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About the Mid-Continent Review 

     The Mid-Continent Review is a scholarly, peer-reviewed journal published on an 

annual basis. It is an interdisciplinary publication containing articles addressing a wide 

range of subjects. A literary section is also included for poetry, short stories, and essays.  

The purpose of this journal is to introduce the reader to diverse subjects, in order to 

further knowledge in various fields.   

     Although the Mid-Continent Review is published by the university and features 

articles and works by Mid-Continent University professors, instructors, and even 

students, the journal is peer reviewed by off-campus personnel, either non-affiliated with 

the university or those who are not currently employed by the university.   

Guidelines for Publication 

     All submissions to the Mid-Continent Review must adhere to basic American 

Psychological Association (APA) format with acceptable allowances related to 

publication format.  Some of the major allowances are as follows:  no title pages may be 

submitted, all articles must be single spaced, no headers or footers, title and byline must 

begin on the first page of the article from the left margin, no pagination is accepted, 

submit only a very brief abstract, and limit, but not necessarily omit graphs and maps. 

Photographs and illustrations are generally not encouraged, but contributors may make a 

case for selected inclusion.  Many of these modifications are made due to limited space in 

the publication.  

     The accepted font for the Mid-Continent Review is twelve (12) point, Times New 

Roman. Articles may reach up to 15 single spaced pages in length. The editors and 

reviewers may make changes according to publishing concerns. Use parenthetical 

citations and a concise reference section at the end of the article.  All concerns about 

spelling, punctuation, capitalization, and other style concerns should follow APA format.  

Finally, every article must be submitted electronically.  

Publication Deadlines 

     The official dates for the Mid-Continent Review have been set. Please adhere to this 

timeline in submitting your article. By May 31
st
 of each year, a condensed abstract must 

be submitted electronically to Dr. Stephen Douglas Wilson. By June 30
th

 of each year, 

the completed article must be electronically submitted. This will then be reviewed by the 

editorial staff on campus and sent to the off campus reviewers.  The off-campus 

reviewers are experts in the discipline represented in the article.  On September 15
th 

of 

each year, all articles that have been vetted and approved will be submitted to the off 

campus publisher. Notification will be sent prior to this date to inform the contributors on 

whether their article will be published. Finally, on October 15
th

 of each year, the annual 

issue of the Mid-Continent Review will be unveiled. 

     For more information on contributing to the Mid-Continent Review, please contact Dr. 

Stephen Douglas Wilson, editor, at swilson@midcontinent.edu. 
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Excuse Making in Online Classes:  An Exploratory Comparison of 

Faith-based and Non-faith-based Students 

Dr. Jodi McKnight 

Mid-Continent University Assistant Professor of Psychology 

 

Dr. Mark McKnight 

Southern Indiana University Associate Professor and Chair of the Department of 

Accounting and Finance 

Abstract 

A total of 80 students, enrolled in online courses at multiple 

universities, completed elements of the Questionnaire on Academic 

Excuses (QAE).  Students were categorized as attending a faith-based 

university or a non-faith based university and then compared and 

contrasted from one another in terms of the degree to which they used 

legitimate and fraudulent excuses.  Exploratory analysis indicated 

students from faith-based programs are less likely to use fraudulent 

excuses due to cheating, procrastination, or some other form of 

academic avoidance.   

     In the university physical classroom, it is no surprise students have used fraudulent 

excuses from time-to-time, due to cheating, procrastination, or some other form of 

academic avoidance.  When teaching an online class, however, instructors may have 

heard a different variety of academic excuses as to why assignments are not turned in, 

why students cannot log-in to participate, or simply why they have not been present for a 

majority of class.  The research field of fraudulent excuse making and online classes is 

limited, specifically utilizing the Questionnaire on Academic Excuses.  The present 

research uses elements from the QAE in order to make initial inquiries into potential 

differences in excuse making from students of faith-based online programs as compared 

to their counterparts of non-faith-based online programs. 

Literature Review 

     Within the past decade, the online educational classroom has become one of the most 

convenient and popular modes of education.  Allen and Seaman’s (2013) research found 

over six million students are taking online classes, which means over thirty-one percent 

of students in higher education are involved in online learning in the United States.  In 

fact, Bart (2011) reported a 10% growth rate for online enrollments over the last few 

years.  Online learning is becoming more accepted and more requested by both learners 

and instructors. Allen and Seaman state faculty at different American institutions in 2012 

reported they were more accepting of online education.   
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     With the increase of online education comes the increase in online academic 

dishonesty.  McGee (2013) believes that academic dishonesty is a priority and has 

particular concern in those types of courses offered online when their instructors cannot 

directly monitor their actions.  Varvel Jr. (2005) states “Academic honesty is a topic that 

keeps coming up over and over again in online educational circles” (p. 1).  Because of the 

distance between the students and faculty and their avenues of communication through 

the virtual classroom, this may contribute to the belief more academic dishonesty exists 

within online classes (Stuber-McEwen, Wiseley, & Hoggatt, 2009).  McGee (2013) states 

there is minimal evidence to prove this is occurring.  Black, Greaser, and Dawson (2008) 

remind educators very limited research exists regarding academic dishonesty within 

online education.  Most relevant research focuses on plagiarism (Black et al., 2008), 

academic misconduct and dishonesty (Ercegovac & Richardson, Jr., 2004), and planned 

and panic cheating (Grijalva, Nowell, & Kerkvliet, 2006).  In addition, Ferrari and Beck 

(1998) state very few studies investigate students’ desire to demonstrate academic 

dishonesty through the creation of academic excuses.   

     When it comes to the profile of the academically dishonest online student, Hill, Baer, 

and Morgan (2000) extensively researched the understanding of why excuses are made in 

an online course.  They explain excuses are given when someone perceives they are 

associated with an undesirable outcome or act.  The authors point to distancing someone 

from negative outcomes.   Smith (2005) includes non-traditional male students as part of 

the profile as well. Varvel Jr. (2005) theorizes reasons students cheat have to do with 

time, ethical/societal reasons, survival, knowledge, ease, and personal reasons.  These 

reasons may include assignments that are perceived as a waste of time, everyone else is 

doing it, thrill seeking, and self-doubt of one’s abilities or as an accepted practice (Varvel 

Jr., 2005).    Finally, Stuber-McEwen and colleagues (2009) suggest that it is the student 

with the lower grade point average that would have the most likelihood to be dishonest in 

an online environment in hopes of improving their grade.   

     Fraudulent excuse making has been studied within the field of academic dishonesty in 

the face-to-face classroom, but has been limited within the online classroom (Caron, 

Krauss Whitbourne, & Halgin, 1992; Roig & Caso, 2005; Ferrari & Beck, 1998; Ferrari, 

Keane, Wolfe & Beck, 1998; and Abernathy & Padgett, 2010).  Caron et al., (1992) 

defined a fraudulent excuse as one that a student fabricates specifically for the purpose of 

avoiding academic responsibility.  Using this definition, the authors understood that 

legitimate excuses would be made when there is an event beyond the student’s control.    

     Scholars are aware online students are providing excuses for their academic work 

(Varvel, Jr. (2005). Therefore this study explores to what extent the students are using 

fraudulent and legitimate excuses in online classes at faith-based universities as opposed 

to non-faith based universities.  This research takes Caron et al.’s (1992) study of face-to-

face university students a step further by exploring the excuse making patterns of online 
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students.  Using their developed survey, the fraudulent and legitimate excuses of online 

students were collected through a series of several online courses, both at faith-based and 

non-faith-based universities.   

Method 

Participants 

     Data were collected from 80 university students (n=80) taking online classes at both 

faith-based and non-faith-based universities. Sixty-nine out of 80 (86.3 %) participants 

were female.  The ages of the students ranged from 18 to 67 years of age, with four 

students in that age range not reporting. The overall mean age of students participating in 

the study was 32.8.  In general, study participants would be described as non-traditional 

students, although a small portion of the students in the study would fall within 

traditional-age ranges.  Of the 80 participants, 18 (22.5%) were between the ages of 18-

22 (those students within a four year time-to-complete model), and 25 (31.25%) were 

between the ages of 18-24 (those students within a six year time-to-complete model).  As 

many institutions have moved to a graduation timeframe as a primary means of assessing 

student progress, the four-year and six- year estimates are relevant in defining traditional 

students from nontraditional learners.  A total of 46 (57.5%) participants were enrolled in 

faith-based institutions, while 34 of those surveyed (42.5%) were from non-faith-based 

programs. 

Measures  

     For the present study, a quantitative methodological approach was used.  The 

Questionnaire on Academic Excuses (QAE) was distributed with the original authors’ 

permission.  The original 21-item instrument was developed by Caron et al., (1992) to 

determine student’s use of both legitimate and fraudulent excuses.  The QAE’s questions 

also examine the subjects’ reasons for making fraudulent excuses, explore the affective 

response when the excuse was made, and then examine the outcome.  They are asked to 

indicate how many times the students have used both types of excuses while in college 

and then to describe the surrounding circumstances.  The QAE has demonstrated 

comparable results for several other studies, including those of Roig and Caso (2005) and 

Ferrari e0t. al, (1998).   

     The researchers modified the QAE item administration to investigate online students’ 

use of the excuses.  Online students were provided with an electronic copy of items from 

Caron et al.’s (1992) survey (which was provided by the authors).  There have not been 

any other studies that have used this survey in this modified format, therefore there exists 

nothing which to compare reliability or validity. 

 



4 
 

Results 

     A total of 80 students participated in the study, self-reporting data regarding their use 

of fraudulent and legitimate excuses.  A majority of students (66.25%) indicated never 

using fraudulent excuses in any setting.  Another 20% indicated only having used a single 

fraudulent excuse during their college careers.  A relatively small number of students 

(11/80), 13.75%, admitted to using fraudulent excuses multiple times in their college 

careers.  Table 1, below, provides full results of students usage of fraudulent excuses.  

 

Table 1:  Analysis of Fraudulent Excuses 

Type of Institutions Number of Fraudulent Excuses Reported Total 

0 1 2 3 4+ 

 

Faith-Based Institutions 

 

35 7 2 1 1 46 

Non-Faith-Based Institutions 18 9 3 2 2 34 

       

 53 16 5 3 3 80 

 

Participants self-reported far more legitimate excuses than fraudulent ones.  Only 25% 

reported never using a legitimate excuse, while another 25% reported having used a 

legitimate excuse only once.  The remaining 50% reported having used legitimate 

excuses multiple times in their college careers.  Table 2, below, provides full results of 

students usage of legitimate excuses. 

 

Table 2:  Analysis of Legitimate Excuses 

Type of Institutions Number of Legitimate Excuses Reported Total 

0 1 2 3 4+ 

 

Faith-Based Institutions 

 

9 11 15 4 7 46 

Non-Faith-Based Institutions 11 9 9 3 2 34 

       

 20 20 24 7 9 80 

 

Discussion 
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     Results were somewhat predictable, given the self-reported data inherent in the study. 

Wilson and Zietz (2004) remind researchers that anytime students have to give subjective 

data that are sensitive, a high consistency of reporting bias will result.   Less than half of 

the study participants (33.75%) were willing to report usage of fraudulent excuses.  

Additionally, 75% of the respondents identified the usage of legitimate excuses.  Even so, 

a few interesting themes emerged in the data review/analysis. 

     Of 46 students enrolled in classes at faith-based universities, 35 (76%) self-reported 

never using fraudulent excuses.  When compared to non-faith-based students in online 

courses, 18 of 34 (52.9%) reported never using fraudulent excuses.  This significant 

difference between the two groups indicates the students taking online courses from faith-

based institutions are far less likely to report the usage of fraudulent excuses.  McGee 

(2013) states, “It is important to note that much research about cheating in general is 

based on self-reports of cheating or student perceptions of academic dishonesty” (p. 3).  

Therefore, it is difficult to assume reasons why faith-based students would be 

academically dishonest than non-faith-based students.   

     Students were much more likely to self-report multiple excuses if they were legitimate 

– only 13.75% of students reported multiple fraudulent excuses, while 50% reported the 

use of multiple legitimate excuses.  When using self-reported data, one may predict 

students are more likely to identify their excuses as legitimate. 

Conclusions and Recommendations 

     The purpose of the study was to explore the degree to which legitimate and fraudulent 

excuses were made in faith-based and non-faith based universities.  The analysis, as 

expected, indicated that students enrolled in a faith-based university were less likely to 

use fraudulent excuses than students enrolled in a non-faith based university.   

     With the ever-increasing use of technology and distance-based education and training 

programs, where learning is more impersonal than via traditional methods, the use of 

student excuses clearly warrants further investigation.  This research may be challenging 

due to the subjective nature of the number of individuals participating in distance-based 

education, the typical “profile” of an online student, and the self-reporting bias.  A 

variety of factors and criteria should be considered in future research within this 

field/paradigm.  These variables include, but are not limited to, the following: 

1. The study should be replicated, using a much larger participant pool, in order to 

validate initial findings. 
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2. Additional aspects of the QAE should be explored, as related to online students 

in faith-based and non-faith-based programs and courses. This includes a closer 

examination of the reliability and validity, as compared to previous studies.   

 

3. A qualitative study should be constructed, which would look at specific types of 

excuses that are provided by residential students, as compared to online 

students, and also record and analyze the degree to which certain types of 

excuses are more or less prevalent among students from faith-based or non-

faith-based institutions.   

 

4. Since there has not been previous research using the QAE in an online 

environment, the method of research lacks adequate reliability and validity. 

Therefore a follow-up to the qualitative study should apply the Q-Sort Method 

as a means of categorizing various types of excuse making by resident/online 

students as well as students in faith-based/non-faith-based programs. 

 

5. An exploratory study could investigate the types of fraudulent and legitimate 

excuses whom are accepted by faculty, as well as the academic integrity policies 

of both faith-based and non-faith-based programs.  

 

6. Further research should provide a comparative look at the characteristics of 

faculty that students feel they can succeed in giving fraudulent excuses. 
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Building Collaborative Learning Communities: Support for Peer 

Mentoring Models in Online Doctoral Programs 

 

Dr. William Quisenberry 

Mid-Continent University Assistant Professor of Business, Management 

 

Dr. Jodine Burchell 

Northcentral University Adjunct Professor of Business, Technology Management 

 

Abstract 

 

Mentoring programs have continued to evolve throughout society and 

often are implemented in professional, educational, religious, and 

grassroots community settings. Despite the frequent use, success, and 

research regarding mentoring programs, the authors sought to provide a 

specific conceptual foundation regarding the topic of peer mentoring as 

well as insight into the potential impact of peer mentor models in 

online doctoral programs. Utilizing a critical review of the literature, 

the authors establish a theoretical foundation and problem statement, 

while offering a proposed phenomenological study that can potentially 

begin to address the problem at hand. 

 

Introduction 

 

     Mentoring programs have been utilized for many years. Models of mentoring can be 

found in apprenticeships and coaching, where a tenured, usually more knowledgeable 

expert takes time to impart wisdom into a less experienced individual (Barondess, 1995). 

This model provides a mentee with the opportunity to receive tailor-made guidance, 

advice, and teaching (Dappen & Isernhagen, 2005). The use of mentoring programs has 

been widespread, and examples of mentoring can be found within professional work 

environments, educational settings, religious organizations, athletics, and at-risk 

adolescent training programs. 

 

     A common misconception regarding mentoring relationships is they are usually 

reserved for younger mentees who sit under the tutelage of an older mentor. While this 

pattern may be common, certainly no age requirements for mentor-mentee relationships 

exist. Generally, the aim should always be to offer specific guidance, pass knowledge on, 

and to have the opportunity for a more personalized, transformational teaching 

experience (McCollum, 2011). Approaching a mentor-mentee relationship from this 

perspective suddenly provides new opportunities. One of the more contemporary 

approaches to mentorship involves peer models. 

 

Peer mentoring programs have started to gain momentum in university settings, and 

they focus on having more experienced, successful students mentor and tutor less 

experienced students. The models have been initiated in undergraduate settings, where 

juniors and seniors were paired up with incoming freshmen, to help the students adjust to 
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their new lives in college (Nelson & Kift, 2005; Nelson, Kift, Humphreys, & Harper, 

2006; Milne, Keating, & Gabb, 2007; Meer & Scott, 2008; Hall & Jaugietis, 2011; 

Power, Miles, Peruzzi, & Voerman, 2011). More recently, peer mentoring programs have 

been used in graduate educational programs, where more tenured graduate students are 

paired up with students not as far along in the program as their mentors (Kosoko-Lasaki, 

Sonnino & Voytko, 2006; Noonan, Ballinger, & Black, 2007). These programs have 

experienced mixed results, but a common theme is universities utilizing such programs 

generally have higher student retention rates among mentees (Shotten, Oosahwe, & 

Cintrón, 2007; Dennison, 2010; Holland, Major, & Orvis, 2012), increased student 

engagement (Glass & Walter, 2000; Wang, 2003; Markwell, 2007; Fredricks & 

McColskey, 2011; Sull, 2013), and greater knowledge sharing (Glass & Walter, 2000; 

Wang, 2003). When these variables are joined together they will more than likely 

contribute to increased graduation rates. On top of their own demands of being students, 

peer mentors generally emerged with greater feelings of accomplishment, leadership 

skills, and professional development (Milne, Keating, & Gabb, 2007; O’Shea, Vincent, 

Calder, & Handley, 2009; Beltman & Schaeben, 2012). Some research even suggests 

peer mentoring contributes to improved job placement and performance for mentors after 

they graduate (Scaffidi & Berman, 2011). Successful educational programs do not only 

present knowledge to students, but instead should also provide them with the opportunity 

to develop as human beings and professionals, and it certainly appears peer mentoring 

models potentially provide this opportunity. 

 

While multiple studies have investigated the use and implications of mentoring 

relationships and programs, much of the research to date approaches peer mentoring 

mono-directionally, from more experienced students to less experienced students.  This 

perspective is limited, failing to address the reciprocal nature of the mentor/mentee 

relationship. Thus, ample opportunity still remains to explore this phenomenon in more 

specific environments, using empirical investigation. This particular paper seeks to 

provide a deeper understanding of the topic of peer mentoring as well as introducing 

some insight into the potential impact these programs may have on online doctoral 

students. Understanding implications of peer mentoring models in online doctoral 

programs could potentially shed light on how these processes can be implemented within 

online universities, contributing to improved student retention, student engagement, 

knowledge sharing, graduation rates, and professional development for students (Noonan, 

Ballinger, & Black, 2007). This paper provides a conceptual foundation regarding the 

topic, while presenting a proposed phenomenological research study that could 

potentially address the problem at hand. 

 

Theoretical Framework 

 

The theoretical foundation for this article is based in Bandura’s (1977a) classic 

Social Learning Theory (SLT) suggesting behavior is learned through the process of 

observational or modeled learning.  According to Bandura (1977a), observational or 

modeled learning includes four components: attention, retention, reproduction, and 

motivation.  Attention refers to how students perceive and become aware of opportunities 

for learning. Retention, according to Bandura (1977a), refers to the acquisition and 

retention of new behaviors with reproduction as the ability to recall and reproduce what 

has been learned. Finally, motivation refers to the “psychological arousal improving 
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performance by raising efficacy expectations” (Bandura, 1977b, p. 199).  Thus, learners 

observe and may imitate the behavior of others as long as positive reinforcement matches 

their own individual needs.    

Kram (1985) identified two main categories of mentoring: career and psychosocial. 

Career-related mentoring involves exposure, visibility, coaching, sponsorship, and work 

assignments. Conversely, psychosocial mentoring involves role-models, friendship, 

counseling, acceptance, and confirmation.  The motivators as well as measures of 

satisfaction under each of these categories would likely be very different.  Peer-

mentoring is a well-established topic. Studies have shown mentoring may help students 

in multiple ways including the potential to have less stress (House, 1981), a higher 

feeling of belonging within and among students (Tinto, 1975), and a higher level of 

satisfaction due to mentor’s encouragement to be more involved in the learning process 

(Astin, 1977, 1984).  Research has mostly focused on the benefits to mentees, but there 

are benefits to mentors as well. Some of these benefits include a sense of achievement 

and satisfaction, leadership skill development, and heightened interactions with other 

students (Beltman & Schaeben, 2012).  Clearly, peer mentoring offers both the mentor 

and mentee the potential for positive reinforcement and outcomes.  However, little 

research explores mentor/mentee individual and reciprocal needs.   

Review of the Literature 

 

Limitations of previous research and questions regarding program success 

 

Adults have traditionally used mentoring programs to help guide and intervene with 

children or youth and these programs have achieved tremendous success (Dappen & 

Isernhagen, 2005). However, these groups have also achieved great success in peer 

settings as well. The problem is peer mentoring programs are not always easy to 

coordinate and can experience major struggles. For instance, one study that sought to 

understand the dynamics of peer tutoring programs found that often peer tutors had 

strained relationships with other students and often spent more time attempting to manage 

relationships, rather than engaging in productive scholarly activity (Covin, 2007). Such 

findings help to depict the need for structured programs and well-respected peer mentors 

in order for the model to succeed. More research is required to understand exactly what 

contributes to effective vs. ineffective peer mentors. 

 

Specifically, one of the primary limitations associated with research on mentoring 

and especially peer mentoring is findings and discussions regarding the topic are very 

broad, and many of the details on the topic lack empirical findings. Mentoring can be 

applied to multiple disciplines and scenarios including youth, religious institutions, 

workplace settings, academic settings, and behavioral/at-risk individuals. Since the 

concepts relate to multiple areas, it is much tougher to truly understand exactly how the 

programs have benefited society and contributed positive change. One study sought to 

answer these questions and conducted quantitative research on mentoring programs in 

youth, academic, and workplace settings, to not only understand the impact of mentoring, 

but also to quantitatively measure the positive results (Eby, Allen, Evans, Ng, & DuBois, 

2008).  

 



11 
 

This study did discover the greatest impact of mentoring programs occurred within 

academic and workplace settings, but still even in these environments the results of the 

programs were limited to small effect sizes (Eby, Allen, Evans, Ng, & DuBois, 2008). 

Understanding how peer mentoring programs can impact doctoral students is a relevant 

study, since limited empirical research has been conducted in some focused disciplines 

and environments. In this review of the literature, the authors will discuss how peer 

mentoring programs can potentially impact online doctoral programs while constructing a 

suggested framework for future empirical research. 

 

Impact and relevance of peer mentoring in higher education 

 

In graduate programs, specifically doctoral programs, faculty mentor relationships 

with students are a significant piece of the educational experience. The relationship and 

impact of faculty mentors have a significant impact on the performance of graduate 

students (Lechuga, 2011). Graduate students judge the quality of graduate programs, 

based upon the relationship and effectiveness of their faculty mentor (Lechuga, 2011). 

Faculty relationship is a critical component of graduate and specifically doctoral 

programs, because much of the success in terms of educational experience and value will 

rest upon the faculty mentor’s ability to guide students. 

 

Interestingly enough, despite the importance of quality faculty mentors, many 

institutions, faculty and even graduate students truly do not understand the roles and 

responsibilities of faculty mentors, nor are they capable of describing the characteristics 

of a quality and effective mentor. Lechuga (2011) found, in a qualitative study of 15 

graduate faculty mentors, the primary roles a quality faculty member should fulfill are the 

following: advising, instructing, employing, and acting as a professional 

developer/socialization agent. These findings were further simplified as faculty mentors 

being Allies, Ambassadors, and Master-Teachers (Lechuga, 2011). From this perspective, 

the mentor is doing much more than only providing advice on research and dissertations.  

 

Faculty mentors advise the students on how they can navigate the program, they 

instruct them on hard and soft skills required to succeed in their future career, provide 

employment opportunities to them either as graduate assistants or in other roles, and also 

help develop them for professional careers, while offering networking opportunities to 

their mentees. A peer mentoring model offers the opportunity to create similar outcomes 

by providing ongoing advising and instruction to students through the faculty mentor and 

peer mentors. These kinds of programs offer the opportunity for peer mentors to gain 

experience working in roles similar to graduate assistantships, and they also provide 

possibilities for further professional development skills such as leadership and online 

teaching/facilitation. From these findings, peer mentoring programs provide the 

opportunity for faculty mentors to engage in the activities contributing to quality mentor-

mentee relationships in graduate programs. 

 

Doctoral programs usually are geared towards preparing candidates for leadership 

positions and thus do not focus on coursework alone. A significant portion of doctoral 

programs involves interacting with peers, conducting research, presenting ideas and 

problem-solving. As such, these valuable skills are not fully ascertained through 

coursework alone. Doctoral programs should involve opportunities to interact, engage, 
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and develop relevant problem-solving and leadership skills (Noonan, Ballinger, & Black, 

2007). Many doctoral programs have turned to peer mentoring programs to increase the 

level of interaction, leadership ability and communication skills required to succeed. As a 

result, Noonan, Ballinger & Black’s  

(2007) research shows students typically emerge from such programs with increased job 

placement, skill-sets, publications, self-efficacy, student retention, degree completion and 

research productivity.  Peer mentoring programs also contribute to students having the 

opportunity to vent, express concerns and ask questions freely with peers and peer 

mentors, without fear of being judged, deemed incompetent or receiving other 

repercussions resulting from speaking with a faculty member (Noonan, Ballinger, & 

Black, 2007). Essentially, these programs provide more guided, tailor-made learning 

experiences for students that are authentic and collaborative. 

 

Peer mentoring programs also benefit the faculty members as well. Faculty who are 

engaged in faculty mentoring programs generally enjoy their work more, are more 

productive, and feel a sense of accomplishment while seeing their mentees succeed 

(Noonan, Ballinger, & Black, 2007). Their own self-worth and public image is enhanced 

when their mentees go on to impact positive change and are recognized as credible 

professionals in their field of practice (Noonan, Ballinger, & Black, 2007). Additionally, 

peer mentoring programs have the opportunity to reduce the workload and stress of 

faculty members, by not feeling obligated to deal with every minuscule issue or problem 

mentees may be facing. Instead, these smaller, day-to-day issues or questions can be 

fielded by the peer mentor, thus greatly improving the efficiency of the faculty member 

and university. Peer mentoring programs help faculty members to establish vibrant, high-

impact, and productive communities of practice. Within these communities, students are 

able to learn more rapidly, develop interpersonal communication skills, and also to 

improve their leadership abilities. Students participating in these programs often develop 

improved productivity, retention and research/technical skills allowing them to graduate 

and become more productive in their field of practice. 

 

Receiving a doctoral degree is not the only experience or knowledge required to 

successfully have a postdoctoral career in professional practice or academia. To succeed, 

doctoral or postdoctoral candidates also must acquire additional knowledge and skills 

once they graduate, such as facilitation capabilities, leadership skills, and the ability to 

teach and mentor others (Scaffidi & Berman, 2011). These skill-sets will help graduates 

whether they go on to have careers in professional practice or within academia.  

 

Much of the postdoctoral career development skills required often are imparted by 

doctoral supervisors. In a study exploring these dynamics amongst postdoctoral students 

and supervisors, one of the greatest contributors to improved postdoctoral careers was 

doctoral supervisors’ ability to properly mentor their students (Scaffidi & Berman, 2011). 

This study helps to support the need for doctoral supervisors to take a mentoring 

approach in doctoral programs. By accurately mentoring students, supervisors can 

prepare candidates for improved performance in their postdoctoral career and also help to 

place students in a better position to receive employment. Although this particular study 

focused on postdoctoral candidates, the need for accurate mentoring from supervisors and 

the impact that process can have on postdoctoral employment still seems very applicable. 
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Such programs can potentially allow faculty members to develop students more without 

increasing the professor’s workload. 

 

If faculty workloads are decreased, while success rates of students continue to 

improve, peer mentoring programs may reduce stress levels for faculty mentors. 

Dennison (2010) explored the impact of peer mentoring programs in nursing programs at 

Northern Ontario University and found it was a viable solution for increasing budget cuts 

in universities, reducing faculty, increasing standards for accrediting bodies, all in the 

midst of ever-increasing student enrollment rates. Not only can peer mentoring programs 

provide a commendable solution to these complex scenarios, but they also increase 

students’ learning, retention, and satisfaction rates, while offering peer mentors with the 

opportunity to gain leadership skills and develop their knowledge regarding teaching 

(Dennison, 2010). Such skills prepare student mentors for future leadership and teaching 

positions following graduation.  

 

The rewards and benefits of peer mentoring programs on student performance and 

reducing the workload of faculty members sometimes overshadows the benefits peer 

mentors themselves often receive from their mentoring activities. Not only does it 

improve their skills and future employment opportunities, but mentors who were 

interviewed enjoyed the respect they received from faculty and peers, benefited with 

networking opportunities, and also received personal satisfaction by having the 

opportunity to help others (Dennison, 2010). Additionally, while being put into a 

situation of teaching, advising, and leading other students, the peer mentor will most 

likely have to ensure they are more up-to-date on research, best practices, and interacting 

with students.  Being current with best practices will contribute to more engagement for 

the peer mentors as well while they ensure they are properly carrying out their duties.  

 

These findings contribute to an ongoing theme in the literature resulting in a three-

fold winning relationship. Faculty/University, Peer Mentors, and Students/Mentees all 

seem to benefit from this model. In order for the model to be most effective, no specific 

group within the relationship should be gaining more than the next, and all participants 

should feel as though they are benefiting, which will lend to their conclusion that the 

program is worth their ongoing support and investment. Figure 1 helps to depict how the 

mentoring program provides a collaborative relationship between the Faculty/University, 

Peer Mentors, and Student/Mentees. This relationship allows mentors and mentees to 

gain relevant experience, knowledge, and increased levels of engagement without relying 

solely upon the Faculty member to provide these developmental opportunities. 
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Figure 1. Peer Mentoring Relationship Model 

 

Having the opening to have improved work opportunities, job performance, and 

recognition by peers significantly impacts the desire to engage in peer mentoring (Eby, 

Durley, Evans, & Ragins, 2006). Possessing the chance to develop new skills, a prospect 

for improved career outlooks following graduation and the ability to network and be 

respected by fellow peers and faculty all can improve universities’ ability to recruit 

willing peer mentors for these programs. However, it is unclear if these recruiting 

techniques will keep peer mentors engaged and dedicated to the process for extended 

periods of time or if peer mentors will begin to develop burnout or become frustrated due 

to their increased responsibilities and delayed gratification. It is clear; however, such 

programs do offer peer mentors many opportunities and a sense of accomplishment. 

 

For instance, peer mentors sampled in a recent study felt a sense of achievement and 

satisfaction while working with fellow students, which are altruistic in nature (Beltman & 

Schaeben, 2012). Student mentors were also more knowledgeable about the material they 

were advising, since they were required to actively seek information more after being 

challenged with training others (Beltman & Schaeben, 2012). Lastly, as other research 

has indicated, peer mentors benefit socially by receiving increased levels of networking 

and interaction with peers and faculty members (Beltman & Schaeben, 2012). With the 

many occasions presented from peer mentoring programs, it seems these factors could 

serve as sufficient motivating factors to keep peer mentors inspired and engaged with the 

programs, potentially producing high impact results. More research regarding how these 

seemingly irrelevant and intangible benefits can continuously motivate peer mentors is 

required. 

 

 

 

Faculty/University 

Peer Mentor 

Peer Mentoring 
Program 

Studends/Mentees 
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How peer mentoring programs impact student engagement and retention 

 

Student engagement is critical in higher education, especially at the doctoral level. 

Engagement among students is an even bigger concern in online educational settings 

(Sull, 2013). From this perspective, it is easy to recognize why student engagement is 

critically important. Ultimately, communication and interaction are the two greatest 

contributors to student engagement in online classrooms (Sull, 2013). Frequent 

communication and encouragement increases the opportunity for students to feel a part of 

the learning experience and ensures they are more likely to engage in the learning 

process. As such, a properly structured remote peer mentoring program probably should 

offer a level of interaction with conference calls, webinars, and live learning sessions on a 

weekly basis, to ensure students remain up-to-date regarding issues and topics related to 

their program. 

 

The level of active involvement in the learning process is truly what student 

engagement is rooted and founded upon (Markwell, 2007). Additionally, a major 

contributor and facet of student engagement is peer learning, collaboration, and 

interaction because they help to establish a much needed learning community (Markwell, 

2007). Any program contributing to increased level of peer learning and involvement 

presents an opportunity of increasing the level of student engagement. 

 

Understanding student engagement can be fairly complex, because the measurements 

and instruments used to survey these components may be difficult to construct and assess. 

The term “student engagement” varies vastly depending on the researcher and ultimate 

basis being used to describe the idea. Researchers definitions and viewpoints regarding 

student engagement have continued to progress focused on the topic. For instance, early 

researchers viewed student engagement as the amount of dedication students put forth in 

school and also the amount of time they spent on tasks (homework, class participation, 

writing papers, etc.) (Fredricks & McColskey, 2011). Later, a more emotional and self-

regulatory piece was added to defining student engagement. Fredricks and McColskey 

(2011) viewed the amount of emotional attachment students had with fellow peers, 

teachers, and the material as impacting the level of engagement.   

 

Additionally, the amount of interest and control students took while seeking to learn 

was later tied to the definition of the theory (Fredricks & McColskey, 2011). These more 

progressive viewpoints regarding student engagement seem to relate most to graduate, 

especially doctoral-level, education, since doctoral work is more self-paced and self-

regulated.  Doctoral students have a significant amount of control over their program of 

study, research topics, committee chairs, committee members, research teams, areas of 

focus, and timeline of research. As such, it would appear to be more fitting to relate a 

more progressive idea of student engagement to doctoral level research, when seeking to 

understand how peer programs impact student engagement. This perspective regarding 

student engagement is also fitting for online doctoral students, who can easily become 

disconnected from the research process, cohorts, and classrooms as well as faculty 

members due to the virtual establishment of the program. 

 

Student engagement is certainly important for students pursuing higher education. A 

study conducted by Wang (2003) found graduate students in doctoral and masters 
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programs were typically more engaged in their university studies when compared to 

undergraduate students. Wang highlighted the importance of graduate students being 

engaged in programs and recommended faculty be properly trained and curriculum 

accurately designed to ensure programs were conducive to student engagement. Peer 

mentoring models certainly allow faculty and curricular programs to be aligned with a 

high level of engagement among graduate students. To this point, Wang also discussed 

how peers were a critical aspect of graduate programs and significantly contribute to the 

socialization aspect of engagement. These findings provide significant support for 

programs involving peers and contributing to increased engagement in graduate 

programs. Such structures help to reduce the opportunity for students to become 

disconnected and out of touch. 

 

It is also very easy for doctoral students to get lost in the program due to the 

complexity and rigor associated with processes, standards and tasks. Wang (2003) found 

students usually are very distant with faculty members early on in their program because 

they are attempting to keep up with tasks, assimilate into the program and learn the 

culture of the department. This contributes to a greater need for peer interaction to ensure 

students are not lost in the process and disengaged. Additionally, by becoming 

disengaged, it is very simple for limited knowledge sharing to take place, which also 

contributes to increased failure. 

 

Several implications emerged from Wang’s (2003) research supporting peer 

mentoring programs. For instance, the researcher recommended advising programs be 

reformulated to ensure graduate students remain engaged. Peer mentoring programs 

allow the faculty member to progress into a more personable adviser and mentor, while 

allowing students within the cohort to engage with fellow peers and receive more 

informal, ongoing advising. This process allows the faculty member to become a point of 

escalation, only dealing with the more serious and sensitive issues. The cohort and peer 

environment provides an ongoing safety net for students, allowing them to engage and 

receive continuous, updated knowledge sharing. 

 

Peer mentoring programs have been successful in various learning environments. For 

instance, a qualitative study conducted at Southern Cross University in Australia with a 

group of female nursing students engaged in a peer mentoring program showed positive 

results for students engaged in the program (Glass & Walter, 2000). All participants felt 

the peer mentoring program contributed to improved shared learning, caring, reciprocity, 

and professional improvement (Glass & Walter, 2000). Shared learning can be associated 

with knowledge sharing, while reciprocity and caring can be attributed to improved 

engagement. The more knowledge is shared, the more students will learn from each other 

and have up-to-date, relevant information. Additionally, the stronger the bond, 

commitment, and level of reciprocal learning, the more likely students are to be intensely 

engaged in the learning process.  A higher level of engagement is likely to improve 

students’ ability to succeed within the program. 

 

The ability to feel comfortable is a major contributor to peer mentoring programs. In 

the study conducted at Southern Cross University, the participants from the nursing 

program felt comfortable while expressing themselves, speaking comfortably and asking 

questions within their cohort learning groups (Glass & Walter, 2000). This experience 
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allowed them to receive and engage in honest feedback, without feeling as though they 

would be judged or undermined. This “comfort level” is one of the major benefits of peer 

learning since the programs allow students to ask questions of fellow learners, without 

feeling as though they will come off as lacking knowledge or being judged by their 

faculty chairs. Providing the opportunity for students to engage among each other creates 

an environment more conducive to honest discussion and knowledge sharing. Students’ 

perspectives and viewpoints may be transformed as they open themselves up to various 

worldviews (Glass & Walter, 2000). Obviously, this level of learning is imperative to the 

critical thinking and growth process for students as they continue to explore the world 

and their disciplines of practice from various perspectives. 

 

Improving student engagement in graduate programs is an ongoing focus, and, 

normally, a need exists for more student engagement. Graduate programs tend to be more 

departmentally based and thus are fairly decentralized (Wang, 2003). This diversity 

contributes to a lack of standardization, meaning the ability to improve student 

engagement often comes down to faculty mentors’ ability to properly get students 

involved and engaged in the program. The other major group discovered as having the 

ability to contribute to increased engagement in graduate programs are fellow graduate 

students, or peers (Wang, 2003). Social integration supports these peer engagement 

processes (Wang, 2003) As such, ensuring faculty mentors are equipped with the skills 

necessary to improve student engagement is important; however, there is also a need for a 

formally structured program contributing to improved engagement among peers. Peer 

mentoring programs can potentially offer this required formal structure thus allowing 

faculty mentors to engage students on the most important advising, instructing, and 

professional development topics, while allowing peers to formally engage with one 

another and contribute to improved learning and facilitation. 

 

Peer mentoring as transition and assimilation programs 

 

Doctoral programs can often present a level of culture shock and confusion for 

newcomers. Students need to assimilate into the programs, relate, fit in and get to know 

their professors, faculty mentors and peers (Wang, 2003). This process can often take 

time and be difficult, causing students to withdraw and become disengaged (Wang, 

2003). The opportunity to disengage is even more likely in a virtual, online, or distance 

learning environment. Peer mentoring programs can help students assimilate into their 

doctoral programs much more quickly, contributing to less confusion, less withdrawal, 

and improving the level of engagement. Peer mentoring programs potentially offer the 

structure, support and peer association required for students to have a smooth transition 

into their educational platform, become more engaged and successfully navigate these 

often complex environments. 

 

Peer mentoring programs for first year college students have been found to increase 

leadership, communication, and organizational skills (Hall & Jaugietis, 2011). The 

programs are structured by having seniors lead and guide freshman students. One of the 

major factors contributing to the success of these programs is students have the 

opportunity to gleam from the experiences and insight of other students who are slightly 

further along in educational experience, which also removes the status differences or 

barriers existing between students and faculty (Hall & Jaugietis, 2011). In essence, 
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students have the opportunity to be more transparent with one another than in comparison 

to interacting with superiors, such as a faculty member. These insights help to shed light 

on potential influences on doctoral mentoring programs, with regard to how they can 

effectively integrate students and offer opportunities for transparent interaction, 

development, and cultural assimilation to the programs. 

 

An interesting aspect of peer mentoring programs at the undergraduate level is the 

need for adequate support for the mentees and mentors. These programs require structure 

and need facilitation with oversight and standard guidelines. For instance, Hall and 

Jaugietis (2011) showed successful undergraduate mentoring programs had a program 

manager who was responsible for sharing best practices, coordinating among participants 

and training mentors. The mentors engaged in frequent meetings with the program 

manager and other peer mentors to share experiences, raise issues and develop solutions. 

The program also had an established website serving as a community of practice 

exchange center. Students, overseers, and peer mentors were able to post comments, 

engage in discussions, and share ideas, general information, and recommendations on this 

website. An opportunity to engage in an online community contributed to improving 

interaction and the success rate of the program. 

 

In this program, peer mentors were also required to go through a rigorous training 

program before they could take part in the peer mentoring program. Prior to being 

admitted to the training program, candidates were informed of the required commitment 

and go through an interview/screening process. This process helped to ensure only the 

best mentors were selected and were committed to the entire process (Hall & Jaugietis, 

2011). In order to ensure programs effectively meet the needs of universities and 

students, it is imperative adequate structure, platforms and resources are implemented 

within the peer mentoring model. The techniques utilized within Hall and Jaugietis’ 

(2011) study help to shed light on possible implementation strategies.  

 

Other examples of peer mentoring programs, even at the undergraduate level or in 

professional practice help to depict the impact such activities can have on performance. 

For instance, Macquarie University has a peer mentoring program for first year students 

to help assist students with transitioning into college life, skill-building, confidence 

improvement, and other personal development activities. As a result of the program, first 

year students’ abilities have improved, confidence has grown and their ability to 

assimilate into higher learning has been greatly impacted (Power, Miles, Peruzzi, & 

Voerman, 2011). Additionally, students’ (both peer mentors and first year students) level 

of student engagement significantly improved (Power, Miles, Peruzzi, & Voerman, 

2011). All of these positive benefits have contributed to improved student performance, 

leadership development, student retention, and academic success. Although the details of 

this study were geared towards undergraduate programs, the findings and implementation 

methodology utilized contribute to understanding the potential impact peer mentoring 

programs can have on doctoral students as well. Especially in distance learning doctoral 

programs is a significant need to help students make the transition into the program and 

into the dissertation research phase, improve engagement, collaboration, leadership, and 

retention rates. 
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The need to establish learning communities that help to assimilate students into 

university programs is not limited to on-ground, traditional campuses. Actually, when 

students are dispersed or not on campus as much, as is the case in hybrid or completely 

online programs, need for increased collaborative learning environments increases (Meer 

& Scott, 2008). Peer learning programs offer the opportunity to increase the level of 

student engagement, which is required to ensure students do not become lost in 

complicated higher learning environments, remain in contact with faculty, staff, and 

fellow peers (Meer & Scott, 2008). These environments involve high levels of 

collaborative, cooperative, group learning with fellow peers who are at a similar stage in 

the program (Meer & Scott, 2008).  

 

This model is supported by a peer mentoring layout, because students work in cohort 

groups with fellow peers residing at similar stages of the doctoral program. They learn 

writing, research methods, and dissertation/program related processes together under the 

guidance of a peer mentor who is a little further along in the program than they are and 

has first-hand experience on the task and difficulties that lie ahead for the mentees. It 

seems such a program indeed contributes to increased learning and student engagement 

according to the peer-learning support group model. 

 

Many students are under-prepared, nervous, or unaware of the challenges that await 

them when transitioning into any higher education program. This apprehension and 

potential for confusion is increased in a dispersed, online doctoral program. It is 

necessary to have transition structures and curriculum in place to ensure the risks 

associated with the aforementioned dynamics are mitigated (Nelson & Kift, 2005; 

Nelson, Kift, Humphreys, & Harper, 2006). Effective curriculum should aim at not only 

educating students, but also creating an actively engaged learning environment and 

contributing to the students’ continual human development (Nelson & Kift, 2005). 

Additionally in order to effectively allow students to assimilate into academic programs 

without becoming lost, students must have access to readily available resources while 

being presented with opportunities to take part in vibrant learning communities (Nelson 

& Kift, 2005; Nelson, Kift, Humphreys, & Harper, 2006). Institutions have long been 

plagued by this practical gap that exists in terms of effectively handling transition 

programs while creating engaged, student-led learning environments. 

 

One such solution to this plague has been instituting peer mentoring transition 

programs at both the undergraduate and graduate levels focusing on allowing more 

experienced students to act as mentors and facilitators who guide first-year students. One 

case study investigated these peer mentoring transition programs at James Cook 

University and the University of Newcastle. Interestingly, the mentors seemed to benefit 

as much as the mentees, because they gained marketable presentation, management, and 

facilitation skills, while also feeling a sense of achievement for volunteering, helping 

others, and giving back to their peers (O’Shea, Vincent, Calder, & Handley, 2009). The 

programs also contributed to a greater sense of self-efficacy and self-confidence for the 

peer mentors (O’Shea, Vincent, Calder, & Handley, 2009). A common remaining 

problem for peer mentors is the lack of long-term motivation or feeling under-

appreciated.  
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To remedy this issue, one case study conducted at University of South Australia by 

Relf and Sidoryn (2009) found when peer mentoring models have a support system, not 

only for student mentees, but also student mentors as well, they are likely to contribute to 

fulfillment and improved engagement on behalf of student mentors. Despite the positive 

impacts and strategies highlighted regarding peer mentoring programs in regard to how 

they benefit peer mentors, more research is required to understand how to ensure these 

programs can sustain and maintain quality with non-paid students acting as the main 

facilitators. One could argue if paid faculty members often experience burnout also are 

prone to social loafing in virtual environments, then non-paid students may be susceptible 

to the same pressures, if not at more intense levels. This aspect of peer mentoring 

programs has not been thoroughly investigated and could be a potential weakness 

contributing to decreased levels of success. 

 

Program structure, lessons learned, and recommendations from practical examples 

 

Peer mentoring was investigated by a team from Victory University to determine 

how they could best support their various peer mentoring programs within the 

university’s undergraduate schools (Milne, Keating, & Gabb, 2007). Although the 

research aimed at undergraduate peer mentoring programs, their recommendations could 

serve as valuable input within online, doctoral programs. The twelve practice 

recommendations discussed by the researchers include the following: 

 

1. Mentors are selected appropriately and undergo effective training before 

starting.  

2. Mentors understand their role and are committed to it.  

3. Mentoring sessions start early in the teaching session or at a time relevant to 

their purpose.  

4. Mentoring sessions are closely integrated with the mainstream curriculum.  

5. Mentoring sessions are structured but allow mentors some flexibility.  

6. Mentoring sessions are conveniently scheduled and located.  

7. Mentoring sessions are led by pairs of mentors.  

8. Diversity of membership and perspectives within mentoring groups are 

encouraged.  

9. Mentors are provided with ongoing support from support staff and 

mainstream teaching staff.  

10. Formal and informal evaluation is an integral part of the program.  

11. Evaluation includes both summative and formative components.  

12. Program design and delivery is responsive to evaluation feedback (Milne, 

Keating, & Gabb, 2007). 

 

Based upon the recommendations by Milne, Keating, and Gabb (2007), for peer 

mentoring programs to remain sustainable, a need for effective selection, training, 

evaluation, and continuous improvement exists. Other items related to diversity and 

including multiple perspectives offer interesting insight and are worth further exploration. 

 

The program at Macquarie University had several key aims and structural designs 

that could potentially be applicable to online doctoral programs. First, their programs 

were geared toward improving the ability for students to engage in self-learning, 
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improving self-confidence, self-esteem, communication skills and offered the opportunity 

for students to network (Power, Miles, Peruzzi, & Voerman, 2011). These capabilities are 

very relevant to doctoral students as well, as they need to improve their research skills, 

they need improved self-efficacy and confidence, and they must be able to effectively 

communicate both during and after graduating from the program. Additionally, 

professional terminal degree programs offer the opportunity for networking and 

professional development geared towards postdoctoral employment. As such, a peer 

mentoring program with similar aims could prove to be positive just as the program at 

Macquarie. 

 

Additionally, the activities and structure of the program at Macquarie University 

offered a framework worth exploring further. The aims were reached through open, peer-

led (no faculty member present) activities such as welcome meetings/receptions, 

workshops, essay writing sessions, exam advice, degree planning, fieldwork application 

advice, and seminars. While the specifics of this peer mentoring program were geared 

towards undergraduate programs, they could be tailored to fit doctoral programs. For 

instance, free, peer-led (no faculty member present) activities such as welcome meetings 

via conference call/webinar, virtual workshops and training opportunities geared towards 

dissertation research, dissertation writing sessions, research planning advice, IRB 

application advice, and ongoing virtual seminars geared towards doctoral level/discipline 

specific topics could be helpful. This structure provides only a potential example, but it is 

clear a key element to peer mentoring programs is ensuring they remain free with 

activities that are student-led, geared towards relevant topics, and focus on engaging all 

students. 

 

Mentoring programs have also contributed to assisting with underrepresented 

students and faculty. For instance, mentoring programs at Creighton University and 

Wake Forest University focused on minority students and faculty members within their 

Health Sciences Departments, contributed to vastly improving students’ scholastic 

performance, improving their relationships, interaction and potentially even their 

engagement with other students and faculty members as well (Kosoko-Lasaki, Sonnino, 

& Voytko, 2006). One interesting aspect about the programs at Creighton and Wake 

Forest is they included a peer mentoring and interaction element as well. For instance, the 

faculty members and students who participated in the program only met with their formal 

faculty mentors once every two months, but they met weekly with fellow peers in an 

informal setting (Kosoko-Lasaki, et al., 2006). This format supports other peer mentoring 

models where there are formal meetings and mentorship from the group heads, which 

would likely be the faculty members. However, the consistent and more informal ongoing 

support comes in the form of interacting with peers, engaging in support groups and 

advising one another on a weekly or biweekly basis. 

 

The value of a more experienced, peer mentor also contributes to improving the 

experience of participants in mentoring support groups. In the Creighton and Wake 

Forest model, more experienced students were paired with less experienced students, 

which formed mentor-mentee relationships. The universities had informal meeting times 

for the peer mentoring group, but also had structured meeting times for the entire 

mentoring program collectively. The universities followed this formal structure and 

received increased performance from students and faculty members alike. This case study 
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helps to provide insight into the benefits of peer mentoring programs, while establishing a 

potential model concerning how these programs could be structured and facilitated. 

 

The peer mentoring programs at Creighton University and Wake Forest University 

were not perfect and contributed valuable lessons learned. Essentially, these universities 

pointed to the lack of dedicated support to the peer mentoring programs, the inability to 

maintain consistency, a lack of dedication from peer mentors in terms of maintaining 

their commitment to the program and a lack of measuring the effectiveness of the 

program, while discovering areas/methods of improvement (Kosoko-Lasaki, et al., 2006). 

These issues point to the need to ensure peer mentoring programs have ongoing and 

dedicated support, training, development and quality management tactics. Without 

accurately dedicating the time, resources and measurement techniques to these programs, 

universities can expect for them to either underperform or eventually to lose their level of 

interest and support from university administrators, faculty, and students. 

 

Mentoring programs seem to be very effective in terms of improving the success 

rates of minority groups in higher education. Shotten, Oosahwe and Cintrón (2007) 

focused their study on peer mentoring programs and impact on retention and success 

rates of Native American students in undergraduate programs. Their findings showed 

such programs were indeed effective, but specific guidelines should be in place to 

improve success rates (Shotten, et al., 2007). First, the mentees must have perceived their 

mentor fully committed to the program. The mentee should perceive genuine care from 

the peer mentor.  The mentee should have significant level of admiration for the peer 

mentor. The peer mentor should possess the ability to relate to the mentee (Shotten, et al., 

2007). These various elements contributed to increased levels of trust from the mentees 

which in turn encouraged them to engage more and completely buy into the program. 

Ultimately participants’ buy-in contributed to their success in higher education (Shotten, 

et al., 2007). The ability to relate to one another was a significant finding in this study 

related to the guidelines of ethnicity and cultural identity.  

 

Receiving a terminal degree is a process most individuals will never experience. It is 

not unusual for individuals who are engaged in the process or who have successfully 

completed the journey to maintain a fraternal sense of belonging and a unique 

connection. As such, although peer mentoring programs in doctoral programs are not 

focused on cultural relationships, the researchers of the current study propose trust and 

the ability to relate to one another will be culminated through the experience of pursuing 

a terminal degree, thus creating the community and bond required for the programs to be 

better positioned for success. 

Future Direction 

Clearly, much inquiry exists into the outcomes of peer-mentoring relationships as 

well as the benefits for mentees, mentors, faculty, educational institutions, and beyond. 

However, much of the research to date approaches peer mentoring mono-directionally, 

from more experienced students to less experienced students.  Social learning theory 

suggests behaviors are learned through the process of observational or modeled learning.  

According to Bandura (1977a), motivation is one factor in modeled learning. Well-

established motivation theories hold individual needs are associated with motivation.  

The individual, reciprocal needs of mentors and mentees is a topic not thoroughly 
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investigated to date.  Drawing on the information presented in this paper, a research 

project is proposed to investigate the lack of understanding regarding the reciprocal needs 

of mentors and mentees as well as the implications of peer mentoring models in higher 

education for online doctoral students. The method of inquiry for the proposed study will 

involve a phenomenological research design utilizing in-depth interviews.   The interview 

data collection process will provide context-rich information regarding the peer 

mentoring experiences of doctoral-level online students.  

 

Conclusion 

 

Mentoring programs are not a relatively new phenomenon.  Models of mentoring 

have been implemented in many different settings including K-12, colleges and 

universities, professional work settings, religious institutions, athletics, and other types of 

non-academic programs. While the popular perception of mentoring relationships 

involves an older, well-established mentor paired with a younger, less experienced 

mentee, certainly no age requirements for mentor-mentee relationships exist. The goal 

should be to offer specific guidance, pass knowledge on, and to have the opportunity for 

a more personalized, transformational teaching experience (McCollum, 2011). 

Approaching a mentor-mentee relationship from this perspective provides new 

opportunities including the introduction of more contemporary peer models. 

 

The topic of peer mentoring has been well-researched in many regards and there are 

multiple studies that have investigated the use and implications of mentoring 

relationships and programs. However, much of the research to date approaches peer 

mentoring mono-directionally, from more experienced students to less experienced 

students.  This perspective is limited; failing to address the reciprocal nature of the 

mentor/mentee relationship. Thus, ample opportunity still remains to explore the peer 

mentoring phenomenon in more specific environments, using empirical investigation. 

This particular paper sought to provide a conceptual foundation regarding the topic of 

peer mentoring as well as introducing some insight into the potential impact these 

programs may have on online doctoral students. Understanding the reciprocal nature of 

peer mentorship as well as the implications of peer mentoring models in online doctoral 

programs could potentially shed light on how these processes can be implemented within 

online universities, contribute to improved student retention, student engagement, 

knowledge sharing , graduation rates, and professional development for students 

(Noonan, Ballinger, & Black, 2007). This paper provides a conceptual foundation 

regarding peer mentoring, while presenting a proposed phenomenological research study 

that can potentially address the problem at hand. 
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Abstract 

Integration of faith and learning is a common theme in the mission 

statements of Christian colleges and universities. A review of relevant 

literature indicates, however, that models for integrating faith in the 

business classroom are not readily available. Whereas some Christian 

scholars have documented how they integrate faith in specific business 

courses, a general model for integrating faith into the business 

classroom has not emerged.  This article combines separate approaches 

from the literature into a unified model called the OSM model for 

integrating faith into the business classroom. 

Introduction 

     As Christian colleges and universities continue to launch or expand non-traditional 

degree programs for working adults, integrating faith into the business classroom 

becomes more significant for two main reasons.  First, for the working adult, integration 

of faith has immediate practical implications in the workplace.  Whereas traditional full-

time students might engage integration of faith and learning from an abstract perspective 

as having future rather than present workplace implications, the working adult learner 

considers immediate implications. Second, Christian colleges and universities do not 

require typically that students in adult programs be professing Christians.  Consequently, 

integration of faith in the classroom provides a unique opportunity for non-Christian adult 

students to encounter the gospel. Despite the prominence of integration of faith and 

learning in the mission statements of Christian colleges and universities, a review of 

Christian scholarship indicates that models for integrating faith in the business classroom 

are not readily available. Therefore, the purpose of this paper is to propose a model for 

integrating faith in the business classroom.   

     This paper is crafted as conceptual work, as opposed to presentation of primary 

empirical evidence.  The intended primary audience for this paper is business faculty in 

Christian colleges and universities.  Therefore, this article does not seek to make the case 

for integrating faith into the business classroom; that issue is already settled in the minds 

of the intended audience.  The purpose of this article is to propose a model that faculty 

can use in their already embraced task of integrating faith into the business classroom. 

The Meaning of Integration of Faith 
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     Before discussing the meaning of integration of faith into the business classroom, it is 

important to establish the biblical basis for such integration.  Two passages of scripture 

that establish a basis for integrating faith into the business classroom are Psalms 24:1 and 

Col. 2:2-3.  Psalms 24: 1 (New International Version) says, “The earth is the Lord's, and 

everything in it, the world, and all who live in it.” Col. 2:2-3 says, “My purpose is that 

they may be encouraged in heart and united in love, so that they may have the full riches 

of complete understanding, in order that they may know the mystery of God, namely, 

Christ, in whom are hidden all the treasures of wisdom and knowledge.”  These passages 

point to the sovereignty of God over all of creation, which includes academic analysis of 

the created order.   

     Integration of faith in the business classroom is not limited to prayer and devotions at 

the beginning or at the end of class.  Furthermore, mentioning Bible verses every once in 

a while is not integration of faith.  In isolation from the rest of the content of the class 

session, the aforementioned activities do not qualify as integration.  Integration must be 

more intentional, and be rooted in the truth that God is sovereign, and that He is the 

source of all knowledge and wisdom (Psalms 24:1; Col. 2:2-3). Harris (2009) argued that 

Christian faith in relation to learning is a more comprehensive and more rational 

epistemic foundation than the competing epistemic foundations.   Therefore, Harris 

contended that Christianity should not be relegated to the position of an appended item to 

standard scholarship, but that it should be an anchor and a touchstone for the analysis of 

culture and political structures (para. 14). Similarly, Mayer (2011) warned that “faith’s 

inclusion at the academic table will not likely have a voice unless faith also has influence 

on the process and criteria for knowing” (p. 59). It follows, therefore, that integration of 

faith into the business classroom is a process of intentional interweaving of biblical truth 

into the content of the course.   

Review of Related Literature 

     The literature on integration of faith and learning can be grouped into two main 

streams: one stream addresses integration in scholarship, and the other stream addresses 

integration in the classroom.  Within the two main streams of literature, an integral sub-

stream addresses the issues of exegesis and hermeneutics.  This brief review of related 

literature begins with the exegesis and hermeneutics sub-stream. Next is a brief overview 

of the tone of the integration in scholarship stream, followed by an overview of the 

integration in the classroom stream.  The review concludes with highlights of the 

Business as Mission (BAM) movement; BAM incorporates aspects of both the 

scholarship and classroom streams. 
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Exegesis and Hermeneutics 

     Integration of faith into the business classroom is inextricably intertwined with the 

practices of exegesis and hermeneutics. Exegesis is defined in Merriam-Webster’s online 

dictionary as “an explanation or critical interpretation of a text” (“Exegesis,” n.d.).  

Exegetical integrity is important for accurate integration of faith.  Chewning (1995) 

offered three principles for minimizing exegetical problems: seek guidance of the Holy 

Spirit, interpret scripture in the light of scripture, and be subject to one another (i.e., 

seeking and taking the wise counsel of colleagues). Closely related to exegesis is 

hermeneutics, which is defined in Merriam-Webster’s online dictionary as “a method or 

principle of interpretation” (“Hermeneutics,” n.d.).  

     Chewning (1998) employed the acrostic S.N.A.P to propose a hermeneutical approach 

that emphasizes the sufficiency, necessity, authority, and perspicuity of scripture.  

Beadles (1998) supported Chewning’s assertions and likened the use of hermeneutics in 

integration to the use of statistics in quantitative research.  Just as it is important to use 

the correct statistical tools to draw inferences from data, appropriate hermeneutical tools 

should be used to integrate faith and learning.  Whereas Beadles (1998) conceded that the 

art and science of hermeneutics was difficult, he insisted nonetheless that “we must seek 

to understand it better so that our integration does not devolve into error and fanciful 

speculations” (p. 110).  Chewning’s (1998) article generated other rejoinders within the 

same publication which are worth reading for the divergent perspectives of other 

Christian scholars (e.g., Vander Veen, 1998). 

Integration in Scholarship 

     Johnson (1996) proposed a model in which “Scripture is applied to business issues to 

generate the perspectives, principles, preferences, and practices that will help us respond 

to the business issues in godly ways” (p. 4).  Johnson’s model was geared specifically to 

authors submitting papers to the Journal of Biblical Integration in Business (JBIB).  In 

the years since the publication of Johnson’s model, JBIB has published some articles that 

are true to the model but are nevertheless not practical perspectives for integration of 

faith into the business classroom.  An appropriate term for such articles might be 

integration in scholarship. Although reviewing individual articles within this integration 

in scholarship stream is outside the scope of this paper, it is clear that the unifying 

characteristic of the articles in the stream is their philosophical tone (see also Christian 

Scholar’s Review for similar articles).    

     Several authors have documented how they integrate faith into specific business 

courses (e.g., Martinez, 2003; Smith & Johnson, 1997).  Nevertheless, this review of 

related literature did not yield a coherent model that is specific for such integration. 

General models of integration of faith and learning are the products of various theological 
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traditions and include the Reformed model, the Lutheran model, the Mennonite model, 

the Roman Catholic model, and the Semitic model (Mayer, 2011; see also Hughes, 2001).   

In fact, Chewning (2001) contended no prescribed way to achieve integration exists, but 

instead, he set forth twelve styles by which integration might take place. In a radical 

departure from the norm in integration discourse, Glanzer (2008) urged Christians to talk 

about creation and redemption of scholarship instead of talking about integration of faith 

and learning. 

Integration in the Classroom 

     A recent work that perhaps most closely approximates proposing a model for 

integration of faith in the classroom was done by Quinn, Foote, and Williams (2012).  

Quinn et al. used the Four Lens Model of Adult Learning as a basis for developing 

curriculum for online adult learners.  The Four Lens Model of Adult Learning was 

developed by Kiely, Sandmann, and Truluck (2004), who described the model as “a 

device to navigate the vast territory of adult learning including theoretical perspectives 

and their practical applications” (pp. 17-18).  The model comprises the learner, process, 

educator, and context lenses.   

     In their application of the learner lens, Quinn et al. (2012) advanced the biblical 

perspective that adult learners are created in the image of God.  Consequently, Quinn et 

al. argued educators can use the learner lens to allow adult learners to express their image 

bearer nature by having some control over the content, delivery, and evaluation of 

curricula. In applying the process lens, Quinn et al. suggested the use of reflection 

exercises in which learners evaluate competing worldviews with a view to perceiving the 

uniqueness of the Christian worldview.  The importance of the process is clear in Henze’s 

(2006) exhortation to Christian educators to encourage students towards attainment of 

epistemological commitment founded on a Christian worldview.  As to the educator lens, 

Quinn et al. contended the educator lens imposed upon Christian educators the 

responsibility to align their teaching philosophies and roles with a biblical worldview.  

Finally, Quinn et al proposed Christian educators should use the context lens to foster 

learning communities of faith to extend support that is not typically available for learners 

in other contexts.   

     Clearly, Quinn et al did not propose a new model for integration of faith in the 

business classroom, but instead, they outlined a way to integrate faith using an existing 

andragogy model.  Other scholars have described the characteristics of a good model 

without proposing an actual model.  For example, Iselin and Meteyard (2010) proposed 

an incarnational motif that unifies thought, character, and praxis.   
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Business as Mission 

     Business as Mission (BAM) is a term that describes a movement that seeks to use 

business strategically for world evangelization (Tunehag, McGee, & Plummer, 2004). 

The term BAM was coined in the late 1990s during a meeting at the Oxford Center for 

Mission Studies, UK (Johnson & Rundle, 2006). Johnson and Rundle (2006) defined 

BAM as “the utilization of for-profit businesses as instruments for global mission” (p. 

26).  BAM is a holistic mission strategy aimed at meeting physical and spiritual needs of 

people living in the poorest and least evangelized nations (Johnson & Rundle, 2006). 

Whereas a single, unifying definition of BAM is still elusive, most definitions emphasize 

that BAM is a “cross-cultural, intentional, and holistic witness within an authentic, for-

profit business” (Rundle, 2012).  As a business paradigm, BAM advocates a quadruple 

bottom-line, encompassing economic, social, environmental, and spiritual transformation 

(Tunehag, 2008).  

     Notable thought leaders in the BAM movement include Steve Rundle, David Befus, 

C. Neal Johnson, Mark Russell, and Mats Tunehag (Childs, 2012). Rundle (2012) noted 

aptly, “While the practice of Business as Mission in various forms can be traced 

throughout the church’s history, as a field of scholarship, BAM is new and undeveloped” 

(p. 67).  Readers interested in the chronology of BAM, including an overview of other 

thought leaders in the movement are encouraged to read Rundle (2012). In addition, 

readers can benefit from the discussion among Rundle (2012), Quatro (2012), and Childs 

(2012).  At one end of the discussion, Childs represents the most enthusiastic advocates 

of BAM.  This enthusiasm is demonstrated by Child’s recommendation that the Christian 

academy should explore and develop full-fledged degrees in BAM.  At the other end, 

Quatro represents the views of scholars who think BAM is a flawed concept and that the 

movement has “the potential to undermine the legitimacy of Christian business education 

and practice” (Quatro, 2012, p. 80).  In the middle is Rundle, who disagrees with many of 

Quatro’s points, but has misgivings about Child’s recommendation of going to the extent 

of creating degree programs in BAM. 

     Some readers may argue that BAM is not so much a model for integration of faith into 

the business classroom as it is a model for integration of mission into business.  

Consequently, the argument might be that the BAM literature should not be part of a 

review of related literature in the subject of integration of faith into the business 

classroom.  As discussed earlier, however, there is a wide variety of opinions in the 

Christian academy on the proper role and boundaries of BAM.  The purpose of this 

review is not to reconcile those often clashing opinions.  For the purposes of this review, 

it is sufficient to highlight BAM as an option faculty can use to integrate faith in the 

business classroom. It is important to note that thought leaders in the movement present 

BAM primarily as a mission strategy (e.g., Johnson, 2009; Rundle, 2012) which is a 

testament to the movement’s missiology roots.  
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     As a field of scholarship, BAM is still nascent.  Although BAM has garnered 

considerable attention, it has not garnered action in equal measure (Johnson, 2009). 

Johnson identified three reasons for this lack of action: it is difficult to define what BAM 

means; many people love BAM as a concept, but few understand how to do it; and people 

who undertake BAM seldom count its true cost.  Johnson attempted to clarify the three 

difficulties. Readers interested in BAM articles and teaching materials can find additional 

resources in missiology sources such as the BAM website (“Business as Mission 

Resources,” 2013).  The purpose of this review of the BAM literature does not include 

recommending any particular resource. Readers interested in integrating BAM into their 

business classrooms may choose from a variety of books and other publications listed on 

the aforementioned website.  

     Although this review of related literature is not exhaustive, it is a fair representation of 

extant scholarship on integration of faith and learning. The majority of existing literature 

falls under the integration in scholarship stream.  In the integration in the classroom 

stream, a dynamic model that can be applied in a range of business courses is still 

lacking. 

The Proposed Model 

     The proposed model consists of three approaches as shown in Table 1, and it is 

focused specifically on integration of faith in the business classroom.  Although the 

ultimate purpose of integration of faith in the business classroom is that such integration 

should translate into the workplace, an instructor’s task of integrating faith into the 

classroom differs from an employee’s task of integrating faith in the workplace.  The 

former is integrating faith and learning, whereas the latter is integrating faith and 

practice.  The proposed model is created on the foundational aspect of integration of faith 

and learning.  

Model Development and Significance 

     As stated in the introduction, this paper does not seek to present primary empirical 

evidence, but it is crafted to improve the effectiveness of integration of faith in the 

business classroom by organizing separate approaches found in the literature into a 

unified model.  The model is named OSM from the first letters of its component 

approaches, namely Overarching Themes and Principles, Subject-Specific, and Mixed.  

The approaches in the OSM model are similar to, and are developed from actual practices 

documented in the literature on integration of faith and learning.  Nevertheless, the 

proposed model makes a unique contribution to the literature because it consolidates 

various approaches into a three-prong dynamic model that can be used in a variety of 

business courses.  Furthermore, the OSM model might help instructors to be more 

intentional in integrating faith in the business classroom because it goes beyond 
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describing how individual instructors integrate faith in the business classroom to 

providing a framework for such integration. 

Table 1: The OSM Model for Integrating Faith into the Business Classroom 

Approach Description 

Overarching Themes and Principles Applying overarching themes and 

principles found in scripture to business 

issues.  

Subject-Specific Applying scripture that speaks to specific 

subjects in business. 

Mixed Using overarching themes and principles, 

and subject-specific application 

concurrently. 

Overarching Themes and Principles 

     The first approach in the OSM model is the overarching themes and principles 

approach. Some of the overarching themes and principles that apply to the study and 

practice of business are stewardship (Matthew 25-14-28); justice, mercy, and humility 

(Micah 6:8; Zech. 7:8-10); and love (Mark 12: 28-34).  Below are examples of how to use 

the overarching themes and principles approach to integrate faith in the strategic 

management, marketing, and human resource management classrooms. 

     Strategic Management.  Overarching themes and principles allow for flexibility in 

integrating faith in the business classroom.  For example, when discussing generic 

competitive strategies (i.e., low-cost provider, broad differentiation, focused low cost, 

focused differentiation, and best cost), it might be appropriate to integrate the biblical 

principles of justice, mercy and humility.  Instructors can use a variety of 

pedagogical/andragogical styles to achieve the integration. I have used the questioning 

style with some success.  After presenting generic competitive strategies, I ask, “Which 

one is more Christian than the others?” Students will likely come to conclusions on which 

one is more Christian, and then try to find Biblical passages to support those conclusions.  

Johnson (1996) opined that inductive approaches to integration are stronger than 

deductive approaches.  Johnson described induction as the flow of arguments from 

scripture to general business principles, and deduction as formulating general business 

principles, then looking for biblical passages to back them.  The application of 

overarching themes and principles aligns well with induction because it allows for the 

themes and principles to speak to the business concepts rather than the reverse.  I usually 

close the discussion by pointing out that a more appropriate question is not which one of 
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the strategies is more Christian, but what does God require of you? Micah 6:8 provides 

the answer. 

     Marketing.  One of the key concepts in marketing is the “marketing mix” (product, 

price, place, and promotion).  The discussion of the marketing mix can be anchored on 

the biblical principle of love.  In the introduction and growth phases of the product life 

cycle, it is not uncommon to use skimming as a pricing strategy, with the objective of 

shortening the payback period of resources invested in product development.  When 

access to the product is a matter of life and death, such as in the case of HIV/AIDS drugs, 

love for one’s neighbor requires creativity in balancing the income interest of the 

entrepreneur, and easy access to life-saving drugs for people who need it most.  Students 

are encouraged to brainstorm ways to reconcile these often divergent interests in a way 

that demonstrates the biblical principle of love as required in Mark 12: 28-34 and 

Matthew 7:12. 

     Human Resource Management.  Supervisors should consider the wider implications 

of the parable of the talents (Matthew 25:14-28).  Whereas the talents in the parable were 

money, the talents entrusted to the supervisor are the employees who report to him or her.  

Christian supervisors who invest the talents wisely contribute to expanding employees’ 

knowledge, abilities, and skills, to enable personal and professional development to the 

glory of God.  Moreover, human resource management (HRM) activities such as 

recruitment, training, and performance appraisal should be viewed as more than just 

means to outcomes such as retention, productivity, and attendance.   The HRM activities 

are, in addition, strategies calculated to maximize the return on investment in terms of 

stewardship of the talents.  Throughout the course, students are challenged to be 

conscious of the stewardship responsibility in the performance of HRM activities. 

Subject-Specific Integration 

     Subject-specific integration is the application of Bible verses that speak to specific 

subjects within the business discipline.  For example in strategic management, Nehemiah 

Chapter 4 illustrates several strategic management concepts.  I often begin Strategic 

Management classes with a reading of Nehemiah 4.  The emphasis is that strategic 

planning and dependence on God are not mutually exclusive.  Nehemiah prayed and 

sought the Lord’s intervention, then proceeded to do a SWOT analysis.  An analysis of 

the external environment revealed the threat of angry enemies. The strategic plan to 

counter the threat was, “But we prayed to our God and posted a guard day and night to 

meet this threat” (Nehemiah 4:9).  

     An internal analysis revealed a strength in the remembrance of “The Lord who is great 

and awesome” (Nehemiah 4:14).  This strength alone was sufficient to counter the threat 

of the enemy.  It is instructive that Nehemiah did not just stand by and wait for the Lord 
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to vanquish the enemy but he formulated and implemented a comprehensive strategy to 

rebuild the wall.  At the corporate level Nehemiah submitted his vision of rebuilding the 

city to God.  At the functional level, there was division of labor, taking into account the 

enormity of the task.  At the competitive level was the elaborate plan to deal with the 

opposition to rebuilding of the wall.  Prayer preceded the planning; prayer sustained the 

execution of the plan and when the building was complete, prayer accompanied the 

dedication of the wall, and the people to God. 

     One danger in subject-specific integration, however, is what Beadles (1998) described 

as faulty integration. Faulty integration happens when the integrator uses a historical 

narrative in the Bible to claim that a theory illustrated by the narrative is, therefore, a 

biblical concept (Beadles, 1998).  The cure for this “hermeneutical shortchanging of the 

text” is to consider the whole context of the narrative and the total message of the Bible, 

rather than isolated details that “happen to fit the fancy of the interpreter’s purposes” 

(Kaiser & Silva, 1994).  To this end, it is important to emphasize what God is doing in 

the passage rather than stopping only at the illustrations of strategic management 

concepts. 

Mixed Approach 

     The mixed approach to integrating faith into the business classroom involves the 

concurrent use of overarching themes and principles and subject-specific application. 

One way to accomplish the mixed approach is through critical thinking exercises in 

small-groups.  In a critical thinking exercise on compensation and benefits, for example, 

students can apply the subject-specific teaching in James 5:1-6.  In addition, students can 

apply the overarching themes and principles of love, justice, and mercy.  Another mixed 

approach exercise suitable for small-group discussion is an analysis of the practice of 

interviewing competitors’ employees for non-existent jobs, when the sole aim is 

gathering competitive intelligence.  In this case, subject specific application (i.e., lying, 

wicked schemes) might come from Proverbs 6:16-19, whereas overarching themes and 

principles (i.e., love) might come from Matthew 7:12 and Mark 12: 28-34. 

     The BAM paradigm also fits within the mixed approach because BAM is a holistic 

strategy for marketplace missiology.  The holistic nature of BAM means that the strategy 

includes both overarching themes and principles in scripture (e.g., the Great Commission 

articulated in Matthew 28), and subject-specific teachings (e.g., James 2:17, “In the same 

way faith, faith by itself, if not accompanied by action, is dead).  Johnson (2009) 

provided a comprehensive guide for implementing BAM.  An innovative BAM approach 

is the joint degree program between the Southern Baptist Theological Seminary and the 

University of Louisville.  The program allows students to pursue either an MA in 

missiology or an MDiv from Southern Seminary and an MBA from the University of 

Louisville (Hanbury, 2013).  Although this approach does not include integration of faith 
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in the business classroom per se, students pursue the two degrees concurrently, thereby 

having opportunities to integrate what they are learning in both fields.  Furthermore, the 

joint degree program allows each institution to focus on its sphere of expertise, which 

might in part address Quatro’s (2012) concern that BAM violates Abraham Kuyper’s 

concept of sphere sovereignty.  Nevertheless, critics might argue that at best, the program 

perpetuates the notion of sacred/secular dichotomy, and at worst, it is a case of being 

unequally yoked with unbelievers (2 Cor. 6:14, English Standard Version). 

Conclusion and Recommendations 

     The OSM model is intended to be dynamic enough to accommodate different teaching 

styles.  Whereas the model is proposed with adult educators in mind, its dynamic nature 

makes it suitable for traditional classrooms as well.  Approaches in the model might be 

familiar to readers, but as a unified whole, the model provides a new way for instructors 

to be intentional in the integration of faith in the business classroom.  One 

recommendation is to use the model in each of three segments of a class session, 

employing a different approach in each segment.  Another recommendation is to use all 

three approaches in each segment of the class session, especially when the session is not 

divided into three segments.  Regardless of how it is used, the model can provide a 

framework for consistent integration of faith into the business classroom. 

     As a product of conceptual work, the OSM model is open to challenges as to whether 

it is comprehensive enough to cover a wide range of teaching styles.  Such challenges are 

welcome because they can inspire future empirical studies to validate, amend, or expand 

the model.  Despite any shortcomings that might be inherent in the model, however, it 

offers a useful framework especially for faculty who are new to integrating faith into the 

business classroom. 
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Abstract 

In 2008 Madoff Investment Securities was closed down by the SEC 

and owner Bernie Madoff was charged and later convicted of operating 

the largest Ponzi scheme in U.S. history.  Even though the SEC 

investigated Madoff Investment Securities multiple times over a 16 

year period, and even though at least six outsiders tried to warn the 

SEC of a potential Madoff Ponzi scheme, it took the crippling financial 

landscape of the “great recession” to bring down the Madoff empire. 

The following article revisits the SEC investigation of Madoff 

Investment Securities, pointing out lapses in the SEC investigation 

based on SEC Inspector General H. David Kotz’s report, Investigation 

of Failure of the SEC to Uncover Bernard Madoff’s Ponzi Scheme 

(SEC Case No. - OIG-509). Based on a review of the SEC Inspector 

General’s report, further analysis suggests the potential for internal 

collusion at the SEC. Due to a series of lapses in performance of 

investigative duties; the SEC internal investigation should be reopened. 

 

 

     In 1960 Bernard Madoff founded the investment firm, Madoff Investment Securities, 

LLC.  The firm operated for the next 48 years, investing funds for individuals and groups 

of investors.  Through a series of botched SEC investigations the firm continued to do 

business and attract investors, until an economic downturn labeled the “Great Recession” 

accomplished what allegations and whistle blowers could not.  The economic downturn 

of 2008 brought to light the largest known Ponzi scheme in U.S. history (Carozza, 2012). 

     The Madoff Ponzi scheme defrauded investors of between $10 billion and $65 billion 

(Carozza, 2009).  While the final Securities and Exchange Commission (SEC) 

investigation did not determine when Madoff Investment Securities began operating the 

Ponzi scheme, outsider allegations and whistleblower reports date back to 1992.  An 

interview conducted after Bernard Madoff’s imprisonment reported that Madoff believed 

that without the economic downturn his Ponzi scheme could have continued to operate 

for years (Carozza, 2012).  

Missed Opportunities 

     In his SEC report, Inspector General David Kotz (2010) pointed out six outsider 

complaints directed at Madoff Investment Securities. Each SEC complaint represented an 

opportunity to identify the Ponzi scheme and bring the Madoff organization to justice.  

However, incompetent and incomplete investigations allowed the Madoff Ponzi scheme 
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to bilk investors of billions of dollars.  The following timeline is offered to lend insight 

regarding the SEC’s missed opportunities to catch Madoff: 

1. 1992 – The investment firm Avellino & Bienes was investigated and determined 

to operate a Ponzi scheme.  The investigation revealed the investment advice 

was offered by Bernard Madoff in the creation of the Avellino & Bienes 

scheme.  The organization reimbursed investors.  Madoff was never questioned 

about his role in Avellino & Bienes. No investigative follow-up occurred as to 

the source of the funds to repay investors, and no further investigation of Madoff 

was undertaken. 

2. 2000 – Between May of 2000 and October of 2005, a former portfolio manager 

turned independent forensic investigative accountant, Harry Markopolos, made 

three separate written complaints to the SEC regarding Madoff Investment 

Securities.  Markopolos became interested in Madoff Investment Securities 

when former colleague questioned the consistent 1-2 percent monthly returns 

offered my Madoff, irrespective of overall market performance.  In each 

complaint, Markopolos pointed out 30 red flags of fraud and stated, “The 

world’s largest hedge fund is a fraud” (Carozza, 2009, p 36).  In each case the 

follow-up by the SEC did not lead to an investigation.  Kotz’s (2009) report 

pointed out that SEC personnel suggested that Markopolos was a competitor of 

Madoff, and these complaints might be motivated by competitive rivalry. 

3. 2003 – An outside analysis of Madoff Investment Securities financial results by 

a hedge fund manager suggested that options trading purportedly conducted by 

Madoff did not match market trading statistics, and that no other investment 

firm had duplicated the consistent performance of Madoff Investment Securities.  

The complaint suggested either Madoff was not offering complete transparency 

regarding the option trading, or he was conducting an elaborate Ponzi scheme. 

4. 2004 – An internal email included in SEC documents pointed out that Madoff 

option trading records was not reflected in the volume of options trading in the 

market. 

5. 2005 – An anonymous informant filed a SEC complaint.  In this complaint the 

anonymous informant stated that as an investor in Madoff Investment Securities, 

the person had a suspicion of fraud and was removing a $5 million investment 

from the firm.  The SEC determined that the complaint was filed by a 

competitor. Nevertheless, it was later revealed to be a Madoff investor. 

6. 2006 – Between December of 2006 and March of 2008, two complaints were 

submitted to the SEC by a “concerned citizen.”  The complaints suggested that 

Madoff kept two sets of books and that over $10 billion were at risk. 

     Beyond the six complaints to the SEC two journal articles were written suggesting the 

Madoff Investment Securities was a Ponzi scheme.  The first article appeared in Barron’s 

and was titled, “Don't Ask, Don't Tell: Bernie Madoff is So Secretive, He Even Asks His 
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Investors to Keep Mum” (Arvedlund, 2001).  The second article appeared in MARHedge 

and was titled, “Madoff Tops Charts; Skeptics Ask How?” (Ocrant, 2001).  Both articles 

suggested that Madoff was conducting a Ponzi scheme, and that the returns of the firm’s 

investments did not match market performance. 

How Madoff Perpetuated the Fraud 

     The simplicity of the Madoff fraud surprised SEC investigators, in that investor funds 

were places into a single Madoff Investment Securities bank account.  While Madoff told 

investors that the funds were closed and no more investors were being accepted, he 

continued to accept investors.  Longer-term investors were paid off with the funds from 

new investors.  When an investor asked to withdraw funds from the firm, Madoff 

Investment Security personnel would fabricate investment transactions to cover-up the 

fraud (Carozza, 2012, 2009, 2008; Kotz, 2005).  

SEC Investigation 

     Over the course of 16 years, the SEC conducted a series of investigations of Madoff 

Investment Securities.  The investigations spanned several divisions and regional offices 

of the SEC.  In each investigation the investigation team contained auditors that were 

either new to the SEC, untrained, or the team did not include proper accounting 

professionals.  In multiple investigations the request for option trading transactions was 

not requested from third-party sources.  When questions were raised by the investigators, 

“Assistant Directors” at the SEC refused to follow-up.  A review of the investigations by 

Kotz (2009) revealed a breakdown in communication across SEC department and 

regional offices.  This breakdown in communication played a role in the persistence of 

the Madoff Ponzi scheme.  

Findings and Recommendations 

     The fact that multiple investigations, multiple complaints, and journal articles did not 

lead to uncovering the Madoff Ponzi scheme was an embarrassment to the SEC.  The 

investigation that followed lead to a series of 69 recommended changes in the way the 

SEC operates (Carozza, 2010).  Madoff Investment Securities was dissolved, and Bernie 

Madoff received a 150 year prison sentence.  Madoff’s investors lost billions of dollars. 

     Kotz’s recommended changes included a new process for handling complaints sent to 

the SEC.  His recommendations included the need for improved policies and procedures.  

Recommendations also included new SEC investigator training programs and a new 

process for communicating between divisions and regional offices (Carozza, 2010).  Each 

of these recommendations are reflected in the literature of Forensic Accounting education 

(Albrecht, Albrecht, Albrecht, and Zembelman, 2012; Hopwood, Leiner, and Young, 

2012; Manning, 2011; Wells, 2005). 

     The results of the SEC investigations, both inside and outside the agency, point to a 

lack of training, a lack of manpower, and failed communication.  The majority of reports 

on the Madoff Ponzi scheme scandal suggest that adding people, training them in proper 
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forensic accounting techniques, and improving communication will help avoid a similar 

fraud in the future. 

A Deeper Dive 

     For many outside observers the answer of more people and more training does not go 

deep enough.  The following analysis of Kotz’s (2009) report suggests that further 

investigation of the SEC from an outside source is warranted.  The report states, “We did 

not find that senior officials at the SEC attempted to influence examinations or 

investigations of Madoff or the Madoff firm…” (p. 1).  While this finding is made clear 

in the first page of the report, several statements found later in the report suggest an 

outside investigation of the SEC is warranted. 

     For over a decade a series of significant red flags were overlooked by SEC 

investigators, including letters from outside forensic accounting investigators, SEC 

internal reports, and an anonymous letter from a Madoff Investment Securities investor 

explaining why the investor was removing $5 million in personal funds from the 

organization.  In several instances an SEC Assistant Director was directly responsible for 

squashing the investigation: 

1. “…NERO examiners reported back to their Assistant Director…and were 

actively discouraged from forcing the issue.” (p. 14) 

2. “Their Assistant Regional Director denied their request (for further 

investigation)…” (p. 15) 

3. “…they had caught Madoff in lies, the Assistant Director minimized their 

concerns, stating ‘it could be a matter of semantics.” (p. 15) 

4. “The explanation was given that ‘field work cannot go on indefinitely because 

people have a hunch…” (p. 16) 

5. NERO enforcement…assign a team with little or no experience…”  (p. 16) 

6. (SEC) “branch chief…took an instant dislike to Markopolos.” (p. 18) 

The most concerning aspect of the Madoff case is the relationship between Madoff 

and the SEC.  Madoff pointed out to investigators his strong relationships with senior 

members of the SEC (Carozza, 2012).  His niece was engaged to an SEC Assistant 

Director after the completion of one of the investigations.  It is possible that one or more 

people within the leadership of the SEC used an understaffed and undertrained 

organization to hinder the SEC investigations. 

 The fraud triangle (Wells, 2005) points out that financial fraud requires three 

conditions. 
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1. Perceived Opportunity – A senior employee in the SEC would have the 

opportunity to thwart the Madoff investigations. 

2. Perceived Pressure – A relationship, financial or personal, could produce 

pressure to thwart the investigative process. 

3. Rationalization – In a financial industry where billions are being made and lost, 

it is easy to rationalize that the losses of a few investors does not warrant the 

attention of a large regulatory agency. 

     The proceeding analysis of the Kotz (2009) SEC internal investigation report suggests 

that further examination of the case against Madoff Investment Securities is warranted.  

While the evidence outlined above does not represent a concrete case of fraud by 

members of the SEC senior leadership, the points simply suggest that there exists enough 

evidence to warrant further outside investigation of the financial and personal 

relationships between the SEC Assistant Directors mentioned in Kotz’s (2009) report and 

the Madoff organization.   It appears that the Ponzi scheme operated by Madoff 

Investment Securities lasted for years because a complete investigation was never 

undertaken.  Based on a review of the SEC Inspector General’s report, further analysis 

suggests the potential for internal collusion at the SEC. Due to a series of lapses in 

performance of investigative duties; the SEC internal investigation should be reopened. 
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Abstract 

Postmodern culture seems obsessed with the reanimated dead—zombies.  

Movies and television shows make the reanimated dead objects of fear.  

Nevertheless, the Christian tradition touts the resurrected dead as the ultimate 

goal of the Christian experience.  In the end all Christians aspire to be 

resurrected from the dead and live forever.  The two worldviews concerning the 

dead returning to life constitute an interesting contrast.   

     Wind scatters fragments of old newspapers across an empty road.  No one is visible in 

what was once a populated metropolis.  Suddenly, the newspaper reveals its headline—

“THE DEAD WALK.”  A sound is heard—a faint shuffling.  A few moments later, the 

source of the sound is shown.  One of the dead comes into view.  The creature has been 

reanimated post-mortem.  In postmodern pop culture such creatures appear as the theme 

of video games, novels, movies, and television—“zombies.” 

     Nevertheless, stories about the reanimated dead have been reoccurring historic 

phenomena in human culture.  Mythology, folk traditions, and the theological beliefs of 

the great monotheistic religions contain traditions of the dead returning to life.  The 

Christian tradition too abounds in the discourse and acceptance of beliefs concerning the 

resurrected dead going back to the life and teachings of Christ.  How do beliefs about the 

returning dead differ in pop culture fiction and in early Christian theology?  To 

understand fully, one must first look at how the reanimated dead are portrayed in 

historical and contemporary societies. 

A Brief History of the Evolution of the Pop Culture Reanimated Dead 

     Today the dead are everywhere.  They go by many names in the media—“zombies,” 

“ghouls,” “walkers,” etc.  Whatever their moniker, their depictions across the media 

remain similar.  The dead walk.  No one knows for sure what has stimulated their bodies 

or even how these bodies biologically function, but they return just the same.  They feast 

on the living, and that too is remarkable, for their organs do not function, and they never 

starve.  Such contemporary portrayals of zombies are recent, but they remain heirs to a 

long tradition of the reanimated dead that stretches back into human history.   

     Moreover, the returning dead have existed in various mythologies.  The “vetala” in 

Hindu folklore, for example, were dead bodies inhabited by evil spirits.  They harmed the 

living in various ways (Dallapiccola, 2002).  The “draugar” (singular—“draugr”) of 
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Norse mythology were reanimated Vikings who guarded their treasure hoards from 

raiders and generally wreak havoc with the living (Nicholson, 2011).  Nearly all ancient 

mythologies contained similar creatures or possessed stories of the dead returning to life.   

     In the Middle Ages, tales about vampires proliferated in European folklore.  Vampires 

were reanimated corpses who supposedly fed on living victims and drank their blood.  

The creature was frightening, blood-thirsty, and savage.  This image would evolve and 

change in the modern era largely due to the influence of Irish writer Bram Stoker.  In his 

work Dracula (1897) Stoker still portrayed his vampire as a blood-thirsty being who 

preyed on the townspeople of his region in Transylvania, but Dracula could also be 

courteous and charming. Interestingly enough, the first film made from the novel, 

Nosferatu (Murnau, 1922), largely revealed the vampire in the more traditional fashion 

without the urbane sophistication.  Instead, the screen image of the sophisticated urbane 

vampire owed much to Bela Lugosi’s role as Dracula in the 1931 film Dracula 

(Browning, 1931).   

     Other European novelists of the 19
th

 century also used the theme of the reanimated 

dead in their works.  For instance, Mary Shelley’s Frankenstein (1818) added the twist of 

incorporating modern science into her tale of the undead.  Dr. Victor Frankenstein’s 

monster, made from corpses and animated by employing the new force of electricity, also 

frightened the townspeople in the novel.  The monster, never called “Frankenstein” in the 

original work, was a creation of science and not a supernatural phenomenon.  The theme 

of science going too far has persisted into the modern genre of the reanimated dead. 

     By the 20
th

 century writers even combined the supernatural and rogue science themes 

into their stories of the reanimated dead.  Richard Matheson, who later wrote for the 

television series The Twilight Zone, published his book I Am Legend (1954) with these 

combined themes.  Matheson’s vampires were born of a viral strain that eventually turned 

most of the earth’s population into the undead.  The main character in the novel remains 

among the few uninfected human beings.  He is forced to barricade himself for protection 

against the somewhat traditional vampiric undead that come out at night. 

    I Am Legend inspired George A. Romero to write and direct his groundbreaking film—

The Night of the Living Dead (1968).  Taking cues from Matheson, the characters in the 

film also barricade themselves inside a farmhouse and attempt to fight off hordes of 

living dead ghouls.  The pessimistic atmosphere and disturbing nature of the movie both 

resonated with and repulsed audiences in the 1960s.  The film itself started the new sub-

genre of horror films—the modern zombie movie.   

     Never called “zombies” in the film, the undead in the movie were called zombies by 

fans. The term itself, adopted from folklore in Haiti, the West Indies, and ultimately from 

West Africa, referred to the undead that were raised by voodoo magic.  Hollywood had 

used this theme for the undead in classic horror films such as White Zombie (Halperin, 
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1932), I Walked with a Zombie (Tourneur, 1943), and later in The Serpent and the 

Rainbow (Craven, 1988).  Nevertheless, the zombies created by Romero and other 

postmodern writers come to life not by supernatural means, but by rogue science.  

Radiation and/or viral plagues created and developed by man seem to be the catalyst for 

the zombie outbreaks.  The irresponsible science portrayed in the postmodern zombie 

films harkened back to Mary Shelley’s Frankenstein. 

     By the 21
st
 century postmodern world culture was awash in zombies.  Authors like 

Max Brookes produced the tongue-in-cheek Zombie Survival Guide (2004) and the 

satirical but semi-serious World War Z (2007).  Zombie video games proliferated, and a 

highly popular television show called The Walking Dead (Darabont, 2011) featured a cast 

of characters trekking across post-apocalyptic America and fighting for their lives against 

both the unscrupulous living and the undead.   

     The postmodern undead in virtually all of these media representations serve as an 

allegory for the evil that humankind faces in contemporary society.  All the novels, films, 

and television shows usually reveal that humankind itself is responsible for creating and 

maintaining the “zombie apocalypse.”  Generally, the real villains in these works are the 

real live humans.  The zombie genre in all forms of the media exists to warn mankind 

against the dangers of himself.  As a whole, the genre presents the reanimated dead as 

monsters to be feared and offers little hope for the future.   

The Resurrected Dead in the Early Christian Tradition 

     In contrast the early Christian tradition valued what postmodern culture and society 

feared—the dead returning to life.  The early Christian tradition supported this 

phenomenon as the ultimate goal of the Christian faith.  Unlike the living dead flesh 

eaters that populate the modern zombie genre, the Christian concept of the resurrection of 

the dead celebrated the dead returning to eternal life.  The Christian community saw the 

resurrection from death to life as the reward for accepting the Christian experience.  The 

teachings of Jesus, the affirmations of the New Testament disciples, and the writings of 

the early church fathers all endorsed the resurrection of the dead to eternal life. 

 

     In his ministry, Christ restored the dead to life, and He Himself was resurrected from 

the dead.  Presumably, those that Christ restored to life during His earthly ministry 

apparently died again at some point in the future.  The Christian tradition does not record 

that these particular individuals lived forever in this world.  On the other hand, Christian 

theology touts the resurrection of Christ as a permanent physical event without the 

possibility of death or bodily decay.  Christian believers are also stated to experience a 

future resurrection with the promise of eternal life in a glorified body.  
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Jesus on the Resurrection of the Dead 

      Even in the first century, the raising of people from the dead was considered 

unnatural.  Although the Jewish sect of the Pharisees believed in a literal bodily 

resurrection, most people of this era had not encountered this phenomenon.  The accounts 

of Jesus raising the dead and His own bodily resurrection astonished those who witnessed 

these events.  Moreover, Christian theology taught that Jesus was the Son of God, who 

came to fulfill the Law of Moses, and as such was given the power over death.  

According to this tradition, Jesus sacrificed Himself through crucifixion in order to 

cleanse humanity of sin.  Through His resurrection He ultimately defeated death.  Jesus 

taught that those who followed Him would one day be resurrected to eternal life after 

their own deaths.  Simple belief in Him was the key to this eternal life (John 3:16 English 

Standard Version).   

     Jesus pointed out that all believers would undergo a resurrection and become part of 

the Christian community for all eternity (John 5:21-29).  He stated:   

     Truly I say to you, an hour is coming, and is nowhere, when the dead will hear the 

voice of the Son of God, and those who hear will live.  For as the Father has life in 

Himself, so He has granted the Son also to have life in Himself.  And as he has given 

Him authority to execute judgment, because He is the Son of Man, do not marvel at this, 

for an hour is coming when all who are in the tombs will hear His voice and come out, 

those who have done good to the resurrection of life, and those who have done evil to the 

resurrection of judgment. (John 5:25-29) 

     The raising of the dead is recorded and mentioned many times in the Gospels.  Before 

His own death on the cross, Jesus raised many people from the dead.  This was 

accomplished to reveal His authority over nature and to verify His divinity.  These events 

also presaged His own future resurrection.    

     Among the many resurrection accounts in the Gospels is that of the raising of the 

daughter of Jairus.  The episode appears in the synoptic Gospels (Matthew, Mark, and 

Luke), and each Gospel recorded the same information with only slight variations.  The 

account concerned a man named Jairus who came to Jesus to revive his dying daughter.  

On the way there, however, Jairus’ daughter died.  Despite this, Jesus continued his 

journey to where she lay and commanded her lifeless form to get up.  The little girl 

miraculously returned to life and began walking around to the amazement of the crowd 

that was mourning her.  After He raised her, He asked that the people who witnessed the 

miracle to tell no one (Matthew 9:18-26; Mark 5:21-43; Luke 8:40-56). 

     Another recorded incident of Jesus raising someone from the dead occurred in Luke 

(7:11-17).  Jesus came to the city of Nain and was immediately confronted with a funeral 

procession bearing the dead son of a widow.  Having compassion for the woman, he 
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stopped the funeral procession and commanded the widow’s son to rise.  Like the 

daughter of Jairus, the widow’s son too came to life and began speaking to the crowd.  

Astonished onlookers praised God and told others about the incident. 

     The account of the raising of Lazarus remains the most famous of the resurrection 

accounts during the ministry of Jesus (John 11:1-44). Lazarus, brother to Mary and 

Martha and a longtime disciple of Jesus, was reported as sick and dying.  Jesus delayed 

his departure and Lazarus passed away and rested in a tomb for four days.  Grieving for 

His friend, Jesus went to the tomb and called for Lazarus to come out.  To the surprise of 

family, friends, and onlookers, Lazarus came out alive.  This resurrection account is 

significant because it occurred a number of days after the death of Lazarus.  In fact, in 

John 11:39 Martha, the sister of Lazarus, speculated that after four days, her brother’s 

body probably emitted an odor.  In contrast, the daughter of Jairus and the widow’s son 

were fairly recent deaths.  This miracle revealed the extent of the power that Jesus held 

over death. 

     According to the Gospel of John, the events surrounding the restoration of Lazarus 

constituted the ultimate catalyst for the plot to kill Jesus.  The Jewish leaders declared 

Jesus an outlaw (John 11:45-53).  Ignoring this development, Jesus returned to Jerusalem 

to partake of the Passover feast.  There he was betrayed by His own disciple, Judas 

Iscariot, and was eventually crucified and killed. 

     These acts provided the foundation of the Christian faith:  that Jesus died on the cross, 

sacrificed by His father for the sins of humanity, and that He rose three days later.  He 

went to the grave, the same as all human beings eventually do, but through His 

resurrection, He conquered death.  For believers in Christ, this event gives them the 

assurance that one day they will be taken up to heaven saved from death by belief in 

Christ as the Son of God.  

     On the same day that Jesus was crucified, at the moment of His death, the tombs of 

some righteous men in and around Jerusalem were opened.  The dead revived and 

eventually went into the city of Jerusalem and appeared to many people.  The “walking 

dead” provided further proof of the divinity of Christ and even the soldiers who were 

guarding the body of Jesus exclaimed, “Surely, He was the Son of God” (Matthew 27:52-

54).   

     As written in the Gospels and explained in the teachings of Jesus, the miracle of the 

restored dead should be celebrated rather than feared.  These dead were not revived by 

magic or by twisted science, but by the power and authority of God to fulfill His 

purposes.  This is in stark contrast to how the reanimated dead appear in the fiction of 

contemporary culture.   
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The Resurrected Dead in the New Testament 

     The rest of the New Testament also bears witness of the dead being resurrected or 

contains predictions of a future resurrection of Christian believers.  In the Gospels Christ 

gave His disciples the authority to cast out demons and heal the sick.  In the Book of Acts 

this was apparently extended to raise the dead.  In Acts 9:36-42 Peter raised Tabitha (also 

called Dorcas) from the dead.  Her return to life proved to be an effective evangelism 

tool, and many people became Christians because of her restoration. 

     Also in Acts, Paul restored the boy Eutychus from the dead. Eutychus had sat on a 

window ledge, went to sleep, fell from the ledge, and died.  Paul ran down, took the boy 

into his arms, saying, “Do not be alarmed, for his life is in him” (Acts 20:7-16).  The boy 

revived by the power of the Holy Spirit.  

     Paul in his New Testament epistles emerged as the most effective spokesman for the 

Christian doctrine of the resurrection of the dead.  Paul’s defense of the resurrection and 

its promises became a major theme of his letters to the Corinthians.  In the 15
th

 chapter of 

1 Corinthians Paul defended both the resurrection of Jesus and the resurrection of the 

Christian dead.  He related that fallen Christians will be raised in a future resurrection: 

     For the trumpet will sound, and the dead will be raised imperishable, and we shall be 

changed.  For this perishable body must put on the imperishable, and this mortal body 

must put on immortality.  When the perishable puts on the imperishable, and the mortal 

puts on immortality, then shall come to pass the saying that is written, “Death is 

swallowed up in victory.  O death, where is your victory?  O death where is your sting”     

(1 Corinthians 15:52-55).  

     The final book of the New Testament, the Revelation, relates the last account of death 

and resurrection found in the Christian Scriptures.  In Revelation 20:4-6, John the Exile 

sees a vision of the souls of those martyred for their faith, revived by Jesus to reign with 

him in the earthly kingdom for a thousand years in the event known as the “first 

resurrection.”  This is so called because those who became martyrs are revived first 

before the rest of the dead and are the first to receive their new heavenly bodies. 

     The rest of the dead will eventually come back to life in time for the Last Judgment.  

According to Revelation, they will stand before the throne of God and be judged 

according to their works.  Those whose names are not found written in the Book of Life 

will be thrown into the Lake of Fire.  There, these individuals will join Satan and the 

Antichrist and experience the “second death” (Revelation 20:10-15).  Not everyone 

restored for judgment will receive a future reward.   
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The Resurrected Christian Dead in the Writings of the Early Church Fathers 

     The early church fathers largely continued the same themes as the New Testament 

writers for the resurrected Christian dead.  Their works on this subject were almost 

entirely based on the New Testament writings.  Many of these works addressing this 

subject were largely written to address opponents of the early church.  Since the 

resurrection of the dead tended to be one of the major Christian themes, the early church 

defended the doctrine.  While many church writers included this subject in their works, 

only a cross-section of these writers and their works will be profiled. 

     For instance, the fathers of the second century built on the apostolic tradition of the 

resurrected dead.  Irenaeus, a theologian of that century, regarded the resurrection as the 

gateway to immortality for Christian believers (Against Heresies, 5,3,1-3).  Justin Martyr 

defended both the resurrection of Christ and the resurrection of believers in his work On 

the Resurrection.  His disciple Tatian continued that same theme in his work Address to 

the Greeks.  He assures his readers that he personally shall be bodily resurrected at a later 

time, even if his body is destroyed (Address to the Greeks, 6). 

     Other second century Christian writers also confirmed the resurrection of the dead.  

Theophilus, the leader of the Christian community at Antioch in the late second century, 

reminded a pagan scorner of the Christian belief in the resurrection of the dead that Greek 

religion too had its own examples of the dead returning to life (To Autolycus, 1,13).  He 

also informed the pagan critic that the resurrection is the only means people have for 

seeing God face-to-face (1,7).   

     Late second century writer and Christian philosopher Athenagoras wrote an entire 

work on the subject of the resurrection of the Christian dead entitled On the Resurrection 

of the Dead.  Like Justin Martyr, Athenagoras drew on Greek philosophical traditions of 

the immortality of the soul.  He defended both the immortality of the soul and the 

certainty of a bodily resurrection of all believers. 

     Tertullian, a Christian writer of both the late second century and early third century 

also composed works defending the resurrection of the dead in his works Against 

Marcion and On the Resurrection of the Flesh.  Tertullian joined Justin Martyr and 

Athenagoras in devoting an entire work on the resurrection of the Christian dead.  Again 

using source material from the New Testament writers, he continued their themes and 

concluded in the latter work that Christians will be resurrected in their own identifiable 

bodies (63).   

     Methodius, a Christian leader and martyr of the early fourth century too wrote a work 

about the resurrection of the dead called The Discourse on the Resurrection.  Following 

in the path of Christian apologists like Justin Martyr, Tertullian, Athenagoras, and 

Theophilus, he used the New Testament as his primary source to defend the doctrine of 
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the resurrected Christian dead.  Like the earlier apologists, he strived to convince the non-

Christian world of his own era to consider the truths of resurrection. 

     When Christian writers of the fourth century began compiling a constitution that 

would catalog Christian beliefs and practices, the belief in the resurrection played an 

important part.  The Constitutions of the Holy Apostles possessed some sections 

composed as early as the third century but completed in the fourth century.  This work 

summarized Christian teachings including those that addressed the resurrection of the 

dead.  Purporting to uphold the Christian teaching on this subject that originated in the 

apostolic era (hence the title), the Constitutions add little to the subject beyond what the 

New Testament writers included.  Nevertheless, the work confirmed that the Christian 

dead will be united for an eternity with both Old and New Testament saints in fellowship 

with God himself (5,1,7).   

Conclusion 

     In view of the teachings of Christ, the apostles, and the early church fathers, the dead 

will one day rise and live again.  Living in bodies that will never decay, they will not be 

the flesh eating zombies or hungry vampires so popular in postmodern American fiction. 

Rather, those who believe in and accept Christ will enjoy an eternity after having been 

resurrected from death.   

     The postmodern “zombie apocalypse” presented by Hollywood and a whole host of 

contemporary fiction writers presents a pessimistic vision of the near future society that 

seems frightening, hopeless, and depressing.  This dystopia reflects the underlying 

pessimism found in postmodern society.  The zombie apocalypse is a metaphor for the 

underlying evil, angst, and uncertainty of life in the early 21
st
 century.  Surprisingly, such 

a vision has touched a nerve in recent years, and one is hard pressed to explain its 

popularity. 

     In contrast the Christian vision of the resurrected dead, originating in the teachings of 

Jesus and nurtured by the apostles and early church fathers, remains hopeful and positive.  

This vision of the future has been touted by Christians for 2,000 years.  Believers possess 

the promise of a future free from both the terrors of the unknown and the corrupted world 

of fallen man.  Christians see a different future than that presented in the zombie 

apocalypse. 
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Abstract 

Herod Archelaus, ruler of Judea from 4 B.C. to A.D. 6, succeeded his 

father Herod the Great.  Nevertheless, he acquired all of his father’s 

flaws but none of Herod’s political instincts for survival. In the end he 

managed to alienate not only the Jews and Samaritans but also offended 

the Roman emperor who deposed him.  Moreover, he acquired a bad 

reputation among the early Christians as well. While he began with 

some promise, in the end his own hubris destroyed him.  Contemporary 

historians largely relegate the reign of Archelaus to a footnote in 

Herodian studies.  Yet, his tenure as a Herodian ruler would impact 

later historical developments.   

           Archelaus, son of Herod the Great and his mother Malthrace, only later added the 

name “Herod” to his name after the death of his father.  His mother, Malthrace, was 

either a Samaritan, or a Jew who lived in Samaria (Josephus, Jewish war, 1,562).  If the 

mother of Archelaus was indeed a Samaritan, she may have been the only non-Jewish 

spouse among Herod’s ten wives.  Born around 28 B.C. Archelaus originally had never 

been considered as his father’s successor.  Herod’s many wills passed him over, and only 

Herod’s last testament named Archelaus as the king’s successor.   

      Nevertheless, as Herod aged, he grew suspicious of his many sons.  The king changed 

his political wills frequently, and he eventually murdered his first three sons—Antipater, 

Alexander, and Aristobulus.  At one point he even prepared a will designating Archelaus’ 

younger brother Antipas as his heir for the entire kingdom but later changed that political 

testament as well. 

     Moreover, Archelaus’ father Herod had taken notice of him but not in a way that was 

originally favorable to Archelaus. While being schooled in Rome, Archelaus was recalled 

back to Judea by his father after his half brother Antipater had slandered him before his 

fall from his father’s grace.  The hapless Archelaus, like his other brothers, feared his 

father’s increasingly dangerous paranoia concerning his many sons.  The king remained 

convinced that many of them were plotting against him.  Herod’s public successes and 

friendship with the Emperor Augustus provided quite a contrast to the drama occurring 

within his own family.  Josephus even noted, “For his public successes fortune made 

Herod pay a terrible price in his own home” (Jewish war, 1,431). 
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     In the twilight years of Herod’s reign he killed various family members, including 

three of his own sons, a couple of prominent rabbis and their followers, numerous 

individuals that had led both real and imagined conspiracies against the aging king, and 

their supporters.  Other ancient writers besides Josephus were shocked by Herod’s 

executions of his own sons, and the Roman author Macrobius reported that the emperor 

Augustus quipped, “I would rather be Herod’s pig than Herod’s son” (Saturnalia, 2,4,11).  

The remark apparently referenced Herod’s lukewarm Judaism and also contains an 

element of satire since the Greek words for “pig” and “son” are similar.  The later 

Christians too noted that the king had also tried to kill the Christ child and murdered the 

innocent children of Bethlehem (Matthew 2:13-18 New International Version).   

     Archelaus, now the eldest surviving son of the king, remained in his father’s disfavor 

because of the accusations of his now dead half-brother Antipater.  To the disappointment 

of Archelaus, he watched as his father nominated his younger brother by Malthrace, 

Antipas, to be the designated heir.  He was joined in this snubbing by his half-brother 

Philip.  He too had been slandered in the intrigues of Antipater.   

     Herod eventually decided to change his mind about shunning Archelaus in his 

succession plans.  He came to realize that Antipater’s accusations possessed little basis, 

and the aging king, now approaching 70 years old, made up his mind to divide his 

kingdom.  Archelaus would reign over half of it with the regions of Judea, Samaria, and 

Idumea.  Herod recommended that Archelaus would take the title of “king.”  The other 

half of Herod’s kingdom would be divided and assigned to Philip and Antipas, and they 

would be given the title of “tetrarchs” (“rulers of a fourth”).  He also gave small sections 

of his kingdom in the Jordan Valley and the coastal areas to his sister Salome.  Since 

Judea was a client kingdom of the empire, Herod’s plan for the succession would have to 

meet the approval of the Roman Emperor Augustus.   

     A few days after an eclipse of the moon (March 12-13, 4 B.C.), Herod died (NASA, 

2011).  He had entrusted some of the details of his will to both his sister Salome and to 

her husband Alexas.  Presumably they informed Archelaus of the contents of the will.  

When Herod’s will was read to the old king’s retainers and troops in the amphitheatre at 

Jericho, the king’s subjects pledged their loyalty to Archelaus. Once living in fear of his 

father and with no hope of ever achieving the succession, Archelaus stood on the 

threshold of being “King of the Jews” (Josephus, Antiquities of the Jews, 17,167).  

     Archelaus now assumed the position of the de facto ruler of his father’s kingdom and 

made plans to honor his father’s wishes to be buried at Herodium (near Bethlehem).  The 

elaborate funeral and burial of Herod at Herodium that ensued functioned as the first 

major royal project overseen by Archelaus.  Only in 2007 did the archeologist Ehud 

Netzer finally uncover Herod’s tomb and sarcophagus at the site (The Hebrew University 

of Jerusalem, 2007, May 8).    
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     After his father’s funeral, Archelaus made plans to journey to Rome to ensure the 

support of Augustus, but a tragic incident would mar his reign even before it began.  

Archelaus visited the Temple at Jerusalem to offer sacrifices.  At the Temple he briefly 

thanked the people for their support, and he offered at a later time to be “kinder to them 

than his father had been.”  Encouraged by this promise, the crowd immediately began 

making demands that included abolishing Herod’s hated sales tax, deposing Herod’s last 

high priest, releasing Herod’s political prisoners, and punishing those who had executed 

the two popular rabbis—Judas Bar-Sepphoraeus and  Matthias Bar-Margalus.  Neither 

Archelaus, nor his officers, could placate the angry crowd even after Archelaus left the 

Temple.  Furthermore, the crowds swelled with additional unhappy people due to the 

approaching Passover.  Feeling that he had no choice, Archelaus ordered his army to 

attack the protesters.  Josephus revealed that 3,000 protesters were killed and the 

Passover festivities were cancelled (Jewish war, 2,13).  Unbeknown to Archelaus, his 

subjects had already begun to turn against him even before his official reign had started.   

     Archelaus then traveled to Rome to confirm his kingdom.  Yet, once again his plan for 

a peaceful succession would be sabotaged.  As it turned out, opposition, both outside and 

even within the royal family surfaced.  His full brother Antipas also journeyed there to 

champion Herod’s previous will that had given him the entire kingdom.  Herod’s sister 

Salome, who had originally supported Archelaus, now switched her support to Antipas as 

she had been horrified by the massacre at the Temple Mount. Other family members also 

changed their support to Antipas.  This included Archelaus’ mother, Malthrace, who also 

switched her allegiance to her youngest son Antipas.  Furthermore, a delegation of Jews 

petitioned Augustus to end the Herodian family’s rule of Judea (Josephus, Jewish war, 

2,21; Antiquities, 17,225).   

     After a few days Augustus gave his decision and largely honored Herod’s will.  He 

turned over Judea, Samaria, and Idumea to Archelaus and gave his brothers their 

“tetrarchies.”  Antipas received Galilee and Perea, while Philip took over the northeastern 

portions of his father’s kingdom.  Nevertheless, Augustus only gave the title of 

“ethnarch” (“ruler of the nation”) to Archelaus with a promise that if Archelaus governed 

well, Augustus would later elevate him to the status of a “king.”  Archelaus’ revenues for 

these territories would amount to 600 talents a year (Antiquities, 17,320), but Josephus in 

Jewish War states it as 400 talents a year.  As also detailed in Herod’s will, the emperor 

gave Herod’s sister Salome small territories on the Mediterranean coast and the Jordan 

Valley.  All-in-all, Archelaus fared well, but he never forgot the lack of support he 

received from both his family and the Jewish community (Jewish war, 2,93-100).    

 

     Another possible version of Archelaus’ journey to Rome to confirm his kingdom 

perhaps became incorporated into one of Jesus’ parables in the Gospel of Luke.  In Luke 
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19:12-27, Jesus talks about a nobleman (Greek—“well-born man” in v. 12) who journeys 

to a far country to acquire a kingdom.  Nevertheless, his subjects recoiled at the idea of 

having the man as king and sent a delegation to express their opposition to him.  They 

said, “We don’t want this man to be our king.” Later the parable contained the 

information that the nobleman became king.   

     The parable of Jesus related that the man traveled abroad to get his kingdom (v. 12), 

and that he became king in spite of the protests of the man’s countrymen (v.14-15).  The 

man’s critics in the parable also sent a delegation to oppose him (v. 14).  Once in power 

the new king threatened to execute those at home who opposed him (v. 27).  The parable 

bears some parallels with the experience of Archelaus as well as profiling some aspects 

of his character. Reasonable speculation suggests that Jesus may have used a memory of 

Archelaus in his parable.   

     Fresh troubles also greeted Archelaus even while he remained in Rome.  Outright 

revolt and anarchy had broken out in Palestine.  Roman troops looted the Temple, and 

many Jews organized revolts.  Judea, Idumea, Perea, and Galilee endured revolts.  

Fortunately for both the Romans and Archelaus, the Jewish rebels were not united since 

they supported various rival leaders.  Aided by Arab troops sent by the Nabatean king 

Aretas, Roman and Herodian troops put down each of the revolts one by one.  Varus, the 

Roman commander and current governor of Roman Syria, dismissed the misbehaving 

Arabs and returned to Syria with his Roman troops.  Archelaus, along with his brothers, 

would return to damaged and demoralized realms. 

     In addition to the news of the revolts back home, Archelaus was also troubled while in 

Rome by the continuing turmoil in the royal family.  His brother, half-brothers, cousins, 

aunt, and even his own mother had betrayed him and supported the cause of his rivals.  In 

addition, his mother passed away in Rome while the imperial deliberations concerning 

the Judean settlement were ongoing.  While all this was upsetting to Archelaus, the 

sources of these events have not revealed how Archelaus felt about his mother’s betrayal 

and her death (Josephus, Jewish war, 2,40; Antiquities, 17,250).   

     The new ethnarch now traveled back home, but here too, a new domestic trouble 

slowly emerged.  Either some time shortly before, during, or after his journey to Rome, 

he married his niece Mariamme.  She was the daughter of his half-brother Aristobulus.  

Moreover, she brought to the marriage a Hasmonean ancestry (the former ruling house of 

Judea) from her grandmother Mariamme. This marriage possessed the potential to unite 

the two royal houses as one family.   

 

     Yet, this ideal dynastic marriage never lived up to its potential.  According to 

Josephus, Archelaus instead chanced upon a meeting with Glaphyra of Cappadocia the 
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widow of his half-brother the deceased Alexander.  Furthermore, she had recently been 

married to Juba II, a king of a North African Roman client state.  Josephus mistakenly 

stated that Archelaus and Glaphyra became a couple after Juba had died, but since Juba 

continued to mint coins in his kingdom through A.D. 23, it seemed clear that Glaphyra 

had divorced him.  Furthermore, the Roman historian Tacitus also confirmed that Juba 

was still very much alive as late as A.D. 23.  Smitten with the very beautiful Glaphyra, 

Archelaus instantly divorced Mariamme and married Glaphyra.  Like his father Herod, 

Archelaus pursued a passion for women that invariably led to trouble (Jewish war, 2,115; 

Ancient coins of Mauretania, kings, Juba II, 2013; & Tacitus, Annals, 4,1 & 4,5).   

      By this act, Archelaus now ran afoul of many religious Jews.  They viewed his 

second marriage as one that was not sanctioned by Jewish law—particularly since both 

parties previously had been married and Glaphyra had produced children by her first 

husband Alexander.  In addition, Glaphyra also possessed a living ex-husband in Juba II.  

Divorce and re-marriage controversies plagued the Herodian rulers throughout their long 

tenure and Jews like Josephus and John the Baptist, would take Herodian rulers to task 

for these issues.  Archelaus, like other Herodian rulers before and after him, now faced 

criticism from other Jews for his divorce and remarriage (Jewish war, 2,115-116; Mark 

6:18).    

     In addition, pious Jews also objected to Archelaus’ interference with the high 

priesthood.  Archelaus insisted upon appointing high priests who were sympathetic to his 

personal interests.  While he deposed Joazar, Herod’s unpopular last high priest, he 

appointed his brother Eleazar from the same family (Boethus), and therefore, received no 

approving support from devout Jews.  To counter this unpopular choice, he appointed yet 

another high priest—Joshua Bar-See.  By this choice many Jews thought Archelaus 

appointed his high priests because of political expediency rather than by spiritual 

qualifications.  The ethnarch’s choices for wives and high priests sealed his break with 

those Jews who valued their ancient faith.   

     Moreover, Jews were not the only ones showing distaste for Archelaus.  The 

Samaritans, who had not joined the various rebellions after the death of Herod in 4 B.C., 

also began expressing some distaste for Archelaus.  Archelaus should have maintained 

the support of the Samaritans.  His mother, Malthrace, had perhaps been a Samaritan.  

Furthermore, his father Herod had been careful to preserve a good relationship with the 

Samaritans in case he needed their support to offset a potential rupture in his relationship 

to the Jews.  Herod’s fortress city in Samaria (called “Sebaste”) seemingly was built for 

that very purpose.  Josephus, the primary source on the reign of Archelaus, does not 

inform his readers of the specific cause of Samaritan dissatisfaction beside the generic 

charge of the misrule of the ethnarch, but as the reign of Archelaus lengthened, the 

Samaritans joined the Jews in despising their Herodian ruler (Antiquities, 17,342).    
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     Like the Jews and Samaritans, even the later Christian tradition was critical of 

Archelaus.  In Matthew 2:22, Joseph, the earthly father of Jesus, refused to return to 

Judea when he was warned in a dream not to go back to Judea from Egypt.  Matthew 

relates, “But when he [Joseph] heard that Archelaus was reigning in Judea in place of his 

father Herod, he was afraid to go there.”  

     In the Matthew account, Joseph returns to Galilee where Archelaus’ younger brother 

Herod Antipas then reigned.  Joseph would settle his family back in Nazareth.  Although 

the Christian tradition also thought little of Antipas, the passage in Matthew strongly 

implied that even Antipas was preferable to Archelaus (Matthew 2:23).  Christians soon 

viewed Archelaus as being just as cruel as his father.  The brief mention of Archelaus in 

Matthew later found its way into other pieces of early Christian literature that reinforced 

his bad reputation among the early Christians (Eusebius, The history of the church, 1,6 & 

1,8).   

     Regardless of how all his subjects thought of him, Archelaus tried to court their 

favor—especially the Jews.  On his coinage, he chose to call himself “Herod.”  His father 

had named many of his children after himself in a fashion, but he did not call Archelaus 

by that name.  Seeking to incur the support of both Jews and Gentiles that regarded his 

father in a more positive light, Archelaus used the name “Herod” on his coinage.  More 

specifically, he wrote, “Herod, Ethnarch.”  Like his father, Archelaus refused to put 

human or animal images on his coins that might offend pious Jews.  Instead he chose 

motifs such as cornucopias, ships, grapes, and anchors (Ancient coins of Judea, Herod 

Archelaus, 2012).     

     Archelaus also desired to emulate his father’s building program. He saw this as a 

means to gain favor from the Jews by providing jobs and/or extra income.  Unfortunately 

for his interests, Archelaus did not generate the income and tax revenues that his father 

produced.  A good amount of his father’s previous tax revenues had been parceled out to 

his brothers and his aunt Salome. Therefore, Josephus records only two major building 

accomplishments.  One was a rebuilt palace at Jericho that included some nearby date 

palm groves.  To water these groves, he diverted half the water of the nearby village of 

Neara.  Since that community resided in close proximity to the Judean desert, its 

inhabitants were not pleased with the loss of precious water resources (Antiquities, 

17,340). 

       Also in the Jordan Valley near Jericho, he founded an agricultural community that he 

named after himself—“Archelais.” Unlike his father’s masterful architectural 

accomplishments that still can be seen today, the ruins at Archelais are less impressive.  

Archelaus built a large mansion (the courtyard even contained a mikveh—a ritual Jewish 

bathing pool), an aqueduct, and a very prominent watchtower at the site that certainly 

possessed some features that impressed the Israeli archeologist who excavated the site, 
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but on the whole, these remains paled beside those of his father (Hizmi, 2008).  Although 

Pliny the Elder praised the dates grown at Archelais for their high quality and sweetness, 

the ethnarch himself received no credit for them in the Roman’s work (Natural history, 

13,44).  When his subjects remembered the extensive building projects that his father had 

undertaken that provided steady employment and extra income, they could only express 

disappointment for the few projects that Archelaus produced.  In the end, the building 

program of Archelaus, and the burdensome tax revenues levied to support it, probably 

engendered more backlash than good public relations (Antiquities, 17,340).   

     Nothing that Archelaus attempted seemed to go right, and the first signs of his 

ultimate unraveling took place in his own home.  Shortly after Archelaus returned home 

with his new wife Glaphyra, Josephus related that she had a dream that he gave in two 

similar versions.  She dreamed that her former first husband, Alexander, the son of Herod 

and the half-brother to Archelaus, stood over her in the dream and rebuked her for her 

marriages to both Juba and Archelaus.  He then tells her that she will soon be reunited 

with him (Jewish war, 2,116; Antiquities, 17,349-352). 

     Glaphyra revealed the strange dream to her attendants, but two days later, she died.  

Josephus seemingly implied that her death fulfilled what Alexander said to her in her 

dream.  The smitten Archelaus certainly was devastated by her untimely death, but 

Glaphyra’s death was only the first step in the quick unraveling of the reign of Archelaus 

(Jewish war, 2,116; Antiquities, 17,349-352).   

     According to Josephus, Archelaus, now in his tenth year as ethnarch, also had a 

strange dream.  He dreamed that ten ears of wheat were devoured by some oxen.  Sensing 

that this dream seemed important, he summoned men who could interpret the dream, but 

none of them could agree on its meaning.  Then, Simon the Essene (Essenes in this era 

were assumed to possess the gift of prophecy) asked for permission to freely speak his 

mind.  Granted permission by Archelaus, Simon informed the ethnarch that oxen 

represented change, and that the change would not be good for Archelaus.  The Essene 

interpreted the ten ears of grain as symbolic of the ethnarch’s ten year tenure.  The oxen 

eating the ten ears meant that his reign would come to an end in the tenth year 

(Antiquities, 17,345-348).  

       In fact, events indeed continued to unfold against Archelaus.  His brothers, Herod 

Antipas and Philip, still in their positions as tetrarchs, as well as leaders of the Jews and 

Samaritans were complaining to Augustus about his misrule.  No longer able to ignore 

these petitions, Augustus was also upset with the feuding among the Herodian rulers.  He 

requested that Archelaus’ minister in Rome, also named Archelaus, immediately be 

dispatched back to Judea for the purpose of bringing the ethnarch to Rome to face these 

charges.  As recorded by Josephus, five days after the ethnarch’s strange dream, his 
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minister in Rome arrived in Judea with the order for Archelaus to report to the emperor in 

Rome (Antiquities, 17,342-344). 

     In Rome Archelaus went before the emperor to face the charges of misrule sometime 

in A.D. 6.  The emperor read the charges against Archelaus and also allowed him to 

respond to them.  Hardly swayed by the ethnarch’s defense, Augustus stripped him of his 

position as ethnarch, confiscated his funds, and banished him to Vienne in the province of 

Gaul (today France).  The disgraced ethnarch apparently later passed away in exile at 

Vienne (Cassius Dio, Roman history, 55,27,6; Josephus, Antiquities, 17,344).   

     Nevertheless, the late fourth century Christian writer, Jerome, in his expanded version 

of Eusebius’ earlier work, Concerning the Place Names in Sacred Scripture, related that 

Archelaus was buried near Bethlehem (B,196).  This seemingly implied that the former 

ethnarch was released from his exile and allowed to return to Judea.  Since the return of 

Archelaus to Judea could have led to potential problems for the Roman governors of 

Judea, this seems unlikely.  Nevertheless, Archelaus could have passed away in exile and 

later been buried near Bethlehem, but the tomb site mentioned by Jerome has not been 

found.   

     According to a somewhat garbled account by Strabo, Archelaus’ brothers, Antipas and 

Philip, also may have been summoned and dressed down by Augustus concerning the 

infighting among the Herodian rulers. Nevertheless, they were allowed to remain in their 

tetrarchies.  Yet, they received no benefits or territories due to the fall of Archelaus 

(Geography, 16,2,46).   

Conclusion and Assessment 

      Reflecting the judgments of the ancient writers, modern historians (Jones, 1938; 

Kokkinos, 1998; Hizmi, 2008) fail to speak well of Archelaus and his ten-year reign as 

ethnarch of Judea.  Furthermore, both the Jewish and Christian traditions remain hostile 

to him.  Even his father Herod could at least be acknowledged as the ruler who built the 

Palestinian infrastructure of the New Testament era or even be admired for his political 

instincts for survival in the Eastern Roman world.  Nevertheless, as stated earlier, 

Archelaus possessed all of his father’s flaws but none of his political instincts.  His early 

promise that he gave at the Temple for “being a kinder ruler than his father,” collapsed on 

that very day when he massacred 3,000 Jews.  Even if Josephus exaggerated the 

casualties of this incident, enough of his subjects were murdered to effectively shut down 

his anticipated good reputation.  Taking their cue from the Gospel of Matthew, the early 

Christians too found fault with the ethnarch.  

     His accomplishments were hardly noteworthy.  He succeeded in giving his father 

Herod a successful and costly funeral, but later tomb robbers looted it and even broke up 

the costly sarcophagus that Israeli archeologists discovered in 2007.  He embarked on a 
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small building program in the Jordan Valley, but these projects paled beside those of his 

father, brothers, and later Herodian rulers.  In the closing days of his reign, few of his 

subjects seemingly regarded his building program as a benefit.    

     The fall of Archelaus played a major role in upcoming future events.  After his fall the 

Romans instituted direct rule in Judea.  Greeted by another round of Jewish insurrections 

in A.D. 6, Roman oversight of the Jews in their homeland proved difficult.  Eventually 

Jewish revolts in the A.D. 60s, 110s, and 130s led the Romans to enslave or exile most 

Palestinian Jews and destroy the Temple that Archelaus’ father built.  Interestingly 

enough, Archelaus’ settlement at Archelais also was destroyed by the Romans (Hizmi, 

2008).  Only in the 20
th

 century did Palestine again contain a large and flourishing Jewish 

community in the nation state of Israel.   

     Because of the fall of Archelaus, it would be a Roman official who sentenced Jesus to 

death.  Christian theology depended on this event, and the incident also touched off a 

long period of sporadic Roman persecution of Jesus’ followers until the Roman emperor 

Constantine became a Christian himself.  The long history of Roman conflict with both 

Jews and Christians occurred as a direct result of the misrule and fall of Archelaus.  He 

was probably the worst of the Herodian rulers, but history unfolded very differently 

because of him.    
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In the following pages the Mid-Continent Review will provide a section of literary 

selections from members of the Mid-Continent community.  These include an essay and 

various poems. 
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An Essay on Interracial Marriages in an Age of Relative Tolerance    

Mr. Austin Clark 

Mid-Continent University General Studies Student 

 

Abstract 

Even in an age of relative tolerance, interracial marriages remain 

controversial. This essay explores the subject from both a scientific and 

biblical viewpoint. Both perspectives largely come to the same 

conclusions.    

 

      Richard and Mildred Loving were renowned defenders of interracial marriage. They 

stood in front of the United States Supreme Court in 1958 with the belief that people 

should have the right to marry whomever they wish, and the government should remain 

insouciant to the marital affairs of the people.  Eventually in 1967 the Supreme Court 

struck down bans on interracial marriages in 17 states (Martin, 2008).  However, despite 

Richard and Mildred Loving’s bold optimism concerning interracial marriage in the 

1950s, there are still those who find these relationships disturbing.   Even in the 21
st
 

century, some Christians remain opposed to these marriages (Generation5, 2010, 

February 9).   

     Although interracial marriage creates multitudes of religious, political, and biblical 

controversies throughout the context of marriage, the notion of interracial matrimony 

does not exist in light of scientific evidence and biblical doctrine.  Evidence shows that 

classifying human beings into racial distinctions based on color other than the human 

race is not scientifically plausible. Instead, each individual is uniquely different.  

     Actually, interracial marriages possess much support from both a scientific and 

biblical 

perspective.  In fact, evidence points to the nonexistence of races, which would lead to 

the conclusion that interracial marriages do not exist. Neither science nor a 

Christian/biblical worldview endorses bans or restrictions on interracial marriages. 

 

Race According to Scientists and Social Scientists 

     Due to a bodily pigment known as melanin, there are different variations in skin 

coloring among the people of the world. Melanin is the pigment in the human body that 

gives certain traits their distinctions, such as hair color, eye color, and skin color. The 

less melanin a human body produces, the lighter the trait of a particular body part will be.  

Light-skinned people have less melanin in their skin than dark-skinned people (Causes of 

Color). Melanin is produced by cells called melanocytes. Melanin prevents the sun’s 

ultra-violet rays from damaging skin. The melanocyte cells increase their production of 

melanin in response to ultra-violet rays and sun exposure. Africans are dark-skinned, and 

Europeans are light-skinned due to ancestral exposure to different amounts of radiating 

sun-light; this trait is passed down through each corresponding generation.  
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All people have the same skin color. You see, we all have the same coloring 

pigment in our skin called ‘melanin.’ If we produce a little melanin, it means 

that our skin will be a very light brown. If our skin produces a great deal of 

melanin, we will be a very deep brown. (Ham, 2006, May 30) 

     Although scholars downplay these genetic variations, the major reason that many 

people see “racial differences” as such a problematic distinction is because they have 

grown up in a society that has instilled in them to see these “differences” in such a 

manner. “Race is a social construct that has been derived mainly from the perceptions 

conditioned by the events of recorded history, and it has no biological reality….curiously 

enough the idea comes very close to being of American manufacture,” (Ham & Ware, 

2007, 114) said Robert Lee Hotz in Atlanta, Georgia, at an Association for the 

Advancement of Science Annual Convention in 1997. 

     Furthermore, Christian apologists, Ken Ham and Charles Ware, stated:  

More and more scientists find that the differences that set us apart are cultural, 

not racial. Some even say that the word race should be abandoned because it’s 

meaningless….We [people in general] accept the idea of race because it’s a 

convenient way of putting people into broad categories, frequently to suppress 

them… the most hideous example is provided by Hitler’s Germany….What the 

facts show is that there are differences among us, but they stem from culture, not 

race. (2007, 114) 

 

     This classification system that is prominently used by taxonomists across the globe 

was put into effect by Carolus Linnaeus, who was a Swedish biologist (Linnaean 

Society). All life on earth is classified by eight taxonomical labels; each label is sub-

labeled by the next. The labels are domain, kingdom, phylum, class, order, family, genus, 

and species. According to this classification system, every human-being is categorized as 

a Homo sapien.  Physical characteristics, culture, or “race” does not affect such labeling. 

The domain labeling for every human being is Eukarya, and the kingdom labeling is 

Animalia. Thus, the phylum for all humans is Chordata. Correspondingly, the class for 

every human-being is Mammalia, and the order for all humans is Primata. The family for 

any human is Hominidae; respectively, the species label is Homo sapiens (Linnean 

Society). The same classification for all human beings strongly suggests that physical 

characteristics, culture, nationality, or “race” holds little significance.  

 

     Race is defined as “a category of humankind that shares certain distinctive physical 

traits” (Race).  Ben and Angela Ihegboro defied the stereotypes of racial discrimination, 

destroyed the demarcated word of race, and baffled geneticists when the Black couple 

gave birth to a White child (Katz, 2010). According to Ham and Ware, geneticists have 

concurred that if someone were to compare two people from any ethnic group in the 

world at random, the basic genetic differences between those two people would be on 

average 0.2 percent (even if the two people came from the same ethnic group) (2007, 

112).  Ham and Ware mentioned the following: 

 

There is known to be a much larger variation within an ethnic group than there 

is from one ethnic group to another. If an African-American is looking for a 
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surgical tissue match for an organ transplant, the best match could come from an 

Oriental Asian, a Hispanic American, or any other person in the world. (2007, 

113)  

 

How can race or physical characteristics separate human beings when a cross-racial child 

is born of parents of one race?  Moreover, how is it possible that organ tissue matches can 

come from any person in the world regardless of nationality, race, culture, or physical 

characteristics? 

 

     Social scientists too have questioned the concept of “race” in recent decades 

(Montagu, 1975 & Van Den Berghe, 1978).  Furthermore, renowned sociologist Ian 

Robertson also discounted the validity of the term race and argued that genetic 

differences between people groups are of relatively recent origin.  He wrote, “As a 

biological concept, the word “race” is almost meaningless” (Robertson, 1987, 284).   

 

The Bible on Interracial Marriages 

 

     Any person who believes in biblical doctrine should agree that all human life 

descended from the first man and the first woman--Adam and Eve. If a person does not 

believe that all human life is directly linked to Adam and Eve, he or she does not believe 

what the Bible affirms. Scripture states that the world grew wicked, so God sent a flood 

to destroy the wickedness. The only humans that survived the flood were Noah and his 

family—a family whose ancestry was linked to Adam and Eve. Therefore, believers of 

biblical doctrine should also believe that all human life has lineage related to Noah and 

his family. 

  

 And all flesh died that moved upon the earth, both of fowl, and of cattle, and of 

beast, and of every creeping thing that creepeth upon the earth, and every man: 

All in whose nostrils was the breath of life, of all that was in the dry land, died. 

And every living substance was destroyed which was upon the face of the 

ground, both man, and cattle, and the creeping things, and the fowl of the 

heaven; and they were destroyed from the earth: and Noah only remained alive, 

and they that were with him in the ark. (Genesis 7:21-23 King James Version) 

 

     The Old Testament flood took the lives of all creatures that breathed air, according to 

Genesis 7:21-23. This includes every man, woman, and child of every nationality, 

culture, and “race.” Noah, his sons, and their wives had the responsibility of refurbishing 

the earth with a new human population. From a biblical standpoint, Noah and his family 

are considered the ancestors of the post-flood human population. Every man, woman, and 

child that has set foot on the face of the earth, regardless of nationality, physical 

characteristics, or culture, has an ancestral background that originated with Noah and his 

family.  

 

     Some Christians and non-believers opposed to interracial marriages look at the events 

that took place at the construction of the Tower of Babel as support for their arguments 

against “mixed” marriages: 
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And the whole earth was of one language, and of one speech. And it came to 

pass, as they journeyed from the east, that they found a plain in the land of 

Shinar; and they dwelt there. And they said one to another, Go to, let us make 

brick, and burn them thoroughly. And they had brick for stone, and slime had 

they for mortar. And they said, Go to, let us build us a city and a tower, whose 

top may reach unto heaven; and let us make us a name, lest we be scattered 

abroad upon the face of the whole earth. And the Lord came down to see the city 

and the tower, which the children of men builded. And the Lord said, Behold, 

the people is one, and they have all one language; and this they begin to do: and 

now nothing will be restrained from them, which they have imagined to do. Go 

to, let us go down, and there confound their language, that they may not 

understand one another's speech. 
 
So the Lord scattered them abroad from thence 

upon the face of all the earth: and they left off building the city. Therefore is the 

name of it called Babel; because the Lord did there confound the language of all 

the earth: and from thence did the Lord scatter them abroad upon the face of all 

the earth. (Genesis 11:1-9) 

 

     Those opposed to “mixed” marriage claim that in Genesis 11 God is declaring that 

members of different people groups cannot unite in marriage.  Upon further study of the 

passage, however, no such message is revealed. The passage actually states that God 

scattered the people at the construction of the Tower of Babel based on their pride, 

arrogance, and disobedience. There is no reference to race or marriage in this passage of 

Scripture. At this point in history, different ethnic groups were non-existent because they 

were all one large group of people with a common language and culture (Ham & Ware, 

2007, 124).  

 

     Moses, as an influential figure of the Old Testament, championed the Lord’s will for 

God’s chosen people--the Israelites. Moses led the enslaved Israelites out from under the 

thumb of Egypt to the Promised Land, which was known to “flow with milk and honey” 

(Exodus 6:13; 33:3). God relayed His clear message of biblical law through the Ten 

Commandments to Moses (Exodus 31:18). An unusual circumstance that preserves the 

sanctity of interracial marriage is the details of Moses’ marriage to an Ethiopian woman. 

"And Miriam and Aaron spoke against Moses because of the Ethiopian woman whom he 

had married; for he had married an Ethiopian woman" (Numbers 12:1).  However, God 

preserved Moses throughout his marriage and changed the hearts of Miriam and Aaron: 

 

…Behold, Miriam became leprous, white as snow: and Aaron looked upon 

Miriam, and, behold, she was leprous. And Aaron said unto Moses, Alas, my 

lord, I beseech thee; lay not the sin upon us, wherein we have done foolishly, 

and wherein we have sinned. (Numbers 12:10-11) 

   

     Numbers 25:6-8 is another controversial passage concerning “interracial” marriage: 

 

 And, behold, one of the children of Israel came and brought unto his brethren a 

Midianitish woman in the sight of Moses, and in the sight of all the congregation 

of the children of Israel, who were weeping before the door of the tabernacle of 

the congregation. And when Phinehas, the son of Eleazar, the son of Aaron the 
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priest, saw it, he rose up from among the congregation, and took a javelin in his 

hand; And he went after the man of Israel into the tent, and thrust both of them 

through, the man of Israel, and the woman through her belly. So the plague was 

stayed from the children of Israel. (Numbers 25:6-8) 

 

A misinterpretation of this passage would lead a person to reason that God is against 

the Israelites breeding with another “race.” However, when one thoroughly examines the 

verses preceding Numbers 25:6-8, an altered implication is given by Scripture: 

 

And Israel abode in Shittim, and the people began to commit whoredom with the 

daughters of Moab. And they called the people unto the sacrifices of their gods: 

and the people did eat, and bowed down to their gods. And Israel joined himself 

unto Baalpeor: and the anger of the Lord was kindled against Israel. And 

the Lord said unto Moses, Take all the heads of the people, and hang them up 

before the Lord against the sun, that the fierce anger of the Lord may be turned 

away from Israel.
 
And Moses said unto the judges of Israel, Slay ye everyone his 

men that were joined unto Baalpeor. (Numbers 25:2-5) 

 

 The Israelites experienced how God shut the jaws of death, furnished a pillar of fire, 

and split the sea, yet they were habitual in breaking God’s law (Exodus 12:23; 13:21; 

14:21-22;  Numbers 14). One law overtly stated “Thou shalt have no other gods before 

me” (Exodus 20:5). When an Israelite man brought a Midianitish woman into the Israelite 

camp, controversy and death was the result. The man and woman were killed because of 

the foreign gods that the Midianites worshiped; not on the basis of race. The Bible relates 

that God disapproves of the worship of other gods: 

 

For I, the Lord your God, am a jealous God, punishing the children for the sin of 

the parents to the third and fourth generation of those who hate me,
 
but showing 

love to a thousand generations of those who love me and keep my 

commandments. (Exodus 20:5-6) 

 

People across the globe possess an endless array of distinctions.  However, one thing 

binds humans together: humanity.  “For this reason a man will leave his father and 

mother and be united to his wife, and they will become one flesh” (Genesis 2:24). 

Marriage is between a man and a woman, but not defined as the unification of two 

analogous people. The clash between those who support mixed marriage and those who 

are whole-heartedly against it will never result in an armistice or lack of qualms 

regardless of the prolepsis facts within the scientific and biblical evidence. Even though 

interracial marriage creates a multitude of controversies, the very idea of interracial 

matrimony does not exist in light of the substantiating truths that are presented within 

scientific evidence and biblical doctrine.    

 

Conclusion 

 

     Scientific evidence is whole-heartedly supportive of one human race. The facts 

presented pertaining to melanin cannot be contested. Melanin exists within every person, 

no matter what “color” their skin. Scientific evidence supports the nonexistence of 
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multiple races and the reality of one human race.  In light of the scientific evidence, skin 

color provides little basis for separating humankind into various races since all people are 

members of the same species.      

 

     The scientific basis of the concept of one human race is also supported by biblical 

truth.  Therefore, every human descends from Adam and Eve. This idea supports the 

conclusion that any particular trait could be attributed to Adam and Eve. All humans 

belong to the same race. The fact that the Bible expressly supports interracial marriage in 

various accounts is just another factor validating these types of human relationships. 

 

     Nevertheless, the problem of acceptance of interracial marriage may solve itself over 

time.  If the pace of interracial marriages continues into the future, and becomes more 

common, the issue may be moot.  Future generations of the human race may share fewer 

distinctions.  Gunnar Myrdal wrote in An America Dilemma: The Negro Problem and 

Modern Democracy, “The amalgamation of the races is an ultimate possibility, though 

not an immediate probability” (1944, 208).   
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Fright Night 

Ms. Michele L. Hinton 
Mid-Continent University Business Management Major 
 

Abstract 
 

Spiritual warfare rages all around us, but ultimately all spiritual battles are inward and 

personal to each individual. 

 
Fright Night 

 
I look to the left and then to the right.  
My heart is pounding; I’m full of fright. 

  

I feel blood pulse in my fingertips, 

with a word to God on my praying lips. 

  

Beads of sweat form on my forehead. 

I can’t run anymore; my feet feel like lead. 

  

My breathing is heavy; my lungs feel like bleeding. 

Another prayer said, I know God is heeding. 

  

I look back again; the shadow is closing. 

It looms on the wall, tall and imposing. 

  

My life hangs in the balance; no one is near. 

I pray once more, “God, do you hear?” 

  

I know he does. What’s wrong with me! 

Everything-- God sees. 

  

If dying tonight is my fate, 

I hope I’ll walk through heaven’s gate. 

  

Suddenly, I see a light.  

I run to it on this dark night. 

  

I see an angel standing there, 

halo glowing, face so fair. 

  
He draws his sword and takes a stance. 

He and the shadow are going to dance. 
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The battle wages, white wings and black.  

The archangel is on the attack.  

I couldn’t believe it! He's here to save me! 

I wonder how this could be. 

  

I bend a knee and pray some more. 

I pray the angel will win the war. 

  

Then one wrong move and the angel is hurt. 

I see him fall down into the dirt. 

  

The shadow moves closer to do him in. 

If I don't help the dark one will win. 

  

I gather my courage and run to his side. 

This is my battle; I will not hide. 

  

I pick up the sword, and lift it high. 

“I’m a warrior for God! I’ll go to him if I die!” 

  

To my surprise the shadow stops. 

It lowers its arm; its sword drops. 

  

It turns its back and slips into the night. 

I wonder why it didn’t fight. 

  

The angel stands and says to me, 

“Your faith in God has set you free.” 

  

All at once, I see something bright. 

I open my eyes and look to the right. 

  

I see my mother by my bed. 

She asks, “How did you like the poem I read?” 

  

“At first it was scary,” I say to her.  

“But faith in God saves, of that I am sure.” 

  

We say my prayers, and she kisses me good-night. 

I go to bed, and she turns out the light. 

  

Sweet dreams! 
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My Messed Up GPS 

Ms. Michele L. Hinton 

Mid-Continent University Business Management Major  

 

Abstract 

 

Sometimes in life we become so off-course that the only option left is to ask God to fix 

our inner GPS.   

 

My Messed Up GPS 

 

Hello, God, I've lost my way. 

My GPS is on the fritz today. 

A dark road from hell is what I'm driving on now, 

but I'll follow Your directions,  

if You show me how. 

 

Satan showed me a short cut to my destination. 

I couldn't resist the easy temptation. 

Please help me, God, I was mistaken. 

Though the right road was longer,  

it's what I should have taken. 

 

Suddenly, my GPS came on! 

A guiding light came with the dawn. 

Thank you, Lord, for putting me on my way, 

and fixing my messed up GPS today. 
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Spirit of Mother and Child 

Ms. Michele L. Hinton 

Mid-Continent University Business Management Major 

 

Abstract 

 

The same spirit seems to guide both mother and child as they care for each other. 

 

 

Spirit of Mother and Child 

 

When I was an infant she stood over my crib. 

She cooed and smiled and tickled my rib. 

When I was a toddler, she taught me to walk. 

She asked me to say words so I would eventually talk. 

When I went to school she tutored me with math,  

until my brain was set on the right path. 

When I was a teen I cried on her shoulder. 

She said that I would find love when I was much older. 

Now I am older and my years have increased. 

My love for her has never decreased. 

I stood by her side when her love died. 

I gave her comfort as both of us cried. 

She’s much older, and I help her with math. 

She can no longer tell which is the right path. 

I hold her hand for she can barely walk. 

She wants to speak, but she can no longer talk. 

I stand by her bed and watch her sleep. 

Now she is in heaven’s keep. 
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Crossing Over 

Ms. Barbara Pierpont 

Mid-Continent University Instructor of Biology and Science 

 

Abstract 

 

The poet rejoices in the expectation that a better place awaits Christians who “cross 

over.”   

 

Crossing Over 

 

Hear the water lappin’ against the wood weary pilgrim? 

Don’t the salty air taste good? 

We are taking now that final ride, 

     crossing over on Jordan’s evening tide.  

  

We have worked so hard, 

      and now our rest is near. 

Is that a choir of angels that I hear? 

I shall behold His face in that city there, 

     where He’ll take away all sorrow and all care. 

    

Oh, river, wide and cold, 

     soon I’ll walk upon His streets of gold. 

Oh, Jordan, roll along! 

I will sing for you my Crossing Song. 

 

Oh, river, wide and cold, 

     soon I’ll walk upon His streets of gold. 

Oh, Jordan, roll along! 

I will sing my Crossing Song.   

 

  



79 
 

How Can I Begin? 
 

Ms. Barbara Pierpont 

Mid-Continent University Instructor of Biology and Science 

 

Abstract 

 

In our Christian walk, we often struggle to find the words to express our gratitude for 

what He has done for us. 

 

How Can I Begin? 

 

How can I begin to tell you, my Lord 

     how much you mean to me? 

No words can explain my love.   

 

My love for you is like the fire of the noon day sun, 

     yet deeper than the rolling sea. 

 

I see the hands that flung the stars, 

     with love reaching down to me. 

You lifted me up from what I was. 

Oh Lord, how can this be? 

 

Though my life before was like the windblown sand, 

     I can see eternity when you touch my hand. 

Like a bird taking wing, my heart begins to fly. 

You know my innermost thoughts, 

     Yet you love me!  Why? 

 

How can so much love flow from a man 

     Who hung on a cross for me?   

 

How can I begin to tell you, my Lord, 

     how much you mean to me? 

No words can explain my love.   
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Lessons 

Ms. Barbara Pierpont 

Mid-Continent University Instructor of Biology and Science 

 

Abstract 

 

The poet’s metaphorical journey through the valley of trial bears the hope of some 

important lessons to be learned. 

 

Lessons 

 

Here am I in the valley of trial again, 

     waiting for the touch of your hand. 

No tree to shade my weary brow. 

Rain has never fallen on this land. 

 

No green grass grows. 

No place is here to lay my head, 

No blessed pool offers me drink. 

We are all alone; it is only you, 

     Lord, and I in this valley. 

 

You know best what you want to make of me. 

You are the potter, Lord, I am the clay. 

When I have learned how you want to mold me now, 

     you will bring me out of night into day. 

 

I will walk beside you, 

     though I might stumble or fall, for I am weary  

     and my feet are sorely burned. 

I know you have your reasons, Lord,  

     for I have come to know in the valleys  

     there are lessons to be learned. 

In the valleys there are lessons to be learned. 
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Harvest Moon  

Dr. Stephen Douglas Wilson 

Chair of the Mid-Continent University History Department and Dean Emeritus 

 

Abstract 

A nocturnal autumn stroll inspired this poem. 

Harvest Moon 

While I was strolling down a country lane 

  on a cool autumn night, 

  a large and looming harvest moon 

  rose above rows of corn shocks.   

 

Illumination from above 

  joined by bonfires down below, 

  transformed a fall evening 

  into a mystical experience 

  that only God can give. 

 

 
 


