledge' for
chaplaincy will be found later (p.243f.).

The Problem of Religious Fundamentalism

On theoretical grounds, the Gothenburg findings would appear
to provide indications of a new approach to the problem of
religious fundamentalism., On the basis of Marton's

criteria there seems to be a similarity between the
characteristics of conservative fundamentalism and surface
processing. Both surface processors and fundamentalists

prefer authority and tend'to be dualistic in outlook. For




both groups learning is conceived as an ability to receive
and recapitulate what Authority hands down. Knowledge is

largely categorised in terms of right and wrong, good and
bad.

Since it appears to be possible to influence the level of
processing students adopt (Marton and Saljo 1976; Laurillard
1981; Ramsden 1979) by heightening their interpretation of
the demands of the learning situation, this might indicate
that it would also be possible to devise ways of influencing

religious development.

If this could be done it would provide a solution to one of
the basic problems confronting chaplains 1in higher

education - making meaningful contact with those who are at
the conservative fundamentalist end of the religious
spectrum which would allow the encouragement of their
religious growth., Unfortunately such students are. often
distrustful of contact with a chaplain whom they think to

be theologically suspect and are highly resistant to
influences which are believed to threaten their faith. The
result is that while they are open to the many influences on
development encountered in university life these are not
permitted to impinge on their faith. As we shall see (p. 60)
Heath (1978) has shown the dangers inherent in this kind of

situation.

If Perry (1968) is correct in his analysis of individual
development, we should locate the conservative funda-
mentalist fairly low down on his scale in the early stages
of dualism. The problem confronting such people is how to
cope with new ways of thinking about what they believe,
without threatening or destroying their faith. One of
their major concerns 1is that if a degree of doubt or un-
certainty is admitted at any point of belief it is
difficult to prevent that doubt from pervading the whole
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belief system and ultimately destroying it. The commitment,
which Perry envisages as the goal of all development
threatens, rather than reinforces, belief because of its
necessary relation with relativism. For the fundamentalist
belief remains something that 1is 'given' rather than some-
thing for which the individual has a measure of personal

responsibility (see also Chapter 5).

Any attempt to deal with the problems posed by funda-
mentalist attitudes must take account of the nature and
role of Authority. Since the basic Authority is Scripture,
one possible approach might be through the encouragement

of what most Christians would regard as a healthy more

open approach to the reading and understanding of the

Bible which would acknowledge its divine inspiration with-
out the additional assumption of infallibility. In this it
might be possible to adapt.the factors which influence the
adoption of deep level processing by seeking to

demonstrate the reality of the demands made on the
individual by study of scripture. Thus while 1t may not
produce dramatic short-term results, what could be most
effective in this situation is a consistent approach to

the handling of scripture which demonstrates that

scripture is best understood when it is interpreted
sympathetically, but critically, against its own back-
ground of the times and circumstances in which it was
written. In this way through bible study groups it may
well be possible to show that its authority does not lie in
verbal innerancy and that interpretation need not be

literal. -

It may well be that in the short-term such an approach
might éppear to have little effect. Fundamentalist gfoups
are surprisingly rigid and unyielding. But as Barr (1981)
points out it is their shifting constituency which favours
the rigidity of fundamentalism, While. the groups themselves

-42 -



continue from year to year with little outward sign of

change, yet of

those active in fundamentalist organisation at
any one time, and especially in student
organisations, a large proportion will have
become evangelicals quite recently, within the
measure of a few years at most; and of these
many will before long be moving into another
sort of position, most commonly one within
mainstream Christianity. (Barr 1981, p.320)

Very often this movement takes place in the years following
graduation. One factor influencing the change in attitude
is that they will: have to live in a Church that is not
fundamentalist, so sooner or later they have to form a new
way of thinking about faith which will allow them to get
along with others who think differently. It may very well
be that the contribution of the chaplain ought to be more
concerned with preparing the way for this than with seeking
dramatic results in terms of the transformation of the

conservative groups encountered in the university situation.

SURVEY DOF STUDENT ATTITUDES

It was at this stage of the researph that it was realised
that the type of theoretical approach to chaplaincy work,
which is being developed here, necessarily rested on a
number of assumptions in areas concerning the nature of
student belief and attitude; student expectations, of the
Chaplaincy, of the University itself and of their academic
pursuits; the ways in which individual. development occurs
and is encouraged over the span of a university course;
and the kind of relationship between what we have called
academic strategy (the student's choice of subjects and how
he sets about them) and moral and religious attitudes. It
was felt appropriate that there should be some testing of

these assumptions. Accordingly a Survey was devised which
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would, it was hoped, provide evidence of patterns of
growth, though it was not intended that it should be used
as an empirical base for any theory of chaplaincy work.
This latter point is important for it was felt that the
relationships which would be encountered would be complex
and, at the time, not sufficient was known about them to
enable an appropriate Survey to be prepared to be an
acceptable basis for a model of Chaplaincy. In the event
the experience of the Survey, carried out in April 1981,
fully justified this expectation. Full details of the
questionnaire, its design, distribution and results will

be found in Appendix 1.

At this point 1t 1s interesting to note that it proved
possible to identify distinct groupings of surface and
depth processors on the basis of Marton's criteria. The
indications are that in second year the characteristics

of deep learning begin to emerge, a tendency which reverses
somewhat between second and third years, perhaps as subject
specialisation begins. By the fourth and final year the

trend is again reversed and deepened.

There would appear to be a parallel development in the
ethical and spiritual realms. First year students were
shown to--be dependent on 'conventional' and 'accepted’
values. There is a move towards a more independent
judgment in second year with a slight return to .convention
in third year before a final move towards independence of
judgment and belief 1in fourth year. As we shall see later
(cf. Chapter 4 on Fowler's theory of faith development) the
Survey has produced empirical evidence to suggest that some
students, at least, experience transition from Fowler's
Stages 2 and 5 towards Stage 4.

However, although there is a parallelism between the
various movements detected by the Survey, all attempts
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failed to discover any link between the type of processing
adopted and religious attitude. What the Survey did
reveal was that students with conservative fundamentalist
beliefs tend to work harder than other students and are
less likely to attempt to develop their own ideas.
Unfortunately, therefore, the evidence would appear to
indicate that it is'unlikely that ways of encouraging
religious development can be based on those used to develop
learning strategy. Nevertheless,. it must be said that
there are indications that the fundamentalism test which
was used might not in fact give an accurate measurement of
religious attitude, since it might not be entirely
accurate in its location of individuals on the religious
spectrum. It may be that the lack of any discernable link
between cognitive and religious style was due to the
failure to identify religious attitude correctly rather
than any lack of relation between the two factors. As is
indicated in the discussion of the Survey results 1in
Appendix I we are investigating a different type of
questionnaire which, it is hoped, might be better able to

clarify the situation.

The major problem with the results of the Survey, as is
indicated more fully in the report in Appendix I, is that
it measured difference in attitude, though not necessarily
change, a problem it shares with other cross-sectional
surveys (cf. Feldman & Newcomb 1970). The results indicate
that the attitudes of final year students do differ from
those of first year but do not show that the difference

can be explained by change or development nor if change has
taken place, or what is the extent of the change.

Further reference to the results of the Survey will be made

from time to time as appropriate.

It should also be noted that, as 1s discussed in Appendix
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II, consideration is being given to a new form of Survey
which would seek to provide indication of any change which
might occur in attitude while a student is at university

instead of attempting to measure the attitudes themselves.
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CHAPTER 5

DEVELOPMENT AND THE ACHIEVEMENT OF MATURITY
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INTRODUCTION

Since one of the major concerns of the university has to
do with student development, clearly there ought to be,

in the university, a concern to promote and encourage the
development of maturity, among all the other concerns
which are legitimately recognised to belong to it. A
proper concern for the total well-being of its students
should occupy a recognised place in the university's
scheme of things alongside teaching, research and the more
practical welfare provisions like the student health and
advisory services. This need not be a formal provision in
terms of a 'student service', indeed the nature of this
concern is such that it is hard to envisage how such a
'service' could operate. What is required 1s a general
awareness in the university of the existence of this kind
of concern; that it 1is a pfoper concern to be shown by
academic staff in particular; and therefore there should
be sufficient goodwill, compassion and common humanity to

ensure- that this function 1s fulfilled.

Of course, as an educational institution primarily, the
main thrust of the university's developmental concern will
be directed inevitably towards the achievement of that
measure of intellectual maturity, commonly held to be the
hallmark of the graduate, which permits the correct and
proper dealing with facts, information, knowledge and
learning in the whole range of situations liable to be
encountered in everyday life and work. However, it is, at
least, questionable whether the kind of development of the
intellectual senses, which such a process would imply,
could or would occur without some degree of corresponding
development 1in other areasof the personality. While it

is highly unlikely that the whole development of an
individual will take place at the same pace across the

whole spectrum - intellectual, social, moral, religious,

~48~-




emotional - 1t 1s a reasonable assumption that, in healthy
development, movement or progress in any one area has
effects in the others. Thus, in the end, a more reliable,
though vastly more difficult to measure, indicator of the
success an value of time in university is .not the type

and grade of degree obtained, but the progress achieved

towards maturity.

MATURITY

The concept of maturity is not altogether easy to
comprehend, although, apparently, it can be fairly clearly
defined in terms of the overall development process where

maturity is conceived of as its endpoint or goal.

Maturity represents the stage at which
psychological characteristics are best

developed and the individual functions as an
independent person in a social setting. How-

ever it 1s an ideal from which we all deviate

in some respects. (Mowbray & Rodger 1963, p.320)

In fact, 1t 1is notoriously difficult to determine exactly
when this endpoint has been attained. In many respects
this is precisely because ideals are not normally capable
of rigid definition nor of being expressed in definite
terms. Indeed much of their usefulness derives from th

way in which we use hopeful and symbolic language in the
expression of ideals. Therefore we should not be surprised
when this kind of attempt at definition breaks down as

soon as we seek to apply it. What we do discover is that

we can define examples of maturity in particular areas,

but maturity itself, as a concept, is much more.

In practice, it has a kind of global effect on the
individual which, in a kind of Gestalt way, we perceive
without being fully aware of all the factors it implies.
In the 1984 Gifford Lectures Allan Galloway hinted at this
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when he remarked that a condition of maturity is an

ability to perceive the world as an integrated whole. The
real signs of maturity are not particular types of
behaviour; these can be indicators but are part of the whole;
but attitudes. Maturity exists not because of ways of
behaving but because the individual is able to achieve a
significant personal orientation which establishes a
reciprocity with the environment through which it 1is

possible to make some sense of life.

Therefore 1t 1s clear that maturity 1s not achieved simply
by living for a certain length of time. The attainment of
adulthood, whether it be measured by physical or legal
standards, is not synonymous with maturity. Nor is
maturity the automatic result of the accumulation of
experience by virtue of having spent some indefinite but
reasonably lengthy period in‘a developmental situation.
Thus mere survival at university 1s no guarantee that the
experience 'will be maturing. ‘Yet maturity has within it
elements of all these, inasmuch as it can only be acquired

in time, and then only as a result of experience. -

In view of such problems Lugo and Hershey (1974, p.158)
question whether it is right to speak about 'the mature
person' at all. Arguing that though there are those who
are capable of acting 'maturely', whatever we mean by that,
most of the time, nevertheless, everyone can act at times
in ways that are clearly 'immature', they prefer to talk

of the 'maturing' individual since that denoctes movement,
aliveness, growth and spontaneity. What is sought in
maturity is, in their terms, not an endpoint or goal before

us, but a continuing process of becoming.
There 1s considerable advantage in this kind of thinking.

It immediately removes many of the problems of definition

for definition in precise terms is only required in any
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attempt to fix the mythical endpoint of maturity. It also
fits with'the experience of life which demonstrates again
and again that those we should readily describe as mature
do not invariably act in competent and responsible ways
though their style of life as a whole does reflect what

we regard as mature behaviour.

If, however, we do talk of maturity in such terms, it is
as well to be aware of some of the implications. When we
think of becoming it is difficult, if not impossible, to
avoid the concept of growth. The idea of becoming implies

a progression through a sequence of stages, a process
commonly described as growth. However, to describe
progress in any sphere of human development, perceptual,
intellectual, social, emotional or religious, as growth is
to suggest that continued progress 1s more desirable than
halting or regressing. Becoming, in this sense, is there-
fore, value-laden. Perry (1968) maintains that this is a
factor we must recognise and accept, acknowledging that
there are characteristics we deem to have more value than
others. O0Openness in such assumptions is preferable to any
attempt at the use of non value-laden langauge which is

required to be so general as to be virtually meaningless.

In fact when people consider the nature of maturity they
do make value judgments inasmuch as some features and
characteristics are recognised to be more desirable. To

l1dentify these characteristics in the kind of ways attempted

in the next two sections is not to imply that those we
should describe as mature must be in possession of all of
them, but that sufficient of them exist in their make-up to

allow the use of the description 'mature’'.

-51-




‘Eharacteristics of Maturity

The concept of maturity implies a relatively advanced

degree of physical, mental and emotional development

characterised by a high level of adjustment (Mowbray and

Rodger 1963, p.321). In general terms 'good' adjustment

involves being able to cope successfully with:

(1)

(2)

(3)

Biological Requirements. The individual has to be

able to provide for himself (and those for whom he

is responsible) adequate food, warmth, and shelter.

Such needs are of course fundamental and are

dependent on geographical and climatic conditions.

Cultural Requirements. The individual must be able

to respond to the demahds, prohibitions and taboos

of his society, such as are formulated in 1its legal
system and morals. Because a culture 1is complex 1t
will contain many inconsistencies and a well-

adjusted person may find himself in conflict with

some sets of principles... and has the responsibility

of deciding the 1issues.

Psychological Requirements. - Once the basic biological
and cultural requirements-are met there still remain.

a numberof needs which each one .of us experiences and
has to fulfil.. Among these are the need for self-

esteem and independence from others and recognition

of our achievement.

(Mowbray and Rodger 1963, p.321)

Besides these basic biological, cultural and psychological

characteristics of maturity there are other intellectual,

social and moral factors which -are commonly held to be

-52_




characteristic of maturity. For example analytic and
synthetic thinking based on logical reasoning is an
indicator of intellectual maturity, while tolerance,
consistency of behaviour and concern for others indicates
soclal maturity. Also it is a clear sign of the mature
individual that he can exercise a healthy independence

while understanding when to acknowledge dependence on others.

The Mature Individual

From such characterisitcs it is possible to paint a word
picture of the mature: person. Ideally the mature
individual has been able to.represent his experiences in
words and 1ideas. He is able to reflect on his experience
of life to produce images, thoughts and combinations of
1deas which facilitate problem solving and produce new
perspectives about his own life. In terms of ‘belief and
attitude, maturity confers the ability to bring them into
conscious awareness where they can be assessed and evaluated.
The mature person not only is aware of the nature of his
beliefs but can give account for them. This he does with-
out elevating his beliefs to the status of absolutes.

Thus he can recognise the right of others to have different
beliefs without feeling that his own beliefs are threatened.
Indeed with maturity there comes the ability to communicate
with others, to-exchange ideas, to see things from their
point of view. To do that is not to betray one's own values.
It could be that it is the immature person who believes
himself to be so unique that the opinions of others have no

relevance for him.

As the individual grows towards maturity he becomes more
integrated, stable and autonomous. He begins to know him-
self, who he is, what he wants, where he is going. As time

passes his concept of himself does not change greatly and
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so he has a growing certainty about -his future which is the
main orientating factor in his life. Such a picture of the
mature individual reinforces our original contention of
maturity as an ideal. It 1is much more of a continuing

process than an arrival at any- goal or objective.

The Maturing Effect of ¢the University Experience

Clearly, the university as such is not directly concerned
with all of these characteristics. But when we recognise
that a person is more than a collection of unrelated trends
and structures, that he has organisation and unity, and

that when he grows he does so in one piece (Heath 1968, p.5),
we find development of one characteristic 1s not independent
of others. Thus the university, directly concerned with
intellectual growth, contributes more widely* than it often

realises to the total development of its student population.

One of the aims of higher education 1is-to
'liberate' the student from bias, superstition
and prejudice by confronting him with reason,

: logic, and empirical evidence in order to
develop alternative explanations of his
existence and alternative modes of coping with
his environment. (Parker 1971, p.749)

Such a process is, of course, not exclusively an outcome

of higher education. Its effect lies in the enhancement of
the process rather than its initiation so that the change
which often takes place in students during their time at
university is usually greater than that found in their
peers who are not exposed to the effects of higher
education, cf., Astin 1977, p.212 ff.).

Anyone with reasonable experience of a university
recognises that the attitudes of the Freshers who arrive

each October and those who graduate each summer demonstrate
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that considerable and dramatic change has taken place in
the intervening years. The dewy-eyed idealists have some-
how or other become the hard-bitten pragmatists who are
adjudged by the examiners as fit persons to be unleashed

on the world as the proud possessors of their degree.
Because so much of this change is qualitative, it 1is
difficult to be specific about its exact nature. But
clearly the experience of university life has rubbed off
on the graduates as they passed through, though whether
this was intentional or accidental is often an open question.
To this we shall return later. However it 1is achieved, the
university experience does have an effect on 1ts
participants. The constant contact with fellow students
can be a stimulating experience. Seldom is there any
relaxation of the discipline of thought. Thus the kind of
thinking processes encouraged and developed by academic

work are constantlybeing reinforced in all sorts of ways.

EFven though we seldom spell it out, we have an ideal some-
where at the back of our minds which is our model of the
graduate. This model identifies those abilities which are
the hallmarks of a useful time spent at university which
correspond fairly closely to some of the characterisitcs
of maturity noted above. They include an understanding of
the nature of knowledge as such and its value, as well as
an understanding and useful acquaintance with that
particular field of knowledge with which the particular
degree is concerned. To achieve such heights one has to be
able to handle information and facts, to be able to assess
them, analyse them and synthesise them into further

knowledge.,
Thus one of the main concerns of education at whatever

level, is seen to be the promotion of what are regarded as

healthy and wholesome responses to the stimuli of life.-
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STUDENT DEVELOPMENT DURING THE UNIVERSITY YEARS

Recent research (Parker 1978, Perry 1968, D. Heath 1965,
1968, R. Heath 1964) has confirmed that students do

develop during their time at university. Their attitudes

are changed, their approach to their studies reflects their
deeper involvement as time passes, and their whole outlook

on life is altered. Before discussing some of the
implications of this for the university we shall look briefly

at two studies of student development.

(A) William Perry

Prompted by the realisation that students being counselled
had a variety of responses to the relativism which
permeates the intellectual and social atmosphere of a
pluralistic 'university, the Harvard Board of Study Counsel
carried out a programme of interviewing students in Harvard
and Radcliffe Colleges about their college experience.

From study and analysis of the information obtained an out-
line scheme emerged of the nature of the development which
occurs during a student's years in university (Perry 1968).

Perry's scheme envisages intellectual and ethical develaop-

ment occurring in a series of generally irreversible stages
in which each successive stage demonstrates a different set

of assumptions 'about knowledge and values,
Perry (1968, p.9-10) summarises his scheme as follows.

Position 1: The student sees the world in polar terms of
we-right-good vs. other-wrong-bad. ' Right answers for
everything exist in Absolute, known to Authority whose role
is to mediate (teach) them. Knowledge and goodness are
perceived as quantitative accretions of discrete rightness
to be collected by hard work and obedience.
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Position 2: The student perceives diversity of opinion,
and uncertainty, and accounts for them as unwarranted
confusion in poorly qualified Authorities or as mere

exercises set by Authority "so we can learn to find the
answers for ourselves'".

Position 3: The student accepts diversity and un-
certainty as legitimate but still temporary in areas where
Authority "hasn't found the Answer yet". He supposes
Authority grades him in these areas on '"qood expression"
but remains puzzled as to 'standards.

Position 4: (a) The student percei#es legitimate un-
certainty (and therefore diversity of opinion) to be
extensive and raises it to a status of an unstructured
epistemological realm of its‘own 1in which "anyone has a
right to his own opinion" a realm where right-wrong still
prevails, or (b) The student discovers qualitative
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