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Abstract

The purpose of this study was to explore how semisiudents in Juarez,
Mexico describe the importance of their concurteatlership experience in transferring
classroom theory about leadership to ministry peaciThe study utilized a qualitative
case study design using semi-structured intervieiyssix students who studied a class
on leadership at the San Pablo Presbyterian Seyrimduarez, Mexico. Three research
guestions guided this study: (1) In what ways dacoorent ministry responsibilities
enable students to make meaning of the class tlwoigadership? (2) In what ways do
concurrent leadership experiences motivate studentslize class theory on leadership
in their concurrent ministry responsibilities? {8hat seminary course theoretical
knowledge do students transfer to their concumantstry context?

The findings of the study revealed that these sttsdeonstructed meaning of
class theory, were motivated to utilize it in preet and transferred theory to practice by
utilizing their concurrent leadership responsit@bt This study concluded that pre-
professional theological education should incluslenaich experiential education as
possible into the curriculum. Bridging the theomagtice divide is possible by working
hard to minimize the breach between academics eaudige. Both institutions and
students need to take seriously their responsiltdiinclude significant ministry

responsibility into their curriculums and livesspectively.
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Chapter One
Introduction
The theory-practice divide exists in all levelsediucation, but is especially
relevant to pre-professional education. Pre-pradess education — that which precedes
the practice of a particular profession — is armavkere it is frequently noted that a gap
or divide exists between theory and practice. Bzgmy Bromme and Gurber, in their
book,Professional Learning: Gaps and Transitions on\tay from Novice to Expert,
make a distinction between academic knowledge aofégsional knowledgkAcademic
knowledge is learned in the formal educational prots of universities or specialized
schools. It is “an important basic source of prsi@sal knowledge. But academic
knowledge is not identical to professional knowkedgrhese authors note that those who
are beginning their professional careers “percaigap between the academic knowledge
acquired during formal education and the knowlettig¢ is claimed to be “really”
relevant by their more experienced colleagdes.”
Theological education is a type of pre-professi@thication. It confronts the
same theory-practice divide inherent in all prefgssional education. In the book

Education for the Professions of Medicine, Law,0lbgy, and Social Welfar&verett

1 Henny P. A. Boshuizen, Rainer Bromme, and Hans Gruber, "From Novice to Expert," in Professional
Learning: Gaps and Transitions on the Way from Novice to Expert Innovation and Change in
Professional Education, ed. Henny P. A. Boshuizen, Rainer Bromme, and Hans Gruber(Dordrecht;
Boston: Kluwer Academic Publishers, 2004), 4-5.

2 Ibid., 5-6.

3 Ibid,, 6.



Hughes notes, “In the theological seminary theteessame difficulty as in all
professional schools to establish a balance betweemy and practice’’Seminaries and
bible colleges prepare their students for profesdigocational ministry. The educators
at these institutions want to equip their gradutdesnter into the realities of ministerial
practice by utilizing the biblical and theologic¢alths they have learned. Graduates of
these institutions also desire to understand hgputonto practice the knowledge they
have gained in the classroom. Graduating studemt®asily enter into ministerial
practice with a limited understanding of how tdizg theory in practice. This can create
big problems for the newly ordained ministers dmlrtcongregations. In spite of having
excelled in the academic arena — where assesssieaséd on retaining and recalling
declarative knowledge — they may not understand tocapply it to real ministry
situations. The theory-practice divide is a realgbem. The following three examples
describe some of the realities that theologicailtuntsons and their graduates face as they
seek to bridge the divide between theory and practi

Timothy Witmer, professor of practical theologwséstminster Theological
Seminary in Philadelphia, relates the followinggto the bookPreparing for Ministry:
A Practical Guide to Theological Field Education.

Bill recently graduated from a fine seminary with@utstanding grade

point average and bright prospects for his futbi@vever, on arriving at

his first parish, one of the most respected memtiiettse church passed

away. Bill's first responsibility: to officiate aflrs. Mitchell's funeral. The
problem? Bill did not have clue as to exactly wihatshould do. The result

4 Everett Cherrington Hughes and Carnegie Commission on Higher Education, Education for the
Professions of Medicine, Law, Theology, and Social Welfare (New York: McGraw-Hill, 1973), 187.



was an unmitigated disaster. Bill began to quedtisrcall to ministry,
and the congregation began to question their cailt! ®

Likewise, Dr. Robert Burns, writing iAll for Jesus: Celebration of the 8@&nniversary
of Covenant Theological Seminapypvides the following description from a seminary
graduate.

For example, while Don, the pastor of a mid-sizedrch in the Midwest,
deeply appreciated his formal seminary trainingséid he learned
everything about being an elder from mentors irchisgregation. And,
although he graduated with honors and receiveditjteest award for
preaching in his class, he confessed that wheregarbhis ministry, “I
did not know what | was doing. All | had was heamWwledge.®

Dr. Luther E. Smith, a professor at the Candlero®tbf Theology, shares a final
example of this problem.

Candler School of Theology had a Professional Asseat process that
required a student to start the assessment widittaof ministry. A
student, who for the purposes of confidentialitywi call “Jimmy,” was
a white male, second-career student serving a soatitry church. As his
act of ministry, he began with a sermon. It was ofe most superficial
and uninspiring sermons | had heard. | asked hime iiad drawn upon
any of the exegetical methods and insights fronBlti¢e courses in his
engagement of the sermon’s text. Jimmy respondéal sir, | didn’t.” |
then asked, “Jimmy, is there anything in your tbgalal studies that you
are utilizing in your ministry to your congregati®rHe responded, “No
sir, | can’t say that there ig.”

These three examples demonstrate a divide bettlieery and practice. As

Boshuizen et al note above, “Academic knowledgeisdentical to professional

5 Timothy Witmer, "Field Education and Ministry Skill Competence," in Preparing for Ministry: A
Practical Guide to Theological Field Education, ed. George M. Jr. Hillman(Grand Rapids: Kregel, 2008),
35.

6 Robert W. Burns, "Pastoral Learning after Seminary," in All for Jesus: A Celebration of the 50th
Anniversary of Covenant Theological Seminary, ed. Robert A. Peterson and Sean Michael Lucas(Ross-
Shire: Christian Focus Publications, Ltd., 2006), 273-274.

7 Luther E Smith, Jr, ""What Does This Have to Do with Me?" Challenges of Relevance in Theological
Education," American Theological Library Association Summary of Proceedings 63, no. (2009): 91.



knowledge.® The problem is not a lack of effort on the pareither the professors to
teach, or the students to learn. Both Witmer anch8describe the men mentioned in
their examples as capable students who finished gabd grade point averages. We are
not told about “Jimmy” but would assume that he a@least an average student. But in
these three cases the men were not able to comyptietesfer the academic knowledge
learned in seminary to actual ministry situations.

Problem Statement

A learner’s ability to relate academic knowledgedal life practice is a concern for
all who are involved in education. Adult learneestainly want to be able to use the
information that they have spent much time andrettbacquire. The people running
theological institutions also desire their gradsdteexcel in their professional practice —
both for the sake of the individual and for the eamhthe institution. The local church
expects graduates of seminaries and bible collegles prepared to lead and minister.
Transferring theory into practice remains a condermll involved.

Theological education is a type of pre-profesdiedacation, and is therefore open
to the same general criticisms that other pre-gsdtmal programs face. Donald Schén,
writing in 1987, explains: “research on professigractice that is removed from the
challenges and complexity of practice is of limitedue to practitionersDall’Alba
writing in 2009 echoes Schon’s concerns. She statgwinciple criticism has been that
knowledge generated by traditional research hdardied us from the human practices

investigated, rather than deepening our undersigrafithem. Such research has failed

8 Boshuizen, Bromme, and Gruber, 5.

9 Donald A. Schon, Educating the Reflective Practitioner: Toward a New Design for Teaching and
Learning in the Professions, 1st ed., The Jossey-Bass Higher Education Series (San Francisco: Jossey-
Bass, 1987), 142.



to take into account the understanding and expegiefpractice it seeks to examir&.”
What these two authors note is that academic krdgeléearned in one setting does not
easily transfer to new settings. There is a gagéah the academic knowledge learned in
the setting of formal education and the practicthat profession.

Seminary education typically includes four basiaa of instruction. Everett
Hughes identifies the following four: “Bible, hisig systematic theology, and
professional studies or pastoral theologyHans Madueme identifies the same basic
four areas as the “traditional fourfold curriculbiblical, systematic, historical, and
practical theology)** These four areas are foundational to most semimaryrams and
will likely continue to be so based on their higtat legacy. The type of knowledge
contained in these four areas tends to be remowvetthe challenges and complexity of
practice. It is not that the knowledge is unimpottdut as Dall’Alba comments this
knowledge can become distanced and less relevam faractice. It is not that it is
incorrect but rather that it is has not been urtdetsin the context of the realities a
pastor will confront. The seminary student and gedd may not understand how to
transfer their studies to practice.

Just as with other pre-professional programsuafysttheological education has
received criticism for its failure to bridge thiagg Hughes reflects, “the adequacy of the

traditional seminary program has long been questist’ He provides evidence of this

10 Gloria Dall'Alba, Learning to Be Professionals, Innovation and Change in Professional Education
(Dordrecht; New York: Springer, 2009), 5.

11 Hughes and Education, 184.

12 Hans Madueme and Linda Cannell, "Problem Based Learning and the Master of Divinity Program,”
Theological Education 43, no. 1 (2007): 49.



by quoting two sources that expressed the samesomgoing back to 1924 and 1954.
Later he adds, “The general criticism which seetogatevail in the sixties indicated that
the curriculum was too heavily weighted with themad courses and that even the
professional technical courses were presented értimeoretical perspectivé George
Hillman, associate professor of spiritual formatand leadership in the Howard
Hendricks Center for Christian Leadership at Dallasological Seminary notes that “a
vocal coalition of church leaders has voiced itscawn that the training received by
ministers-to-be in Bible colleges and seminarigsoisapplicable to the real world™
Finally, Bob Burns commenting on the experiencpastors, who were involved in a
gualitative study of how pastors learn after semyirstates, “As the participating pastors
reflected on their seminary education, they view&dth sincere appreciation, but saw it
as limited in providing an understanding of whaythvould truly experience in
ministry.”*® These authors agree that transferring acadenitotieal knowledge to
professional practice in ministry is difficult.

The theory-practice divide has been studied overaber of years and continues
to be a topic of investigation in the educationatinods used in pre-professional
education. Educational practices have been chaaggdew techniques have been
implemented in an effort to facilitate transfed@drning from the classroom to practice.

However, according to Cathlin Macaulay, “Thereititd research on transfer of learning

13 Hughes and Education, 179.
14 Tbid., 185.

15 George M. Hillman, Ministry Greenhouse: Cultivating Environments for Practical Learning (Herndon,
Va.: Alban Institute, 2008), 4.

16 Burns, 273.



as such — most studies form the addendum to andéete and are grounded in the
predispositions of the authors toward a partictiiaory or model of learning or
education.*” Most of the literature reviewed in this researab hited studies in the fields
of medicine, nursing, teacher education, and sewiak. Relatively little has been done
in the field of theological education. Gordon Lynehiting specifically about practical
theology, comments that,

Comparatively little work has been done on whatlshis learn and value

from their training in practical theology. Beyondrponal experience of

teachers in the field, there is little public knedtie of how useful

students find methods of practical theological edioa or what benefits

they believe they gain through participating ingtical theological

education'®
Lynch’s observation is important because it hightisgthat there exists a lack of research
in the field of theological education. Investigatiof what students and graduates valued
and learned from their theological educational expee can lead to a greater
understanding of how to facilitate the transfebitlical, systematic, historical, and
pastoral theology to the practice of ministry. Ttas result in significant changes in
educational methods that will serve to narrow tap gnd facilitate the transfer of
learning.

This study sought to investigate what seven stisdearned and valued from a

class on leadership. Because the class was latgadyetical — conducted in a formal

educational setting — the literature suggestslittiatif any transfer of learning took place

in these student’s ministries in their local cheshHowever, only a careful analysis of

17Cathlin Macaulay, "Transfer of Learning," in Transfer of Learning in Professional and Vocational
Education, ed. Viviene E. Cree and Cathlin Macaulay(London; New York: Routledge, 2000), 1.

18 Gordon Lynch and Stephen Pattison, "Exploring Positive Learning Experiences in the Context of
Practical Theological Education,”" Teaching Theology and Religion 8, no. 3 (2005): 144.



their stories and recollections would affirm orreat this hypothesis. As Lynch notes
above, relatively little work has been done on wdtatlents learn and value and then
transfer successfully. The researcher hopes tlsatdbearch project, narrowed down to
one cohort of students and related to one spetdss, can help to expand on what is
known about how learners are able to transfer thiopractice.
Purpose Statement

Seven students recently graduated from a Presyteeminary located in Juarez,
Mexico. Six of these seven graduates are elddfeinlocal church and many of them
feel called to the vocational ministry. In the sigriof 2011, these seven students were
involved in a one-week class on leadership thaemx/the following topics:
Envisioning, Planning, Organization, Control, TeBmlding, and Leadership. The
course objectives were to acquaint them with tlaesas and to ask them to reflect upon
the current application of those areas to theegdignd ministries. The literature reviewed
suggests that experience plays an important radbeliming learners transfer theory to
practice. Since these former students learnedyhea formal academic context it was
important to understand how their concurrent migiskperience influenced their
utilization of the theory. Therefore, the purpo$éhis study was to explore how
seminary students in Juarez, Mexico describe tip@itance of their concurrent
leadership experience in transferring classroorargh® ministry practice.

Research Questions
The following research questions will be useduwlg this study:
1. In what ways do concurrent ministry respoifitigs enable students to

make meaning of the class theory on leadership?



2. In what ways do concurrent leadership expeasmotivate students to
utilize class theory on leadership in their coneatministry responsibilities?

3. What seminary course theoretical knowledgstddents transfer to
their concurrent ministry context?

Significance of the Study

This study has significance for the church, fa itidividual called to vocational
ministry, and for theological institutions. The Weéing of all three are strongly tied to
how well bible colleges and seminaries prepare amehwomen to assume leadership in
different roles within the Christian community.

It is important for the local church and the cluat large because the people
running these institutions expect a new pastontmkhow to transfer academic
knowledge to practice. There exists a reasonalgeaation that a new pastor is ready to
engage in many different ramifications of minidgcause of the pastor’s education.
When this expectation is not fulfilled, it can dee&remendous upheavals in a local
church and result in the loss of members, intecoaflict, reduction in giving, and other
similar types of problems that can have long lgstamifications for all involved.

Graduates also benefit when they have an adequderstanding and ability to
bridge the gap between their academic knowledgeeaxtice. If their academic studies
have remained only academic then they may struggle than necessary gaining the
professional experience they need to successkaly & local church or organization.
This can result in men and women leaving the vooatiministry out of a sense of
personal failure, or because of the pain associsiibeing severely criticized by

church members.
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Finally, the bible colleges and seminaries havemto gain in graduating women
and men who are able to utilize and build uponrtheademic studies. The prestige of the
school within their denomination and broader Craistommunity depends on the
perceived capacity of their graduates. Graduatesam poorly equipped to minister to
others will reflect poorly on the institution’s ezhtional philosophy and capabilities. This
will affect the institution’s ability to recruit nestudents and garner the economic
support that it needs to continue to function.

Definition of Terms
Professional Education =The formal academic education usually offered by
universities or specialized schoofs.Successful completion of the academic program is
required for the pre-professional to enter intoghectice of the profession.
Transfer of learning — “The effective application of knowledge and kskgained in one
context in a new and different context.”
Theory — Practice Divide or Gap— Refers to the divide between academic knowledge
gained in the formal educational setting and tlaefice of a profession. Theory and
practice are interrelated, but a gap exists inghmers understanding of how to utilize
academic knowledge in the professional setting.
Constructing Meaning, Making Meaning, and Sense Malkg — are used in this
dissertation as synonyms. They refer to a key ai¢imethe constructivist learning theory
that understands learning to be an active processely learners use prior learning and

experience to understand and interpret new learning

19 Boshuizen, Bromme, and Gruber, 5.

20 John William Collins and Nancy P. O'Brien, The Greenwood Dictionary of Education (Westport,
Conn.: Greenwood Press, 2003), 360.



Chapter Two
Literature Review
The purpose of this study was to explore how semisiudents in Juarez,
Mexico describe the importance of their concurteatiership experience in transferring
classroom theory to ministry practice. The iss@sted to the theory-practice divide and
the transfer of learning are addressed in adultathn, constructivism, and experiential
education literature. However, most of the literatin these areas is drawn from
professional education in the fields of medicirsyj@tion, social work, and law. There is
not as much research into theological educationitanélationship to professional
ministerial practice. Likewise, the literature dows frequently address how learners
describe the role of their experience in transfigracademic knowledge to professional
practice. It is vital for educators and studentaniderstand the dynamic that exists
between theory and practice. Therefore, in ordéetter understand some of the
foundational issues of the study’s purpose, thewhg four areas of literature were
reviewed: adult education, constructivism, expdigéreducation, and theological and
biblical concerns.
Introduction
Human learning is a very complex subject, and ndifigrent theories describe
how people learn. Psychologists, sociologists,gsioibhers, neuroscientists and educators

have studied learning from many different angles aith great persistence for over one

11
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hundred years' Nevertheless, these researchers have yet toightahinified theory that
can explain all aspects of learniffgt is very complex, taking place on many levels in
the human mind. Peter Jarvis, in his bobdwards a Comprehensive Theory of Human
Learning,expresses the following thoughts in regard to liegrri'We might never know
enough to be able to do this (produce a single cehgmsive theory of learning),
because, if we did, we would fully understand thestaries of human functioning and

even of life itself.?®

When David, the king of Israel, states in Psalr®, I1Bam fearfully
and wonderfully made* he may well be referring to his mind, in additiorhis

physical body. Jarvis describes the complexity b&int means to learn as follows: “We
need a philosophy of learning and a pharmacolodgarfing; we need a sociology of
learning and a psychology; we need a biology afieg and a neuroscientific
understanding of the learning process and sd"bigtvis and other authors agree that
there is not single unifying theory by which ona ¢ally understand the complexity
involved in human learning. However, there are sthof thought that describe how

learning occurs. Merriam organizes them into fivedl orientations of learning theories:

behavioristic, cognitivist, humanistic, social leiag, and constructivist

21 Sharan B. Merriam and Rosemary S. Caffarékmrning in Adulthood: A Comprehensive Gyigled
ed., The Jossey-Bass Higher and Adult Educatioie$SéBan Francisco: Jossey-Bass Publishers, 1999),
263.

22 peter JarvisTowards a Comprehensive Theory of Human Leartliogdon New York: Routledge,
2006), xxi.

2 bid.
%4 psalm 139:14, New King James Version
% Jarvis, 199.

26 Merriam and Caffarella, 250-266.



13

The constructivist orientation is particularly ned@t for understanding the
process of learning. It has become the dominatyhef learning in the past twenty-five
to thirty years and has close links with cognitpggychology. For example, the books,
Constructivist Instruction: Success or Failuréfow People Learn; and Cognitive
Psychology and Instructigmll appeal to findings from cognitive psychologggnitive
science, and cognitive neuroscience to explaintoactszism. The last of these books,
which was published in 2011, definitively links eoiive psychology to constructivism.
Roger H. Bruning, Gregory J. Schraw, and MonicaNdrby, the authors of this book
state: “Many key concepts of cognitive psycholagych aschema theorygndlevels of
processingepresent constructivist thinking”Constructivism is widely used as a
framework for understanding learning in childrenl @adlults. It is impacting educational
programs and has particular relevance to profeabamucation. It is a key theory for
understanding the broader concern of all educdtjgrograms, which is the transfer of
learning to all of life?®2°

Learning theories produce educational practicesh Haeoretical orientation
influences the educational practices of those w#id to a particular theory of learning.
However, it is difficult to discern what constitatbest practice. This research project
focused on adult theological education, which tigpee of professional education.
Theological education is oriented towards adults afe pursuing a vocation into the

pastoral ministry, missionary service, or otheri§tfan ministries inside and outside of

2" Roger H. Bruning, Gregory J. Schraw, and MonicaNdrby, Cognitive Psychology and Instructiosth
ed. (Boston: Pearson, 2011), 194.

2 Robert E. HaskellTransfer of Learning: Cognition, Instruction, aneéd®oning Educational Psychology
Series (San Diego, Calif.: Academic Press, 2003), 3

% Macaulay, 1.
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the local church. Therefore, this literature revigill examine the interrelation between
adult education, constructivist-learning theorypenential education, and
biblical/theological considerations, and how thalighten our understanding of the
theory-practice divide and transfer of learning.

Adult Education

Adult education is a branch of education that hisg history of examining how
adults learn. It is an important starting point tiois research project because it forms a
base for understanding professional, and ther¢f@@ogical education. It is important
to understand the unique characteristics of atialtlbgical students, so as to better
understand what helps them learn.

When it comes to defining who is an adult it ididiflt to make hard and fast
rules. Raymond Wlodkowski notes that the definitoddnvho is an adult is “culturally and
historically relative.?° The age and rites associated with becoming art aatyl between
cultures, but generally an adult is one who hash&s&ind of major life responsibility,
such as full-time work or dependent$.Wlodkowski goes on to delineate three groups
of adults that are common to western cultures: ‘Pgmr adults (18 — 24 years old),
working-age adults (25 — 64 years old), and oldierita (65 and older)* Typically
those who are enrolled in theological educatiot m&lyounger adults or working-age
adults. As a rule, they are men and women who hasemed major life responsibilities.

The amount of life responsibility that each indivédl student brings to the learning

30 Raymond J. WlodkowskEnhancing Adult Motivation to Learn: A CompreheesBuide for Teaching
All Adults 3rd ed., The Jossey-Bass Higher and Adult Edoreé&eries (San Francisco: Jossey-Bass, A
Wiley Imprint, 2008), 32.

% Ibid.
%2 |bid.
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experience will vary, but they have at least asslimsponsibility for their desire to
pursue professional education in theology.

Adults and children have similar learning procesbasthere are important
distinctions that need to be considered for adidication as it is applied to theological
education. It was initially assumed that adultsred in markedly distinct ways
compared to children. Malcolm Knowles, a theopsgmoter, and writer on adult
education, entitled his first bookhe Modern Practice of Adult Education; Pedagogy
Versus Andragody because he believed that the practice of educticedults was
very different than for children. Ten years latex,rewrote this book and changed the
title, The Modern Practice of Adult Education, From Pedagto Andragogy because
he came to recognize that the differences betwieiaren and adult learning was not so
much a matter of age as of prior knowledge and rempee.

Adults have a greater amount of prior knowledge expkrience compared to
children, which impacts what they learn and howytlearn it. Jarvis makes a distinction
between, “initial learning, which is predominatelgn-reflective and happens in children,
and post-initial learning that is more often refilee.”*®> He goes on to write, “this is the
only distinction | want to draw between adult ahildren’s learning.®® Jarvis’ statement
implies that adult learning tends to be more reiflecbecause of a greater amount of

prior knowledge and experience. It is no longet jnigial learning, but tends toward

¥ Malcolm S. KnowlesThe Modern Practice of Adult Education: Andragogyats PedagogiNew
York: Association Press, 1970).

34 Malcolm S. KnowlesThe Modern Practice of Adult Education: From Pedggto AndragogyRev. and
Updated. ed. (Wilton, Conn. Chicago: Associatioas3r Follett Pub. Co., 1980).

35 Jarvis, 19.

% Ibid.
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reflection. Merriam also notes that there are féfeknces between adults and children
when one compares the process of learfiifithe important distinction between children
and adults is therefore not the process, but tleeafoexperience and reflection.

Merriam does note that there are three key diffeeretween children and
adults learners. They are the increase in ageceedenergy levels and increased
responsibilities, and a possible difference in réda the process of learning due to prior
knowledge and experience. All of these impact aealtners.

The first difference, age, refers to the speedmatiivnew material can be
assimilated. “Speed refers to the time a persontdiazamine and respond to a
situation.”® The ability to respond slows down as people agslover response time,
coupled with possible time limits and adult respbitises, may have a negative effect on
speed of learning’ The memorization and assimilation of new informatis not as
rapid. An adult may have to work harder and lorage¢he learning task before they gain
mastery of recall. This may also limit the amounhew material that an adult can
effectively learn at one time.

Second, adults are less likely to engage in legrbatause of reduced energy
levels and the demands of other responsibilitlesrgfore, it is imperative that learning
be meaningful to thedff. Adults will be motivated to assume the task ofveckearning if
they see it as meaningful or important to thea.lifearning, especially in a formal

setting, is more intentional for adults. Stepheadfield notes that for adults,

37 Merriam and Caffarella, 397.
% Ipid.
% Ibid.
9 lbid.
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“participation is learning is voluntary; adults egg in learning as a result of their own
volition.”** They add it to their schedule. It is an additibattrequires an investment of
time, energy, and money, and this is especially tirthey are working-age adults as
defined by Wlodkowski. In contrast, children argueed to go to school, even if they
are not motivated to learn. Adults have the optibnot attending to formal education
unless they are internally or externally motivatierefore it has to be meaningful to
them.

Adults may differ from children in the process eatning because of the greater
amount of prior experience and knowledge that fiessess. Adults start at different
point, compared to children, when it comes to leaynMerriam notes, “A case can be
made that cognitive functioning in adulthood magodbe qualitatively different from
childhood.*? Learners continually build upon prior experienod &nowledge.
Wlodkowski, commenting on the micro level of leai writes, “When adults learn,
they build on or modify networks that have beerated through previous learning and
experience. These networks are the adult learpe’ knowledge.*?

Children are also building and modifying the nealametworks in their brains,
but it is assumed that because adults’ greaterpage,education, and experience, they
have larger, more fully developed, and more deeptyenched networks with which to
begin working. These networks will be used to indég new knowledge and to

understand how it can be applied to different catstePrior knowledge and experience

“! Stephen BrookfieldJnderstanding and Facilitating Adult Learning: A @prehensive Analysis of
Principles and Effective Practice$st ed., The Jossey-Bass Higher Education S@#sFrancisco:
Jossey-Bass, 1986), 9.

42 Merriam and Caffarella, 398.

43 Wlodkowski, 11.
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may prepare adults to learn better than childrewmk@nwald notes, “Adults who have
accumulated more knowledge than children are ietgebposition to learn new things,
and barring psychological impairments, learningeptitl increases with agéFor
example, Jonassen, writing@onstructivist Instruction: Success or Failummments

on the difference between pre-service teacher ¢éidnczourses and continuing teacher
education courses. He notes that pre-service leafde not have sufficient prior
knowledge of teaching in the classroom. In theackeer preparation courses, it is hard for
the students to see the significance of the theae map them into their future pupils’
behaviors.** Then he makes the comparison to in-service teaeiaborating, “In this
respect, it is much easier to work with in-sentieachers. They can bring to mind
relevant cases and juxtapose their own classro@iom with the ideas presented by the
professor.*® Ageing and increased responsibilities may slowmitve time needed to
process new material, but adults may be bettertaldiek new knowledge to prior
knowledge and to application. Thus prior experiesnog knowledge are important to the
adult learning process. Jarvis’ observation abwoitial learning and post-initial learning
bears on this point. Adults should tend to be mefiective learners as they compare,
contrast, and understand new knowledge in the bgliteir experience and prior

learning?’

4 Gordon G. Darkenwald, and Sharan B. Merriaaiylt Education: Foundations of Practi¢®ew York:
Harper & Row, 1982), 104.

5 Sigmund Tobias and Thomas M. Duffy, ed@opstructivist Instruction: Success or Failur@®ew York:
Routledge, 2009), 39.

*® Ibid.

47 Jarvis, 19.
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Malcolm Knowles, a well-known name among adult edorcs, wrote several
books on adult education and worked to delineaelitierences between children and
adult learners. His ideas still serve as a basarfderstanding the key characteristics of
adult learners. Many of these characteristics, Wwhie still considered valid by adult
educators, provide useful descriptions that shdirett adult learning situatior{& He
shares:

1. Adults are motivated to learn as they experieres and interests that
learning will satisfy; therefore, these are therappate starting points for
organizing adult learning activities.

2. Adults’ orientation to learning is life-centerederefore, the
appropriate units for organizing adult learning l#feesituations, not
subjects.

3. Experience is the richest resource for adutiaining; therefore, the
core methodology of adult education is the analgbexperience.

4. Adults have a deep need to be self-directingretiore, the role of the
teacher is to engage in a process of mutual inquitty them rather than to
transmit his or her knowledge to them and thenuataltheir conformity
to it.

5. Individual differences among people increasé& ade; therefore, adult
education must make optimal provision for differesin style, time,
place, and pace of learnifiy.

The one key component to these five characteristitts role of experience in
adult learners. Adults are motivated to learn beeaf experience. Their desire to learn
how to do something new, to understand an areteceta work, home, or life-style, or to
improve themselves in the work place provide keyivations to engage in learning.
Because of this experience orientation, Knowlegebes$ that adult education needs to be
oriented around life situations by beginning wheeeple are in their lives and analyzing

their experiences.

8 Merriam and Caffarella, 267.

9 Malcolm S. KnowlesThe Adult Learner: A Neglected Speciéth ed., Building Blocks of Human
Potential (Houston: Gulf Pub. Co, 1990), 31.
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Adult learners are also oriented towards undersatgritow to apply knowledge.
The thing that is learned must make sense in oglsttiip to life (see Knowles'’ first three
points, above). In points four and five, althoulgh word “experience” does not occur in
these statements, there is still an indicatiormefrble of experience. In number four,
Knowles is stating that adults have a need to lalsected in their learning. Self-
directedness flows from experience, which is gamdefine the adult’s motivation to
learn, and determine what they want to learn. Thageto be motivation for a person to
want to learn something new. Number five also hitthe role of experience, because
differences that increase with age have a basganegxperience.

One of the basic tenets of adult education isddatts bring a lot of prior
knowledge and experience with them to new learaeipgeriences. The teacher or
facilitator has to be able to drawn upon this pkisowledge as a means of helping the
adult learner make sense of a new area of learfiimg.is a strong motivating factor for
adult learning and development.

Professional Education

Professional education is a particular type of aeldiication. As the name
indicates, this type of educational program prepare to exercise a profession. A
profession can be defined as, “the provision araise that is based upon a systematic,
scientific body of knowledge>® Webster's New Collegiate Dictionadefines a
profession as, “A calling requiring specialized Wwhedge and often long and intensive

academic preparationi”These definitions highlight two main ideas. A mssdional

%0 pall'Alba, 12.

1 Webster's New Collegiate DictionarySpringfield, Mass.: G. & C. Merriam Co., 1978),9.
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requires specialized knowledge and provides a&etai clients. According to Dall’'Alba,
professionals are “expected to exercise informddmuent, act ethically, and maintain
confidentiality in providing a service to theiratits? Professional education can be
divided into two types -- Pre-professional edugaind continuing professional
education. Pre-professional education preparesithdils to practice a profession, while
continuing professional educations helps profesdgostay up to date on the latest and
best information and practices. Generally, criticisf professional education has focused
on the pre-professional phase. At this phase, tatisading professional school have
limited prior knowledge and experience in the pssfen. Therefore, the educational
program has to find ways to help the learner urtdedshow the expertise relates to
future practice.

Pre-professional education has been criticized foumber of years for its failure
to adequately prepare professionals to assumept@ession. These criticisms extend
back for a number of years. Researches and wsteis as Donald Schon, Chris Argyris,
and Everett Hughes who wrote in the 1960s and 1@#f(@kcontinuing with Gloria
Dall’Alba who wrote in 2009, express the genereklaf linkage between pre-
professional education and the practice of thegssibn. Two reasons are proposed for
the breakdown of the process of adequately prepg@aople to become professionals. It
is interesting to note that Argyris and Schén esgee the same two criticisfisn 1974,

which are expressed again by Dall’Alba in 2009.

52 Dall'Alba, 12.

%3 Chris Argyris and Donald A. Schofiheory in Practice: Increasing Professional Effeetiessist ed.
(San Francisco: Jossey-Bass Publishers, 1974)1432-
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First, writers note the rapid rate of change inwloeld in general and they follow
by discussing the second reason, which is the atradurew information that pertains to
each particular profession. Change is always otwyrbut it seems to be occurring at an
increasingly rapid rate. Dall’Alba notes,

Influences of globalization on many aspects of yd&y economic and

social life, re-thinking of knowledge boundariesotigh interdisciplinary

endeavors, and emergence of newly developed intamand

communication technologies that have made spaaedompression

possible are examples of the flux and fluidity irofrdg on the practice of

professions?

Argyris agrees, “Professional roles are now undegyaadical change®® It is difficult to
keep up with the influx of new knowledge. Beinggae=d to deal with change in society,
in the profession, and dealing with clients wha@asingly question or mistrust the
professional’s judgments is an ongoing challetigeall’Alba adds, “It is imperative that
professional education programmes adequately pregsniring professionals to
constructively deal with this contemporary conteXtThe rate of change and the
widespread flow of information via the internetetasion, and radio mean that people in
general have more access to specialized inform#tam before. Thus one of the goals of
professional education is to prepare professidnatsiow how to keep on learning,

which implies that they understand the need to leeqng questions, reflecting on their

experience, and investigating new knowledge.

> Dall'Alba, 5.
%5 Argyris and Schon, 143.
¢ Dall'Alba, 6.

5 Ibid., 5.



23

Second, writers highlight the tendency of profesaischools to emphasize the
technical and scientific aspects of knowledge usethe profession in isolation from the
social and human practices of the profession. dhed is on learning the technical and
scientific knowledge needed to practice the pradesonald Schén called this
“technical rationality,” which “is an epistemology practice derived from positivist
philosophy, built into the very foundations of tmedern research university?”

Technical rationality is defined as “scientific tig and technique®® Professional
education tends to be dominated by this type ofW@dge, and acquiring and mastering
this knowledge is the goal of the pre-professiatatlent. However, Schén argues,
“Research on professional practice that is remdrad the challenges and complexity of
practice is of limited value to practitionef®.Cathlin Macaulay echoes a similar
sentiment “Within professional/vocational educatioontextually defined knowledge is
that which is relevant to the ‘community of praetito which the learner is aspiring to
become a membePDall’Alba explains, “A principle criticism has beé¢hat knowledge
generated by traditional research has distancé&wusthe human practices investigated,
rather than deepening our understanding of therwh Ssearch has failed to take into
account the understanding and experience of pesittieeks to examiné?As a result,

it creates a theory-practice gap because the fpraitioner is learning the theory about

%8 Schan, 3.

9 Donald A. SchonThe Reflective Practitioner: How Professionals Khiim Action(New York: Basic
Books, 1983), 21.

60 schon Educating the Reflective Practitioner: Toward a NBesign for Teaching and Learning in the
Professions142.

1 Macaulay, 6.

52 pall'Alba, 5.



24

their profession, but they are not necessarilyniearhow to perform their profession in
its context. The type of knowledge that they nesdat just the technical and scientific
knowledge of how to perform their profession, bowitthis knowledge relates to working
with people, and with ill-defined situations. Asesult, they may not be able to
effectively transfer the scientific knowledge tdwad practice.

Theological Education

Theological education, as a type of professionatation, has received its share
of criticism for its failure to adequately prepanaisters, missionaries, and other
Christian workers for the demands of their prof@ssEverett Hughes, writing in 1973,
shares; “The adequacy of the traditional seminaiping has long been questioned. The
criticism has become more acute as the church googet minister to contemporary
secular American society*He goes on to stress that “the general criticidrithv
seemed to prevail in the sixties indicated thatctineiculum was too heavily weighted
with theoretical courses and that even the pradessitechnical courses were presented
from a theoretical perspectiv&®”

Robert Burns, commenting on a qualitative studlga pastors learn after
seminary, recounts “As the participating pastofiecéed on their seminary education,
they viewed it with sincere appreciation, but saasilimited in providing an
understanding of what they would truly experienceninistry.” Linda Cannell, who
now serves as Lois W. Bennett Distinguished ProfesEEducational Ministries at

Gordon-Conwell Theological Seminary, also notes ¢ime criticism of theological

3 Hughes and Education, 179.
® Ibid., 185.

% Burns, 273.
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institutions is, “that seminaries are missing therkrn terms of instruction: method and
content are unrelated to real issues. Communicakils, reflection on life experiences,
and interpersonal competency are lacking in cuaicoutcomes® In a guest editorial
in theChristian Education JournaKlarley Atkinson also notes, “Formal Christian
education is more than writing papers, taking exand listening to lectures. While
these learning components are critical to the adua process, equipping for ministry
is far more than the cognitive experienéé.”

Theological education, as with all professionaledion, consists of a body of
expert knowledge that is imparted to the learn&csording to Hughes and the Carnegie
Commission on Higher Education, this knowledgeysdally divided into four major
areas of study:

(1) Bible—biblical languages, biblical texts aneithinterpretation,

biblical archaeology. (2) History—the study of theleo-Christian

religion in all of its major historical phases @ystematic theology—the

study of theology in its principles, doctrines, aftativations, comprising

both doctrinal theology and ethics (moral theolo@s) Professional

studies—or pastoral theology, in which the candidatrained to transmit

and perpetuate the sacred tradition through theisitign of certain

technical skills required to fulfill this ministrg.g., homiletics, which is

the study of preaching (how to prepare and debweeffective sermon);

liturgies (the study of ritual celebrations); arasforal counseling

techniques for guiding the faithful according te tenets of the faitH}.

The problem is that this knowledge can become feahand scientific, separated from

the professional practice itself. It can be tecahiationality subject to the same

criticisms related to professional education inegah Linda Cannell also notes that the

% Linda CannellTheological Education Matters: Leadership Educationthe Church(Newburgh IN:
EDCOT Press, 2006), 50.

" Harley Atkinson, "Guest Editorial Introductiontiee Mini-Theme: Field Education in Christian
Education,"Christian Education Journab, no. 1 (2009): 7.

% Hughes and Education, 184-185.
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rise of academic theology (rational or scientifiealogy) has affected theological
education. She notes, “By the late nineteenth cgntivleology had become an
encyclopedia of several disciplines with tenuonkdges to certain practical fields.”
Theological education is important, but it strugglas does all pre-professional education
to “establish a balance between theory and pratffd@urns supplies this insight from
the participants involved in his research, “Thetpasinvolved in this study did not
criticize their pre-professional training throughditional theological education... At the
same time, a constant refrain among the particgpaas that, upon entering the ministry,
they were naive about what they might fafel’ater, Burns quotes a participant who
stated, “I did not know what | was doing. All | hags head knowledgé®Most
seminaries do seek to bridge the gap between #gwoedtical and practical application in
their educational programs, but as Hans Maduemé.emaidh Cannell note in their article
in the journalTheological Education

The traditional order of the curriculum also le&ml$he common student

experience that practical theology is lowest irkrétheology or biblical

studies occupy the top position). The situatiomasic. The MDiv

curriculum is designed to prepare men and womepdstoral ministry,

and yet, practical theology is functionally trivigdd in students’

experience?

The theory-practice gap is real to pre-professitimablogy students. Although
74

pastoral practice is thoroughly dependent on thealematerial,” students may not

%9 cannell, 60.

" Hughes and Education, 187.
" Burns, 273.

2 bid., 274.

3 Madueme and Cannell: 49.

" bid., 50.
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really understand how to integrate it into pracbeeause practical theology has been
trivialized or because they have not had enouglorppity to participate in internships,
practicums, or other ministry opportunities tha¢dnallowed them to make the necessary
connections.
Constructivism

For the purposes of this study, the learning th&agwn as constructivism will
be used as a theoretical base for understandinigah@ng process. Constructivism is
more of a philosophy of learning than a sciengfkplanation of how learning occurs. As
referenced earlier, constructivism has become ardgorhtheory in the field of
learning/education, and it has strong links to ciggpsychology, cognitive science, and
cognitive neurology?” which seem to support the theoretical suppositigins
constructivism. Merriam states, “Cognitivists ameerested in how the mind makes sense
out of stimuli in the environment — how informati@nprocessed, stored, and

retrieved.”®

Bruning et al also note that “most cognitive psylogist see learning as a
product of the interaction among what learnersaalyeknow, the information they
encounter, and what they do as they learn. Leaiiningt so much knowledge and skill
acquisition as it is the construction of meaningtisylearner.”

Constructivists believe that learning is an acpwecess. Learners construct

meaning by building upon prior knowledge and exgrase. Merriam provides this brief

definition of constructivism: “Learning is a prosesf constructing meaning; it is how

> Bruning, Schraw, and Norby, 29-30.
8 Merriam and Caffarella, 265.

" Bruning, Schraw, and Norby, 5-6.
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people make sense of their experien@Debra Espinor, assistant professor of
educational psychology and educational foundatiorise School of Education at Seattle
Pacific University offers the following definitioof constructivism: “The premise of
constructivism is that learners construct knowledgged upon their own experiences
and prior beliefs.” Learning is not a passive activity. It involvesking sense of the
subject being studied. Constructivists believe tlegrners arrive at meaning by selecting
information and constructing what they know eitimelividually or in collaboration with
other learners®

Constructivism focuses on the learner. The leaznastructs their own meaning
rather than merely receiving informati®hAccording to Bruning et al, “Constructivism
is a broad term with philosophical, learning, asaching dimensions, but it generally
emphasizes the learner’s contribution to meaninglearning.®? According to Schwartz,
Lindgren, and Lewis, “Constructivism is a theorykabwledge growth and life-long
development® The distinction between constructivism and what dgenerally been
understood as learning is highlighted by Wim Ggse$, in an article iNew Directions

for Teaching and Learnindde states:

"8 Merriam and Caffarella, 261.

9 Debra Espinor, "Overview of Learning Theories, Faith-Based Education That Constructs: A Creative
Dialogue between Constructivism and Faith-Baseddatan, ed. HeeKap Lee(Eugene: Wipf and Stock,
2010), 14.

8 Bruning, Schraw, and Norby, 194.
8 bid.
® |bid., 193.

8 Tobias and Duffy, eds., 34.
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Until 25 or thirty years ago, education was donedaby the view that

learning involves filling students’ heads with infeation. Human minds

were regarded to as empty buckets that could leel fihrough repetition

and rehearsal. Accordingly, teaching led direatlgtudents’ storing

knowledge in memory, like books are stored in liles®
Constructivists on the other hand, understand iegto be a constructive, rather than a
receptive, proce<8.The reason for this is that the human memory hassaociative
structure. Gijselaers argues, “Knowledge is stmactun networks of related concepts,
referred to as semantic networks. As learning azawew information is coupled to
existing networks ® These networks of related concepts facilitate miéeration of new
information, but they also influence how that imf@tion is interpreted; how the learner
constructs meaniny.How does a person understand what they heareset, study,
feel, experience, or witness? Constructivists patguhat learning involves more than
memorization of random facts. Rather the learnecgsses knowledge to reach a new
level of understanding. Espinor offers this dedorgpexplanation of constructivism:
“Constructivism asserts that knowledge cannot behandled from one person to
another, to be put on like an article of clothiKgowledge must be constructed (or
‘sewed,’ using the clothing metaphor) and triecaod ‘fitted’ to the new learnef®

Constructivism highlights the importance of priowokvledge and experience in

the learning process. Prior knowledge and expegi@ane seen as important to the

learning process because they influence how thredea@onstructs meaning.

8 Wim H. Gijselares, "Bringing Problem-Based Leamto Highter Education: Theory and Practice,"
New Directions for Adult and Continuing Educati®é®, no. Winter (1996): 14.

% |hid.
8 |bid.
8 |bid., 15.

8 Espinor, 14.
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Constructivists frequently highlight the need toilitate learning by linking new
knowledge to prior knowledge. Espinor explains,d@leers facilitate the construction of
knowledge by including opportunities for meaningdald authentic exploration, by
designing engaging activities, and by utilizinggirstctive group work® The learner has
to use their prior knowledge and experience to tstded new knowledge. Prior
knowledge is the filter through which new infornuattiis processed. Jonathan Bransford
offers this very concise definition: “In the mosrgral sense, the contemporary view of
learning is that people construct new knowledgewarderstanding based on what they
already know and believé®Gijselaers adds, “Consequently in education, eitpli
attention should be paid to students’ existing kizolge and the activation of this
knowledge to provide a framework for learning.Prior knowledge is important and
cannot be ignored. Raymond Wlodkowski explains wihthis description of how prior
knowledge operates on the biological and physeadllof the human brain.

From a neuroscientific viewpoint, at the micro levearning is long-

lasting change in existing neuronal networks. Wheults learn, they

build on or modify networks that have been creéitedugh previous

learning and experience. These networks are thi¢ ladmers’ prior

knowledge®
This highlights the important role that prior knegte plays in learning. Learners cannot

forget the prior knowledge they have becauseatpsysical entity, however, prior

knowledge can be modified and changed. The priomkadge will be used either

8 bid., 13.

% John Bransford and othetdpw People Learn: Brain, Mind, Experience, and Sttfavashington, D.C.:
National Academy Press, 1999), 10.

1 Gijselares: 15.

92 Wlodkowski, 11.
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consciously or unconsciously to make sense of méavration. It may help or hinder
the learner’s ability to correctly understand assdimilate new knowledge. Therefore, it
is important for learners and teachers to be asfhew prior knowledge is impacting
the learner’s understanding and assimilation of mg@rmation.

Current experience — authentic learning tasksalsis believed to promote
learners’ abilities to construct meaning. AndersGmthwohl, and Bloom provide a
longer and more detailed explanation of constrigtithat includes the aspect of current
experience. They explain,

In instructional settings, learners are assumexbmstruct their own

meaning based on their prior knowledge, their circegnitive and

metacognitive activity, and the opportunities andstraints they are

afforded in the setting, including the informatidwat is available to them.

Learners come into any instructional setting wittr@ad array of

knowledge, their own goals, and prior experienoahat setting, and they

use all of these to “make sense” of the informatlary encounter. This

constructivist process of “making sense” involves activation of prior

knowledge as well as various cognitive processatsaperate on that

knowledge®
This definition expands upon the role of prior kredge to include current experience as
an important factor in the process of making se@serent experience includes the social
and physical setting where learning is taking placel how knowledge is being
presented to the learners. The emotions experidnc#uk learner, as well as the
learner’s ability to reflect upon and think abdug fearning experience, impact the
process of sense-making. The learner's whole h@iogesses the content. The ability to

make sense of experience is multifaceted and mawap-faceted. It is highly complex

and not easily explained. For this reason, accgrthrBruning, Schraw, and Norby,

9 Lorin W. Anderson, David R. Krathwohl, and BenjanSiamuel BloomA Taxonomy for Learning,
Teaching, and Assessing: A Revision of Bloom'si@ry of Educational ObjectiveSomplete ed. (New
York: Longman, 2001), 38.
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constructivists seek to use “authentic learninggas the classroom that reflect how
knowledge and skills will be used outside the atas.”*

Adult learning theories have great congruench wanstructivisni> Experience
is important to adult learners. The motivationdarh is linked to prior experience and
knowledge as well as to the desire to gain new kedge. Adult learners are more
inclined to want to apply knowledge to real lifdhely are less interested in theoretical
knowledge that does not connect to life. This [eeglly true in the realm of
professional education. The pre-professional pwrsueocational calling that will
become their career. They are not interested mmileg.information that has little or no
relationship to their vocation. They also are iag¢ed in learning how to connect the
theoretical knowledge pertinent to their profesgmithe practice of their profession.

Constructivism has deep philosophical roots inpgbstmodern worldview. Jack
Fennema, professor of education emeritus at Covéalege and a contributing author
to Faith Based Education that Construat®tes that constructivism is the “subjective”
way of viewing things and that the postmodern &msses the subjectiVéHe
continues, “The worldview that provides the theigadtfoundation for constructivism is
postmodernism® Constructivism, therefore, tends to deny the tgali objective truth.
Fennema explains, “A true constructivist would démg existence of such transcendent

standards (in reference to a biblical worldviewt {v@vides a metanarrative by which all

% Bruning, Schraw, and Norby, 194.
% Merriam and Caffarella, 262.

9 Jack Fennema, "Constructivism: A Critique from a Biblical Worldview," in Faith-Based Education
That Constructs: A Creative Dialogue between Constructivism and Faith-Based Education, ed. HeeKap
Lee(Euguene: Wipf and Stock, 2010), 23.

97 Ibid., 25.
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other narratives are judged}'Calvin Roso, associate professor at the Oral Reber
University Graduate School of Education and a douting author in the same book,
writes,

Constructivist learning theory is believed by mémye based on a

postmodern educational philosophy that stated¢aaning happens when

students are given the opportunity to construdt then knowledge and

meaning. At an extreme, this philosophy denies labsdruth and asserts

that students can, and should, construct their kovevledge and trutf

The philosophical underpinning that constructivisoeives from postmodern
thought needs to be noted in relationship to thggodd education. Fennema identifies
three characteristics of postmodernism that catmugeof constructivism as a learning
theory. First, postmodernism denies the existefheenoetanarrative, and in particular the
metanarrative of the Bible. Second, postmodernismeas the existence of absolutes,
supporting instead the perspective that truth Iigesive and relative. Third,
postmodernists claim that all knowledge is congeut™ In contrast to these three
denials, the biblical worldview, and by extensitheological education operates on the
basis of revealed truth. According to Fennema, kAlbwledge and wisdom are revealed
— by God, through God’s word® This provides a distinctive basis for understagdin
constructivism and how it is applied to theologieducation. On the positive side,

constructivism highlights the active nature of feag and the need to build upon prior

knowledge and experience, as well as concurrergreqgre. However, the position of

98 Ibid.

99 Calvin G. Roso, "Constructivism in the Classroom: Is It Biblical?," in Faith-Based Education That
Constructs: A Creative Dialogue between Contructivism and Faith-Based Education, ed. HeeKap
Lee(Eugene: Wipf and Stock, 2010), 37.

0 Fennema, 27.

%% bid.
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postmodernism that denies absolute truth bringstooctivism into conflict with
theological education. Truth is not just what théividual constructs, but what God has
revealed that can be known and understood by hiomizgs.

Constructivist methodology does not contradich@ples of education found in
the scriptures. According to Roso, “...scripture supgpthe use of constructivist
methodology without supporting the philosophicamrise upon which constructivism is
based.**? These are the methodologies that emphasize tiraigles built upon prior
knowledge and experience to understand and astgmigav knowledge, as well as the
role of reflection and the active involvement o tearner. These define constructivist
methodology and all find support in the ways trestu® taught.

Knowledge Types

Cognitive psychology contributes to the understagdif constructivist learning
theory by providing a model for understanding l&agrwhich describes types of
knowledge that are stored in long-term memory.kAbbwledge is not of the same type.
According to Bruning et al, the distinction amogpés of knowledge is useful and is
built upon both common sense and a neurophysiabbase™’® David Jonassen adds,

Long-term memory is not a monolithic structure, venimformation, like

in a computer, is assigned a specific memory looatontaining zeros and

ones. Rather long-term memory is replete with s@dsrechemata, stories

(experiences), procedures, behavioral sequencierns and many other
structures™*

102 Roso, 43.
193 Bruning, Schraw, and Norby, 38.

194 Tobias and Duffy, eds., 18.
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The schemas, schemata, stories (experiences) dumese behavioral sequences,
patterns, and many other structures provide us avitbgnitive architectut® (a term
used by Jonassen). This architecture is complggelaers also refers to this architecture
stating, “Knowledge is structured in networks dated concepts, referred to ssmantic
networks As learning occurs, new information is couple@xésting networks
Learning is a complex process and the method bgwlearners construct meaning is
related to these knowledge types, which are stioradvariety of ways. Understanding
that there are different types of knowledge hetpsxplain why the technical rationality
described by Schon is not sufficient by itself quping the pre-professional to
effectively exercise their profession. As Jonasasists, “l claim that a human cognitive
architecture must be multifaceted and multidimemsipable to accommodate multiple
knowledge types that are differentially construdteded on different types of
interactions with the environment?” If the human cognitive architecture is multifackte
and multidimensional, then learning has to be radéted and multidimensional. If the
learner constructs meaning, then that knowledgeebeitifferentially constructed.
According to Gijselaers, “learning is constructamd not a receptive proces§>
therefore learners will learn different types oblatedge in different ways. A human

cognitive architecture provides an explanationaféineory-practice gap and how to

facilitate transfer of learning.
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There are four basic types of knowledge listednmgt of the books cited in this
research project. They are declarative, procedooalditional, and meta-cognitive. There
are differences among the authors who use thess terith variations on the definitions,
as well as those who would add to the number ohkedge types. However, for the
purposes of this study, these seem to be the fost important and agreed-upon
knowledge types.

Declarative knowledge is factual knowledge, thediking what” type of
knowledge'®® Jonassen defines it as “static knowledge abots,faoncepts, and
principles, and is expressed as declarative seesemcpropositions:*® and Haskell
claims that it is “knowledge of or about somethiftf. Declarative knowledge is related
to the technical and scientific knowledge that wesntioned in the section on
professional education. Macaulay provides anothewpoint of declarative knowledge
that includes what is learned while undertakingskt She calls it conceptual knowledge,
but defines it as “knowing that*? It consists of concepts, facts, propositions, and
theories**® Generally, people think of formal education asrésy declarative

knowledge, or as what Gijselaers terms, “filling $tudents’ heads with informatioh*

199 Bruning, Schraw, and Norby, 38.
19Tgbias and Duffy, eds., 19.

1 Haskell, 101.

12 Macaulay, 9.

3 bid., 9-10.
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Procedural knowledge is “knowing how” to perfornttaén tasks:*> The authors
already cited agree with this basic definition, dndassen supplies a rich description of
procedural knowledge that illuminates its importande writes:

Procedural knowledge is the knowledge requirecetfopm a task;

knowledge that can be applied directly and is regméed most often as

production rules (Anderson, 1996). That is, knowhiogv to perform a

surgical procedure is different from knowing thetpaf the body being

surgically altered or the steps in the procedurdadatively. Because it is

a different kind of knowledge, it may not be asilgamticulated as

declarative knowledge but is just as important hmaan cognitive

architecture. There are so many things that we Kmowrto do without

being able to describe what or why we are doiftfit.

Procedural knowledge is learned in a different Wen declarative knowledge. It is
learned during the process of doing. However, atingrto Jonassen, procedural
knowledge is related to declarative knowledge at th“results from action and
application of declarative knowledg.* Procedural knowledge is vital for the practice

of a profession. Medical students have to learruatiiseases and their causes, but they
also have to learn how to diagnose a diseaseaalgerson. Seminary students have to
learn how to connect theoretical knowledge withicpca. Sermon preparation involves
understanding the declarative truths related tgesis, the original languages, systematic
theology, biblical theology, church history, ant@tareas, and then using those tools to
construct a sermon. Much of this type of learnm@ithe doing.

Conditional knowledge is “knowing when and whyus®e declarative and

procedural knowledge'*® Jonassen and Macaulay refer to conditional knoydets

115 Bruning, Schraw, and Norby, 38.
118 Tobias and Duffy, eds., 21.
" bid., 20.

18 Bruning, Schraw, and Norby, 38.
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strategic knowledge. “It is the understanding okewland where to access facts and to
apply procedural knowledgé®® Haskell adds that it is knowledge of “when to gpmir
knowledge in context-appropriate ways: we don’tdwehin the same way in all
situations.*?° It can be difficult for people to articulate hoket know conditional
knowledge, but it is vital “to help students makieetive use of their declarative and
procedural knowledge'® For professionals conditional knowledge seemstlate to
how they treat people. It has to do with relatiopstand interactions. New ministers may
have a good grasp of declarative knowledge and prasedural knowledge, yet many
lack a well-developed knowledge of when and whengse what they know. There are
many ill-defined situations in ministry. These siions are complex because they
involve people and there may not be a clear-cutgmore to use. Like procedural
knowledge, conditional knowledge is learned throegperience.

Metacognition is the fourth type of knowledge meméd in the literature and it
seems to be vital to the transfer of learnings [jeénerally defined as “knowledge of our
processes, such as how we learn and remembehetself-monitoring of our progress in
the act of learning™*? It has two related parts: knowledge of cognitiod segulation of

cognition??® Jonassen refers to it as strategic knowledgehibutefinition of strategic

19 Tobias and Duffy, eds., 21.

120 Haskell, 101.

121 Bruning, Schraw, and Norby, 39.
122 Haskell, 101.

123 Bruning, Schraw, and Norby, 79.
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knowledge is very similar to the other researcheéefnitions for metacognitioff*
Bruning et al offer this more detailed descriptafimetacognition and its importance to
learning:

Since the concept was first introduced some 40syago, metacognition

has been viewed as an essential component ofésleldening because it

allows students to control a host of other cogaiskills. In a way,

metacognition is like the “mission control” of thegnitive system. It

enables students to coordinate the use of exteksmsledge and many

separate strategies to accomplish learning gaasag a real mission

control coordinates the many operations necessary $uccessful space

flight. This does not imply a single place in ounds where

metacognition takes place; rather, we simply warduggest that

metacognition is a part of our cognition that colgtother cognitive

functions, such as perception and attentfdn.

It is believed that metacognition develops latea fmerson’s life — for example
comparing elementary school children to adolescamtiscollege students provides some
clear evidence that younger children lack certajreats of meta-cognitici° Evidence
also reveals that meta-cognition can be develdfidts importance to pre-professional
education cannot be over emphasized. Without dpiredaand utilizing metacognition
pre-professional learners may have a very diffitoie connecting the types of
knowledge.

Metacognition has a relationship to reflectionmeljuires the learner to become
consciously aware of how they learn — knowledgeagfition, and how to regulate their

learning — regulation of cognition. Bruning et ak@that other researchers such as Ann

Brown contend that the regulation of cognitionfi& not conscious in many learning

124 Tobias and Duffy, eds., 21.
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12%|bid., 80-81.

127 Gijselares: 15.



40

situations for two reasons. First, many of theseg@sses are highly automated, at least in
adults, and second, some of these processes heslepksd without any conscious
reflection’?® Metacognition can be developed through instruciod reflection on how
the learning is taking place. It requires thinkaigput what is happening to oneself when
one is learning and becoming aware of how to réguae’s learning.

The interrelation among these three knowledge tigotee essence of learning.
Bruning et al provide a rich description of thiseimelation that speaks to the objective of
all learning — which is transfer to life.

The declarative-procedural-conditional knowledgsidction is valuable
for helping educators think about our goals fodstit learning. Novice
students in a teacher education program, for icstamay memorize and
recite a principle of cooperative classroom leagr{mg., “Establish an
atmosphere of shared decision making and trustfeatarative
knowledge but have little or no notion of how, wiapd when actually to
use this principle in the classroom (i.e., theklpmcedural knowledge
and conditional knowledge). As important as detiaesknowledge is, we
almost always will benefit from thinking beyondadatinclude both
procedural and conditional knowledge goals.

For example, one of the most important aims of atloi is to help
students develop relatively large, stable, andiiekated sets of
declarative knowledge... Yet we also need to placensiderable
premium on knowing “how,” “when,” and “why.” Theaeon is that
almost all learning combines declarative, procedarad conditional
elements. No matter what the content domain, dattvar knowledge—
although a basic building block of all expertise-#igst valuable when
linked appropriately to actions. In settings raiggirom elementary
students reading and writing to students in thégssional schools of
journalism, architecture, teaching, business, aadicme, procedural and
conditional knowledge are critical outcomes of ¢eicational process®

Cognitive psychology provides constructivism withunderstanding of how

meaning is constructed. The general understantatghere are knowledge types

128 Bruning, Schraw, and Norby, 80.
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enhances one’s understanding that different typ&aawledge will be constructed
through different means. Attainment of declaratimewledge does not mean that a
learner will know how to use it procedurally or ditionally. Bruning et al state above
that almost all learning combines declarative, pdaral, and conditional elements. This
highlights the role of meta-cognition especiallypire-professional theological education.
Declarative knowledge is very important, and itreatrbe dismissed as irrelevant to
developing ministers, missionaries, and other vonat Christian workers. But, as they
state, procedural and conditional knowledge cabeaiverlooked. They are critical
outcomes that have to be taken into account.
Transfer of Learning

Transfer of learning is the primary compellinguissn education at all levels.
From elementary to professional education, “the afi@ll education...is to apply what
we learn in different contexts, and to recognizeé extend that learning to completely
new situations**° Macaulay notes “transfer of learning has beemiefrest to academics
working in a number of different fields — psychoypghilosophy, schooling, adult
education and vocational/professional educatfdhHaskell also adds that it is one area
that “most researchers and educational practitmmenether ‘liberal’ or ‘conservative’
agree...that meaningful transfer of learning is amitvegmost — if not the most —
fundamental issue in all of educatioli*Theological education — like all professional
education — is likewise concerned with how leareesable to transfer learning to actual

ministry experience.

130 Haskell, 3.
131 Macaulay, 1.

B2Haskell, 3-4.



42

Haskell defines transfer of learning by explainifigansfer of learning is our use
of past learning when learning something new aedagiplication of that learning to both
similar and new situations® Transfer of learning is an ongoing, daily activittywhich
all humans participate. Haskell points out thaéaeshers and educators can speak of
transfer of learning as techniques, but it realg 'way of thinking, perceiving, and
processing information™>* On this level, transfer of learning is general diflise.
Haskell describes this paradox as, “that transfiees place every day in most
situations.**® However, Haskell continues, “the history of resédindings on transfer
suggests it seldom occurs in instructional settifitfs

Measuring transfer of learning in academic settimas proven to be very
difficult, even to the extent that some have questd the existence of transfer of
learning as an identifiable phenomertdhGenerally, transfer of learning is divided
between “near” transfer and “general” or “far” tsé@r. Near transfer has been
demonstrated through empirical evidence, but iamdgto general transfer, there is little
empirical evidencé®® Even though it is difficult, if not impossible, pyove empirically
that general transfer of learning is occurring, kdédlsnotes that the paradox does occur

and is vitally important to learning. Because ied@xist, even if it is poorly understood
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and difficult to measure, it is vitally importamt the learning task. Indeed, all learning
involves transfer of learning. Without it, learningnnot occur.
Theological Education and Transfer of Learning

Theological education involves the same probleritis thansfer of learning as
other types of professional degree programs. Magaigscribes this problem as follows,
“Students have to be able to deal with situatiorntheir practice that they will not
encounter during the course of their formal edweatin order to do so they have to be
able to transfer what they have learned in easltemtions to new situation$> The
issues of a theory-practice gap and transfer ohieg are troubling to all concerned. Of
additional concern is defining the purpose of tbgaal education. Hillman, speaking of
this issue, states that there has been an ongelraalinvolving theologians, pastors, and
congregations regarding the purpose of theologidatation*° The debate is between
two purposes. One group believes that the purpbgeological education is equipping
students to think biblically and critically rathian simply helping them to develop
pastoral skills. For this type of seminary or Bibt#hool, the issues of theory-practice
divide are effectively reduced to a minimal concdrne second group understands the
purpose of theological education as preparing siisdsith the ministry “how-to’s”, but
not necessarily helping them to think biblicallydesritically. For these schools, the
theory-practice divide is of utmost importance. Hoer, as Hillman believes, both
functions are legitimate concerns of a seminarfgibte college. But, as with all pre-

professional education, the classroom alone isufficient. Atkinson comments, “The

%9 bid.

¥ Hillman, 3.
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academics of a sound theological education pravideyroundwork for a biblical
worldview and offer the basics of ministry leadépsi** The learning of declarative
knowledge that takes place in the classroom pravide groundwork, which in turn
provides the basics for future ministry. Howevesgldrative knowledge cannot provide
the experience.

Proponents of constructivism believe that learnimglves connecting
declarative knowledge with procedural and condildmowledge-*? This is achieved
through experience. New learning — transfer ofgsy — occurs when learners are able
to construct meaning of declarative knowledge tghoexperience. Macaulay explains,
“These aspects of knowledge are seen as highlsanttee by contemporary learning
theorists...they need to be developed simultane@astiat rich linkages are made
between them™? Experience becomes the means of converting désiatmowledge
into procedural and conditional knowledge. Boudle&tre convinced that drawing upon
learners’ prior knowledge and providing opportwstior them to engage actively in
what they are learning is very importafitBoyatzis et al, also write: “The human species
is distinguished by its capacity to learn, to mateaning from experience. This unique

ability to learn is what makes us humafr’lf this is true, than abstract or static

141 Atkinson: 6.
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declarative knowledge is not sufficient to adeqlygbeepare the learner to become a
competent professional.
Experiential Learning

In theological education, experiential learningimslerstood to be a very
important part of constructing knowledf& Atkinson elaborates:

Formal Christian education is more than writinggraptaking exams, and

listening to lectures. While these learning compasi@re critical to the

educational process, equipping for ministry isnfeore than the cognitive

experience. Germane to ministry-related educasaxperience. Field

experience in the form of practica, student migisand internships,

provides the much-needed balance to classroomestifdi
Field experience “serves as a link between theodypactice.**® Norma Hedin, writing
about experiential learning in ti@hristian Education Journaldentifies the purpose of
experiential learning when she writes, “Rangingrfrdassroom assignments to formal
internships and practicums, Christian educatorsee&ing ways to intentionally help
students apply learning to real life as well aketon from their classroom and field-
based experience$® The goal of field experience is to take the leame into the
world. There they can learn from observing and gamreal time.

Hedin identifies two types of experiential learnsituations in the context of
formal education. First are the non-formal expedighearning experiences. “These are

planned by instructors and include goals, but@se structured and occur outside of the

formal educational setting. Activities such asiinghips, service-learning projects, and

146 Norma Hedin, "Experiential Learning: Theory andallénge,"Christian Education JournaVol. 7, no.
1 (2010): 109.
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outdoor/adventure programs are exampleS® The second is “formal experiential
learning, which is connected to classrooms in sishaed universities...using
experiments, projects, and other hands-on actvit# Both non-formal and formal
experiential learning are important tools that gyegthe learning process on all levels.
Hedin identifies two important components in exgetial learning, “(a) engaging the
learners directly in the phenomena related to steidies, and then (b) requiring them to
reflect on the experience, analyzing it and leayriiom it."*>2

In order to engage the learner and serve as détween theory and practice,
field-work, or experiential learning, has to engégelearner in the phenomena that are
related to their studies. Wlodkowski notes in ielaghip to preservice teacher education
that, “our visit to a high school once a week vatisigned responsibilities to assist
teachers raised the level of relevance for oursmand substantially increased
motivation to learn*** Wlodkowski is speaking of a direct connection begw the
experience of going to school once a week andldssmwom work. Declarative
knowledge that the students have been learningocarbe seen and experienced in
action. As he goes on to state, for the presesticsgents, “once we started going to
school, we weréor real.”*>*

Experiential learning, to be effective, uses raitet The learners have to reflect

upon what they are learning. Reflection is vitalite process of learning from
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experience. Connecting declarative knowledge teguaral and conditional knowledge
is not a passive activity. As Hedin explains, “Exetial education differs from other
learning approaches in that it provides an interdigrocess of experience and reflection
about the experience in order to develop new knadgeeor skills.*>° Boyatzis et al

frame it this way, “How one learns from experiece@ be divided into two basic
questions: ‘How does what is outside get in?’ aovy does what is inside get out?™®

To get what is outside in and inside out requiegkection. Learning is an active process.
Experiential education requires that learners ceflgon their experiences, because
experience alone is not sufficient for learning.

Experience alone, without reflection and connectmprior learning, is not
sufficient for the learner to make the connectietween academics and practice. Boud et
al, Hedin, Haskell, and Wlodkowski all agree thgterience alone can mislead learners.
For example, Atkinson warns, “...not everything istdearned through experience.
Experience alone does not transmit truth, nor peaence always a reliable indicator as
to whether something is right or wron§.”Learners can form theories of practice that
are incorrect if they use only experience as theaide. So while experiential learning is
important for connecting knowledge types, by it#el$ not better than isolating
knowledge acquisition to the classroom.

Field education is one aspect of experiential liegrthat can be particularly
effective in the learning process for seminaridinsicludes internships, practicums, and

other types of experiences out in the real worltbdkowski notes, “sometimes there is
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only the real thing to make learning meaningful smthvolve all of the senses and
modes of engagement® Atkinson adds, “Regardless of how much classroom
preparation, reading, philosophy, and theory aesttichay have, there is no substitute for
experience to learn one’s professional field ofkvdr® Theological institutions usually
require their students to fulfill some type of nsimy assignment, because they recognize
that field education integrates and influencesfdinenal education that is occurring in the
classroom. Atkinson notes, “field education becomeseasingly critical for a well-
rounded education in professional ministry degieegaduate and undergraduate

schools,*%°

provided that experience is reflected upon and thiegrated with the other
types of knowledge.

However, seminaries and Bible colleges have a tend® rely on learning
declarative knowledge while minimizing the expetiginaspect of learning that helps
learners develop procedural and conditional knogdedccording to Dr. Richard Pratt,
in the typical seminary program for a Masters ofibity degree, the curriculum has the
following breakdown. About eighty percent of therazulum is factual information,
about ten to fifteen percent is practical theolagyd five to ten percent is related to
character formatiof®* When curriculum is so heavily weighted toward deafive

knowledge, it is easy to see why there is a gdpeariearner’s ability to transfer theory to

practice. Without experience, they may not undedsteow the knowledge they have
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acquired relates to practice. A person may undedstsbody of knowledge or a
particular truth as declarative knowledge, yet stik understand how to use it. It may or
may not guide their practice. The following destiap of pre-service teacher education
courses illustrates the theory-practice gap:

A challenge in pre-service teacher education caussthat the students do

not have sufficient prior knowledge of teachinghe classroom. In their

teacher preparation courses, it is hard for théesits to see the

significance of the theories and map them intortheure pupils’

behaviors. Moreover, they lack a repository of peas instances that

round out the specific examples used during infbncTeacher educators

have to work very hard to include multiple ideahmples, cases, and

videos to help the pre-service teachers understansignificance of

theories and lessons presented in the class readimtblectures. In this

respect, it is much easier to work with in-sentieachers. They can bring

to mind relevant cases and juxtapose their owrsbasn wisdom with the

ideas presented by the profes&dr.
This gap exists because the students have beeseskfmdeclarative knowledge about
teaching, but have not been exposed to actualipea@eclarative knowledge, learned as
theory, is understood in the academic contextnbtitn the arena of practice. Experience
provides a means for connecting declarative knogédedlith procedural and conditional
knowledge.

Biblical and Theological Concerns

The scriptures and the theological understandiagftbws out of the scriptures

provide a base of truth for understanding theolmiggclucation. Larry McKinney, writing

in theEvangelical Review of Theolagyrges that “theological beliefs provide the very

foundation of Christian education or pedagotf{f.He believes that it is impossible to

152 Tobias and Duffy, eds., 39.
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separate one’s theology from the practice of edoicate elaborates, “Pedagogy and
theology are both key components in defining thegickll education...Theological
education should be shaped by both one’s theolndypadagogy®* McKinney
identifies five biblical and theological implicatie that impact the pedagogy of
theological education. The researcher will usedlufethese as a base for how the
scriptures address theological education. Thededadhe centrality of written
revelation, the knowledge of God, and the rolehefiioly Spirit.

Theological education begins with “the centralifywitten revelation.*®° As
McKinney observes, “Theological education shouldibeproceed, and end with the
concept of divine revelation. Divine revelatiorciantral to theological educatiof®
Biblical revelation — specifically the written wordis God’s word. 2 Peter 1:21-22 states,
“Knowing this first of all, that no prophecy of $ature comes from someone’s own
interpretation. For no prophecy was ever produgethé will of man, but men spoke
from God as they were carried along by the HolyiSpi®’ The scriptures are God’s
word. They are the base upon which learning is areds This truth is not gleaned from
scientific investigation or empirical researchheat it has been revealed by God.
Therefore it cannot change. This means that thezdbgducation is not a matter of each
learner deciding for themselves what is truth. Tovaindividuals to do so would be to

regulate formal theological study to a “humanistiethropocentric religious
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education.*®® Christian theological education has a foundatimt tefines what is to be
learned.

As noted in the section on constructivism, thera ky point of disagreement
between constructivism as broadly conceived phgbgmlly and Christian theological
education. Constructivism has a philosophical bag®stmodernism that denies
absolute truth. Christian theological educationtf@other hand, acknowledges and uses
the absolute truth as revealed in the Christiaiptoes. Epistemologically, the
postmodern constructivist would understand the gghfthe learner constructs
knowledge” to mean that each individual constrpetsonal meaning based on their
experiences and prior knowledge and beliefs. leotords, each person constructs their
own truth. In contrast, from a theological and igiddl worldview, the same phrase means
that the learner is in the process of discoverind'&truth, which is understandable,
absolute, and provides the metanarrative humardg toemake sense of the world.
HeeKap Lee, writing ifFaith Based Education that Construotsites:

The Bible clearly teaches us that truth is discesteand that revelation is

the only way of knowing in Christian education... Wew that God is

the author of our knowledge and that God creatleof atality and made

all things perfect. Even though human beings avartgperfect to fathom

all God’s truth, we reach the truth with the hefphe Holy Spirit*®°
Lee’s words emphasis the active role of God in aéug truth to mankind. Learners
discover this truth, but they do not create it.

God’s word is his self-revelation. God has revedlieaself truly, but not

exhaustively, to humans. The way that God has tegdamself to humankind provides

168 McKinney: 222.
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a clue to how theological education should be sined. God’s revelation is
progressively revealed in the scriptures. As Sid@esidanus writes in his bookhe
Modern Preacher and the Ancient Text: Interpretamgl Preaching Biblical Literature,
“It takes place in history and through histofy*Dr. Edmund Clowney, former professor
and president of Westminster Theological Seminathiladelphia, states, “The Bible
tells us about God: God’s redeeming acts, and Gadisls that interpret his deeds. The
history of redemption is always accompanied byhiseory of revelation*’* This

implies that God’s revelation is not just declaratiruth. God did not write out a list of
truths and then ask humankind to memorize it. Rathesr a period of time he revealed
himself through his actions and his words. He didverking in and through history.
Theological truth is never understood in isolatim the actions of God. It is
understood in a sociocultural context of God andkima in interaction. Pedagogically,
it provides a model for teaching and learning, wehdclarative truth is never separated
from life.

The knowledge of God is the primary goal of theatabeducation. Mankind was
created in the image of God, male and female. Therdiumans have a unique capacity
to know God. McKinneyexpresses the position that “we must have an eidnedht
process that promotes a personal knowledge of Goeblogical education must
emphasize the importance of knowing God deeplypandonally.*’? This knowledge

transcends mere understanding of the declaratioe/leaige that God exists and that

10 sidney Greidanug;he Modern Preacher and the Ancient Text : Inteipgeand Preaching Biblical
Literature (Grand Rapids, Mich.: Eerdmans, 1988), 71.
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these are his attributes. Theological knowledgéauit this end lacks the purpose that
God intended. This implies two related aspectswing God in relationship, and
knowing God in obedience.

The knowledge of God is relationship to him throdghson, Jesus Christ. God
enters into a relationship with all who trust isuJg Christ. They are adopted into God’s
family and made heirs with Jesus Christ. He givedHoly Spirit who dwells with them
and enables them to call on the Fat{&ihis relationship in nurtured through
communication and experience. Theological educasidherefore concerned with
deepening a person’s relationship with God thraiggus Christ.

The knowledge of God requires obedience to him.wing God involves trusting
his promises and warnings, and acting in accordaittethem. God’s word calls
believers to obedience, and obedience leads téegria@aowledge of God. Obedience also
demonstrates the Christian’s love for God. To oBed is to love him and to love him is
to obey him. Jesus said in John 14, verses 15 At 3ou love me, keep my
commandments,” and “he who has my commandment&eeys them, it is he who loves
me. And he who loves me will be loved by my Fatlaed | will love him and manifest
myself to him.*"* Therefore, theological education should lead lesro greater
obedience and love for God.

The role of the Holy Spirit is vital to theologicadlucation. In John 14:16-17,
Jesus promised his followers that he would senoh thieother helper, who would abide

with them forever. This helper will dwell with theamd be in them. The helper is the

¥ Romans 8:9-17 The Holy Bible, English Standardsiter.
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Holy Spirit. According to Jesus in John 16:13, i@y Spirit will lead and guide the
disciples into all truth. He will teach them andhigrto mind the things that Christ taught
his disciples. The Apostle Paul identifies the H8}jirit as the one who teaches and leads
all believers into the truth> Therefore, theological education has to take @mimount the
person and work of the Holy Spirit in the livestbbse who teach and those who are
learning. The Spirit is at work to illuminate theninds to understand theological truth
and to apply it to their lives. This means thabtbgical education is not merely a human
endeavor.

Finally, the gospels record the words and actidridesus Christ who is regarded
as the greatest teacher that ever l#/8d\lthough one cannot know all of the ways that
Jesus taught his disciples, simply because theetpsere not written towards that end,
readers can glean several characteristics thaide@uidance for theological education.
Jesus was with his disciples. He called them toviohim.*’” They followed him and
observed all that he did and taught. Mark 3:14 nésthat he called twelve disciples
“that they might be with him®"® Jesus teaching was not confined to a building or a
classroom. The men and women who followed Jesusdddrom him out in the field.
They learned his words in the context of his aciddeclarative knowledge was

immediately linked to procedural and conditionabwitedge.

1752 Corinthians 2:10-13 The Holy Bible, English Stard Version.
176 Atkinson: 14.
177 Matthew 4:18-21 and 9:9 The Holy Bible, Engliskar&tard Version.

178 Mark 3:14-15he Holy Bible, New King James Version
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Jesus sent his disciples into the world. Mark 3th4states, “that He might send
them out to preach, and have power to heal sicksessd to cast out demort$*Jesus
was not content that his disciples should only ib tvm, listen to him, and observe
him. He also sent them out to exercise their giftd abilities — which he gave to them.
They were forced into ministry. Mark 6:7-12 alscaels that Jesus sent out the twelve.
They preached, cast out demons, and healed Mi&mien they returned and told Jesus
what had happened. They reflected with him on thgreriences, and then he took them
aside to rest® Jesus understood that they had to experienceutedf what they were
learning. In order to make it real, they neededd@part from him.

There is much more that can be learned from arysisadf how Jesus taught his
disciples including his use of discourse, questipasables, and other means of
communicating truth. He worked with them to intégrdeclarative knowledge with
obedience and he corrected them and others wherthbelogical understanding was
erroneous, beginning where they were in the prasa¢rstanding, correcting false
beliefs, and calling them to obedience

Conclusions

This review has covered three primary areas aflitee related to theological
education. First, it has drawn from issues reletamidult education and the importance
of experience in adult education. Pre-professiedalcation and more specifically
theological education are types of adult educafitwe literature explores the gap that

exists between professional practice and profeakemtucation. Researches are interested

17 Mark 3:14-15 ibid.
189 Mark 6:7-12 ibid.

181 Mark 6:30-31 ibid.
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in understanding more about how learners transftdemic knowledge to practice.
Second, this chapter has focused on a learningyttk®@own as constructivism.
Constructivism emphasizes the role of the leammeonstructing meaning by building
upon prior learning and experience as well as coantiexperience. Third, this chapter
has examined the role of experiential educatigoréevide a means of bridging the gap
between classroom theory and practice. In all eéd¢frelated areas, it is not just
experience by itself that results in the transfedexlarative knowledge, but reflection
upon experience.

A number of insights have come from this reviewstieducators, students and
organizations are vitally interested in promotiransfer of learning. They recognize that
a gap exists between theory and practice in adlsaoé pre-professional education, which
includes theological education. Second, most edugatvho hold to the constructivist
learning theory, believe that experience or expéigkélearning are keys to achieving
transfer of learning. Constructivists contend g&ise-making requires experiential
learning because the passive transfer of informasoampossible. Third, professional
education has for many years questioned the effswss of the standard program of
providing theory separated from practice. Ther@ sense that something needs to be
done differently in order to improve professiondlieation. This is true across the board,
from medical schools to seminaries and Bible cetedn particular the Christian
community has a great interest in preparing memveastden for ministry. There is a
general understanding that more is needed bey@ndadksroom for educational

institutions to become more effective in promotiransfer of learning.
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Although much research has been conducted in addlprofessional education,
there are few qualitative studies looking for tf@n®f this knowledge to the work place.
Those studies that were conducted in the realeafibgical education dealt more with
the dynamics of the classroom and how these classdynamics enhanced or decreased
students’ depth of learning. However, few quahtstudies have been done looking at
the issue of transfer. There is a pressing needderstand how learners transfer learning
to professional practice. Therefore, the purpogéisfstudy was to investigate a specific
case to learn how learners describe the importahttesir concurrent leadership

experience in transferring classroom theory to stigipractice.



Chapter Three
Methodology
The purpose of this study was to explore how sargistudents in Juarez,
Mexico describe the importance of their concurteatiership experience in linking
theory to practice. The assumption of this studg tirxat concurrent experience is
necessary for students to transfer theoretical kedge into practice. In order to address
this purpose, the researcher identified three raggas of focus that are central to
transferring theory to practice. These include &edlication, constructivism as a theory
of learning, and experiential learning. To exantimese areas more closely, the following
guestions served as the intended focus of thetgtiedi research:
1. In what ways do concurrent ministry respotisiés enable students to make
meaning of the class theory on leadership?
2. In what ways do concurrent leadership expedesmaotivate students to
utilize class theory on leadership in their conentministry responsibilities?
3. What seminary course theoretical knowledgetddents transfer to their
concurrent ministry context?
Design of the Study
The research design of this study followed a ¢atale case study approach.
Sharan B. Merriam in her boo®ualitative Research and Case Study Applications in

Education defines a qualitative case study as an “intens$igbstic, description and
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analysis of a single instance, phenomenon, or lsagig”*®? She then offers this
explanation of what defines a case: “The case ttmuld be a person such as a student, a
teacher, a principal; a program; a group suchdass, a school, a community; a specific
policy; and so on*®* Another way of describing a case is to understhatit has
boundaries or a fence. As Merriam explains, “I farce it in.*®* It is further defined as
“an in-depth description and analysis of a boursiesiem.** This research design
qualified as a case study because it had the regdssundaries. It was limited to one
cohort of students and their experiences in oresada leadership.

Five characteristics of qualitative research madseful for this study. First, it is
“interested in understanding the meaning people ltanstructed, that is, how people

d*®%Merriam

make sense of their world and the experiencestibeg in the worl
explains that the “key concern is understandingptienomenon of interest from the
participants perspective, not the researchéf’sThis study explored from the learner's
perspective how concurrent leadership experienpadted the learners’ understanding
and transfer to practice of a formal class on lesiup.

Second and third the “qualitative researcheresphmary instrument for data

collection and analysis® and “qualitative research involves field work®

182 Sharan B. MerriamQualitative Research and Case Study ApplicatiorBducation 2nd ed. (San
Francisco: Jossey-Bass Publishers, 1998), 27.

183 |pid.
184 hid.

185 Sharan B. MerriamQualitative Research: A Guide to Design and Impletation, The Jossey-Bass
Higher and Adult Education Series (San Francisossdy-Bass, 2009), 40.

186 |hid., 13.

187 bid., 14.
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respectively. Understanding is the goal of thistgp research and the human instrument
is key to one’s ability to respond and adapt duthegprocess of gathering the d&ta.
Interviewing the students in their socio-culturaltsg provides an opportunity to hear
their words, and to observe the silent communicatiat is taking place. Both the
participant’s words and non-verbal communicatidavalfor flexibility in the interview
process that aids the researchers’ understandiajdwying them to clarify poorly
understood or surprising responses and then ta #duamterview questions to explore
areas that may not have occurred to the resegpcioeito beginning their research.

Fourth, “qualitative research primarily employsiaductive research strategy’®
The goal of qualitative research is not to tes¢xsting theory, but to inductively build
toward a theory. “Bits and pieces of informatioonfr interviews, observations, or
documents are combined and ordered into largerd¢bes the researcher works from the
particular to the general® This inductive process provides a framework for
understanding how the participants in this studyevable to connect their study of
leadership to the practice of leadership.

Fifth, “qualitative research is richly descriptiV€* Researchers are able to paint a
descriptive picture from the words and the obséwatthey have made. This opens a

window for a richer understanding of the phenomefmansfer of learning, for example,

%8 bid., 15.

189 Merriam, Qualitative Research and Case Study Applicatiorduncation 7.
199 Merriam, Qualitative Research: A Guide to Design and Impletaigon, 15.

191 Merriam,Qualitative Research and Case Study ApplicatiorBdncation 7.
192 Merriam,Qualitative Research: A Guide to Design and Impletaigon, 15-16.

1931bid., 16.
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can be examined and measured through the lengesf.aA grade can be assigned based
on how well a learner was able to take informa#loand use it to solve problem B.
However, this may reveal very little about the mexthe student used to transfer this
learning. In contrast, the qualitative case stuayppsed for this research project allowed
the participants to describe what the experiencelika for them. It painted a picture of
what they were feeling, thinking, and doing whiphgvided deeper insight into the
phenomenon.

Merriam also identifies three special featurequilitative case study; it is
particularistic, descriptive, and heuristfé First, qualitative case studies are
particularistic. They focus on a particular sitoatievent, program, or phenomenon. This
focus on the particular is important for what ¥eals about the phenomenon and is a
good design for practical problertis.How learners use theory in practice is a practical
problem. Limiting this research to one cohort and olass permitted this researcher to
deeply investigate the phenomenon in a specifie taat can lead to understanding in
other cases.

Second, qualitative case studies are descripgtieeriam elaborates, “This means
that the end product of a case study is a ricigKildescription of the phenomenon under
study.”®® This characteristic was described previously aseof the characteristics of

gualitative research.

19%1bid., 43-44.
199 1bid., 43.
196 |pid.
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Third, qualitative case studies are heuristic.Men explains that, “Case studies
illuminate the reader’s understanding of the phesreon under study:®” This means
that the reader is able to discover new insighasfion what is known, or extend their
experiencé® Limiting this research to this particular cohantlaheir experiences
provided a detailed picture of what they experienoethe class and later in practice.
This may provide readers with the opportunity tddupon this case study.

Robert Stake, iThe Sage Handbook of Qualitative Reseandtes that in
gualitative case study research, there are “tlygestof case studies, differentiated by the
researcher’s interest — intrinsic, instrumentati eollective.*®® This case study was
instrumental in nature, as defined by Stake. Atrimsental case study is “examined
mainly to provide insight into an issue or to redimgeneralization. The case is of
secondary interest, it plays a supportive role,iafatilitates our understanding of
something else®®® This researcher’s purpose in this case study mgisimental because
he desired to understand the phenomenon of traoflearning from the learner’s
perspective. Another cohort or class could have lohesen for the purposes of this
research, however this particular case was chosegiuise of the nature of the class and
its applicability to real life. This case study pied insights and surprises for this

researcher and it should do the same for thosergdmit. It is a vehicle for

197 bid., 44.
198 |pid.

19R.E. Stake. Qualitative Case Studies. In NormaBé&hzin and Yvonna S. Lincoln, edShe Sage
Handbook of Qualitative Researc®rd ed. (Thousand Oaks: Sage Publications, 2@@%y447.

200 pid., 445.
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understanding the phenomenon of how theory getsdimo practice and how practice
influences understanding theory.
Participant Sample Selection

This study required participants who were ableaimimunicate deeply about their
concurrent leadership experiences in relationdiass on leadership they took on
leadership at the San Pablo Presbyterian Seminahyarez, Mexico. Therefore, a
purposeful study sample consisted of a cohortuafestts who had leadership
responsibilities in their local churches. Merriarphkains that purposeful sampling “is
based on the assumption that the investigator wardiscover, understand, and gain
insight and therefore must select a sample fronthvttie most can be learnedd”

Participants were chosen for a unique type of sanmpbrder to provide great
depth of understanding in the data colle¢f&darticipants were purposefully chosen
because they provided a unique cohort who studigether for four years. The number
of students in this cohort included an adequatebauraf participants to ensure good
depth of understanding. All of the participants evactive in their local churches and had
significant leadership responsibilities, both & time they were in the class and at the
time of their interviews for this study. As a casges cohort provided a “single unit, a
bounded unit® for understanding how students were able to carifzeory into
practice.

In the spring of 2011, seven students participatedclass, Leadership Il, in

which the researcher worked as a co-leader. Sitvao§even students were able to

201 Merriam, Qualitative Research and Case Study ApplicatiorEdncation 61.
22 bid., 62.

203 |pid., 65.
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participate in this case study. Their ages rangaa hineteen to fifty years of age. Four
of them are elders in their local church, and tlokthese are members of the same
church. The youngest participant was leading thehyministry at the same church. The
fifth and oldest student in the cohort served anl#adership board at this church at the
time of the class. There was a gap of approximavedynty-one months between the time
this cohort studied the class theory and the imgers. All of the participants were males.

The six participants were contact prior to thelviews by telephone, email, and
personal interaction. They were asked to partieipatd the researcher explained the
broad purpose of his research to them. At the Ioéginof each interview, the participant
was presented with the consent form provided bye@Gamt Theological Seminary. For
their convenience and understanding, this waslasewsinto Spanish by the researcher.
The form was explained, and each participant sigwedcopies, one for their records and
the second for the researcher.

Data Collection

Two sources of data were used in this study. ,FSeshi-structured interviews
were the primary data-gathering tool. Second, thesadextbook served as the source of
the theoretical concepts that were studied in gsand was used to gauge when
transfer of learning took place. This was acconmglisby comparing the interview data
with the theoretical concepts presented in thesdiastbook.

This case study utilized semi-structured interngdar primary data gathering.
The open-ended nature of the interview questidosvatl the researcher to explore each
participant’s responses by asking for more deta@ixploring a comment made during

the interview. The initial interview questions weterived from the research questions,
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but evolved according to the participant’s respen3@ée semi-structured nature of these
interviews allowed for the researcher to changeotder of questions from time to
time 2%

Each interviewed lasted for approximately fortyefiminutes. The interviews took
place over a six-week period. The first interviesewrred in mid-December and the other
five interviews were conducted over a two-weekqubin mid-January. Because of time
constraints it was necessary to conduct the fimedg interviews in quick succession.
This did not allow time for the researcher to taiiee and analyze each interview before
conducting the next. Five of the six interviews &eonducted in Spanish since those
five participants are monolingual Spanish speak#érs.sixth interview was conducted in
English since this participant is bilingual andidss$ to do his interview in English. The
researcher audiotaped the interviews with a diggebrder. Notes were also taken of
each interview regarding specific gestures.

Data Analysis

Approximately one month after the interviews wexeorded, the researcher
began to transcribe them utilizing the softwarevgted by the manufacturer of the
digital audio recorder. The transcription procesddd approximately eight weeks. The
software allowed the researcher to vary the plakispeed and loop segments of each
audio file. This allowed him to listen carefullycarepeatedly to segments of each
interview and to slow down the rate of play backasdo transcribe words, phrases, and
sentences carefully. Each interview transcript prasted on letter size paper for analysis

and coding allowing a three-inch margin on thetriggnd side of each sheet. Three

204 pid., 74.
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copies of each interview were printed out and ¢etlanto three groups corresponding to
the three research questions.

Five of the transcripts were typed out in Spanisth the last one in English. The
researcher has extensively used Spanish as a skecguége for the past twenty years.
He utilized his own knowledge of Spanish, Spaniginglish dictionaries, and the
Google translation online translation program &mslate the interviews into English. The
Spanish transcripts were analyzed in Spanish alydttoe quotations cited in this
dissertation were translated into English.

When the interviews were fully transcribed and terih) they were analyzed and
coded using the constant comparative meffidd@he analysis focused on discovering
and identifying common themes and patterns achassadriation of participants, as well
as discrepancies among them. In addition, the dektlserved as a guide to compare the
interview data to the course’s theoretical concepitss allowed the researcher to
compare and code the participant’s responsesatiagethip to the third research
guestion. The process of coding for analysis inetuldoking for specific concepts from
the book that were expressed in the participaatestients, and for the type of transfer
from theory to practice.

Each set of transcripts was used with a differeséarch question that facilitated
the researcher’s development of categories duniagysis. The following research
guestions guided the analysis:

1. In what ways do concurrent ministry resportisiés enable students

to make meaning of the class theory on leadership?

205 |pid., 159.
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2. In what ways do concurrent leadership expedesmaotivate students
to utilize class theory on leadership in their aoment ministry
responsibilities?
3. What seminary course theoretical knowledgetddents transfer to
their concurrent ministry context?
This allowed the researcher to use the constanpamative method of analysis to look
for similarities and differences among the paracifs. Written notes in the margins as
well as the use of different colored highlightenpevere used to organize responses
according to each research question.
The interview protocol contained the following qliess.
1. What were your ministry leadership responsibilitiesing the
leadership course? Please describe what you werg tothese areas.
How did you carry out these responsibilities? (net | did this, but

this is how | did this.)

2. To what extent did you have to work with other lexa® What was
your role on the team?

3. These were the six areas that we looked at in:clas®n, planning,
organization, controlling, team building, and leagiDuring the
course, what is one area of study you rememberemtimg with on a
deep level. Why? Was there something in what yoreweing in your
leadership responsibilities that made it partidylaseful? How did
you feel when we talked about this area in class?

4. Are there other topics from the class that realyck you as important
during the course? What were they? Why were theienmoportant or
relevant to you?

5. What were some of the topics in the class that eddess relevant or
less important or made less sense to you? Why dahyok that was
the case at the time?

6. In what ways did the class change or inform how yiewed
leadership? How? Did this impact how you were wogkin ministry
during that time? How?
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7. Do you remember having any discussions about caapses with
those you worked in ministry during the course? Witayou
remember about that?
8. In the paper you wrote for the class you mentioned....., please
describe to me what you were thinking about thiselationship to
your ministry work?
After the first interview the final question wasneinated because it was difficult
for the participant to recall after a twenty-mogtp what he had written and why.
Instead the remaining interviewees were askedfl@ctaipon the experience of writing

the paper. The following question was used.

9. How did writing the reflective paper impact you? {ami believe it
was useful or just another assignment?

The document utilized in this case study was &lvadtten by Robert A. Orr,
entitled, The Essentials for Effective Christian Leadershig ®evelopmerf® The
students read and discussed in class chaptersat@gecteen of this volume. Those
chapters are titled as follows: Chapter Eleven &owing, Chapter Twelve Planning,
Chapter Thirteen Organizing, Chapter Fourteen @timg, Chapter Fifteen Team
Building, and Chapter Sixteen Leading. The clagslsSpanish translation of this book,
but for the purposes of this dissertation, the BShgtersion is quoted.

Researcher Position

Qualitative case study research utilizes the rebealas the primary interpreter of

the data. This can lead to misrepresentationseofi#ita in the analysis. Therefore it is

important to clarify the researcher’'s assumptiova/dview, and theoretical

206 Robert A. OrrThe Essentials for Effective Christian Leadershgv&lopment3rd ed. (Linden, Canada:
Leadership Essentials Press 2001).
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orientation?®’ The researcher in this study is an evangelicaisGan who has served as
an ordained minister in the Presbyterian ChurchAnrerica. He holds to a theistic
constructivist worldview. It is theistic becauseligdieves that humans live in a universe
created by an infinite, personal, and supernatacal who has revealed himself through
what he has made, through the Bible, and througlinitarnation of his son, Jesus Christ.
God is active in the universe and the researcHeves that it is an open system. This
influences his view of constructivism. Because @ad revealed himself in a meaningful
way, the researcher believes that it is naturassume that human beings should
construct meaning because the world is a meanipigicke. He understands
constructivism as making sense of what God hasextesnd revealed. It is discovering
God'’s truth and is therefore not simply an indiatistic or socio-cultural phenomenon
that has its own autonomy.
Limitations of the Study

This study was limited by several factors. Fitlsg time constraints on the
researcher limited the opportunity to transcribé angage in a preliminary analysis of
each interview before conducting the next interviéhis limited the use of the constant-
comparative analysis during the interview proctssieby also limiting the modification
of the interview questions, except where notedhéngection on data collection. Had there
been the opportunity to space the interviews fadipart it may have allowed for the
discovery of new insights from the participants.

Second, working from Spanish to English limits teader from having first-hand

knowledge of what the participants said. All tratisin involves a certain amount of

207 Merriam,Qualitative Research and Case Study Applicatiorsdncation 205.
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interpretation. A literal word-to-word translatisrould render a very awkward English
translation that might be unreadable. Ideas tha¢ wepressed in Spanish, especially
idiomatic expressions, can communicate differemtlignglish. Therefore some of the
descriptive richness may have been lost or commatetdcwith less depth of emotion and
complexity. This researcher sought to maintaingntg in the translation process,
however the reality of the limitations inherenthiis translation process needs to be taken
into account.

Third, it is not possible to empirically verify howell or to what extent the
participants transferred theoretical knowledgerxfice. The incidences where they
reported transferring theoretical knowledge to ficacare based on the testimony of the
participants and lack any external verification.

Fourth, the researcher was a co-teacher of the alad this could have created a
situation where the participants might have exg@sghat they thought the researcher
wanted to hear, rather than expressing what thelyrielt and experienced. However,
the interviews were conducted twenty months afterdass ended, and almost a year
after these students had graduated. Thereforeesiearcher was no longer an authority
figure in their lives. While it is acknowledged thiae participants could have skewed
their responses to please the researcher, atieetgae this possibility was mitigated by
the twenty-month gap between the class and theviate, as well as by the fact that the
researcher was no longer an authority figure.

Some of the study’s findings may be generalizeother educational settings in a

Latin American context. Readers who desire to gdizersome of the particular aspects
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of these conclusions on transfer of learning shtestithose aspects in their particular

context. The generalizability of this study is lied in the statistical sense.



Chapter Four
Findings

The purpose of this study was to explore how sargistudents in Juarez,
Mexico describe the importance of their concurteatlership experience in linking
theory to practice. To that end, this chapteraesgithe findings of the six student
interviews and reports on common themes and retensights pertaining to the research
guestions for this study. Five of the six intervéeiv this study were conducted in
Spanish. These five participants are monolinguah&h speakers. Therefore, the direct
guotations found in the analysis of these intergiane translations made by the
researcher based on his knowledge of the langaggish-Spanish dictionaries, and
Google translation.

Introduction to Participants

Seven alumni of the San Pablo Seminary in Judexico were selected to
participate in this study, but only six were aldecollaborate with this research project.
These alumni were in the same cohort and conciyreatticipated in a class on
leadership. Each one had significant leadershiporesibilities in their local church at the
time of the class. They were all male. In the fwilog section, each participant will be
briefly introduced. All names and identifiable infieation of participants have been
changed to protect their identity.

This brief introduction will allow comparisons te Imade between those serving

in similar and dissimilar contexts. The six papamts were all members of Presbyterian
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churches in Juarez, Mexico. These churches (thertheee different churches) are
affiliated with the National Presbyterian ChurchMéxico. Four of the participants —
Juan, Pedro, Rafael, and Pancho — were membédre shtne church. Julio was a
member of a second church, and Adan of the thiwlath Julio, Pedro, Rafael, and
Pancho were elders in their respective churches dad perhaps the least amount of
leadership responsibility, and Adan, while not lteg had leadership responsibilities
that paralleled some of the functions of elderéffi-heir ages ranged from eighteen to
fifty-five years at the time of the class.

Juan was eighteen years old and the youngest merhtex class. He is single.
Shortly before the class began, he assumed leaderfshis church’s junior and senior
high youth. His leadership responsibility was eisd under the authority of a fellow
cohort member, Rafael, who was an elder in hisahur

Pedro is in his late twenties. He is married. dedme an elder about two years
prior to the class. His leadership responsibilimetuded serving on the church’s board
of elders and leading the worship team.

Rafael is in his early thirties and is married. Whes ordained as an elder in his
local church about three years prior to the classleadership responsibilities included
serving on the church’s board of elders, and oeéngethe youth, and evangelistic

ministries.

208 According to the constitution and bylaws of the National Presbyterian Church of Mexico, the
congregation that Adan attended was still considered a mission church because it had not reached
the minimum number of members to become a particular church. As such he was part of the
leadership board that provided congregational oversight, but does not have the classification of
eldership.
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Pancho is in his late thirties and is married wées ordained as an elder four
years prior to the class. His leadership respalitgsiincluded serving on the church’s
board of elders and in the church’s evangelisticeach program.

Julio is in his early thirties and is married. Was ordained as an elder five years
prior to the class. His leadership responsibiliesuded serving on the church’s board
of elders, teaching in the adult educational pregoa Sunday mornings, and
collaborating with the committee overseeing futtmastruction to the church’s property.

Adan is in his mid-fifties and is married. He mt@an elder, but served as a lay
leader in his church on the church’s board of daec He was the secretary of this board
prior to the class. As a board member, he worked thie other board members to
organize church activities, occasionally lead tlueship services, and preach.

In summary, these participants participated insdume cohort and studied the
same curriculum, which included the class on lestdpr They had ministry
responsibilities at the time they participatedha tlass. With the exceptions of Juan and
Adan, they share a degree of homogeneity in thygs @and experiences. Juan and Adan
represent the two extremes in regards to age neXperience, which includes ministry
responsibilities.

Concurrent Ministry Responsibilities and Meaning Making

The first research question sought to determinevhiat ways do concurrent
ministry responsibilities enable students to makaning of the class theory on
leadership?” Making or constructing meaning istéreninology used by the
constructivist learning theory to describe theé@ay process. According to

constructivists, learners utilize prior learninglaxperience as well as their present
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circumstances to construct or make meaning of méevrnation. Learning is an
interpretive and active process. It is accordiniylasriam “how people make sense of
their experience®® The phrase, “make meaning of the class theorytfiérfirst research
guestion has reference to this process.

When asked to reflect upon their ministry respailisés and the class theory, the
six participants indicated that they constructecmigg in relationship to their ministry
responsibilities. From the interviews, seven gelreategories emerged: life situation,
personal life application, experience, reflectiobservation, talking with others, and
deficiency awareness.

Life situation

Life situation describes the way that a particlifarevent was impacting the
participants at the time of the class. In the @dg®&dan, his personal financial situation
weighed heavily into his responses during the ui¢ev. His life situation intermingled
with his ministry experience. It was not possildeséparate the two spheres. Adan made
repeated references to his life situation, evennwdsked about his ministry experience.
When asked to comment on how he interacted witlother board members of his
church, he responded with a lengthy story that mddx@m his leadership role to his
personal finances. In his response, Adan begansdwex the question when he
mentioned the leadership team vote. He had voidevate as a member of the leadership
team. He then began to describe a specific decibatrthey had to make concerning the

donation of a piece of land. He began to talk atie@ieconomic situation of the church

209 Merriam and Caffarella, Learning in Adulthood: A Comprehensive Guide, 261.
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with these words, “Not all of the members were oesible enough to pay their dues, and
| was one of the members who couldn’t pay theirsdaad | wanted to...”

From this point he began to speak about his ecansituiation; he once had
money to give generously, but at the time of therinew, he had only two hundred
pesos and it hurt to give ten percent. He endeddrnaments by recognizing that he had
gone off on a tangent, stating, “I learned someghiere, but this doesn’t have anything
to do with the class so I'll tell you later.” Thigpe of response occurred several times in
his interview. Adan was unemployed for about eighteonths at the time he took the
class, and that circumstance greatly impacted rownlderstood the class theory. As a
result, he made most of his connections to themaate relationship to this crisis rather
than to his ministry responsibilities, but not be exclusion of his ministry
responsibilities. Other participants also inclugedsonal references to other life
situations, but Adan’s responses show this chaiatiteconsistently.

Personal Life Application

Personal life application indicates that the pgréint understood one or more of
the class concepts in relationship to their lifavds mentioned by four of the participants
as a part of their meaning making process. Thegeipants understood the theoretical
material from the class as it applied to a speeifea of daily living.

Rafael mentioned that he was deeply influencedbycbncept of envisioning. He
saw this as a personal issue, on which he neededriq before he saw it in relationship
to his ministry responsibilities at the church. fdpeated this idea three times, making
comments such as, “One of the things that helped hotin the leadership class was to

see myself, who am | and where am | going.” Latdren asked about what he
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remembered from the class, he said, “One of thesatet impacted me was about vision.
Where am |, and where am | going? This continuespact my life until today.” Then
again, as he reflected upon the responsibilitias®@od has given him, he restated:
“Therefore, | said to myself — What am | doing witie leadership that God has given
me? In what ways am | developing it?” He procesbeddea of envisioning first in the
light of his self-identity. He began to ask himgék following questions:

Who am | and where am | going?

Where am | and where am | going?

What am | doing with the leadership that God hasmgime? In what ways

am | developing it?

Rafael's understanding of envisioning focused forstis life, before he began to transfer
this new concept to his ministry context. He intetpd the function of envisioning by
asking these questions. This was a very personatl@ap influence in his life, as
revealed in his interview, because he repeatedghitemous times.

Adan likewise mentioned several times that his qeaklife response to the class
content was an important part of constructing meg®ne example is that when asked
what area of the class had the most profound imgatim, he responded, “Of the six
areas, | found out that planning was the most ity because if you set your
objectives properly, then you know where you arag® Later in his interview, he
returned to this concept in response to the questias it hard to get the other board
members to buy into the need to plan?” He explained

Yes it was, at that time. Basically, at that tinfelt for some of the other

members who had a lack of commitment....That wa®tte thing that

really discouraged me, but eventually as a Chnisdiad reading the word

of the Lord, you mature, and life also matures ydeing without a

job...and then...basically letting myself in the haonfi§&od. | mean it
was for me a leap of faith...
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The researcher than asked him to explain what feti®y the phrase “leap of faith.” He
responded:

Throwing myself into the hands of God. | know | &drave a job, | know

| can’t do, and | know...So | put myself there, ahdas hard the first

week I'll say, but then all of the sudden, no puessHe took over, and all

of my money problems, one way or another, theysgbted. So, its like

okay, so why am | dying for it? That's the only &érhfelt that if you put

yourself in the hands of the Lord, it all happed&course, if you have a

plan, it's easier to follow.
Adéan began talking about the other board membetsraticated that it was difficult to
get them to buy into the planning, but then heavatl to his economic situation. At this
point, he mentioned the concept of planning. He tlvas asked whether the above
comments referred to his personal life, and he édae following:

Yes, it included my personal life, because | hahplon it, and they

couldn’t occur because of economic involvement..that became part of

the planning too. | started planning more...| stagkthning more for my

own life and my family, and | feel like that too fpacted the church

because, not too much, but | am pretty sure thditlibecause people saw

that...it happened.
In this explanation, Adan makes a very clear peaklifie application of planning. His
words indicate that because of the financial regsdhey were experiencing, he had to
plan more carefully. The impact of his family’s eomic situation focused his attention
on understanding planning as a personal life agiidin. However, this was not to the
exclusion of his church responsibilities

Julio also indicated that the course content iralea of team building became
meaningful as a personal life application. In resmto the question, “What did you
begin to do differently in your leadership basedlmnclass in the area of team

building?” he responded, “First, | had to learrcémtrol myself. Maybe | couldn’t control

[myself]. | had certain areas that | have had tadrrolling little by little. My
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emotions...” When asked whether this might have tavidlo demanding his own way, he
further explained, “Perhaps to impose, right...likengtimes people think that one
abuses authority, right? But this area of contnglimyself also had left me. The counsel
of other people, and the vision of other peopls, thelped me to control [myséiff

These statements indicate that Julio saw persibmahallenges related to team
building. He needed to learn to control his ematiand desires. When asked if self-
control had to do with team building, he respond¥es, | believe so, very much so, for
me, yes.” When asked why, he explained, “Becauset@am, in forming a team, it is the
way that one has to control himself as a mean&rettihg himself to other people.”
These statements indicate that he interpreted beglaing in relationship to self-control.
He understood a very clear personal life applicatibteam building.

Finally, Pedro reflected upon what he learned aptarning in a personal life
application. In response to the question about Wwhdiegan to do differently in his
leadership at church as a result of the classe$monded, “Yes | began to experiment
what it is. What | had always...was to do thingthatlast minute. Therefore | would
study one day before the class, but | understaaidite have a number of days to prepare
for the class and not wait until the last minutkisThelped me.” His words reveal that he
responded to the course in his personal situatisnstudy habits began to change as a
result of his understanding of the concept of pilagn

Personal application of the course content seemkyoa significant role in these

men’s lives. It is one way they understood thestlaem theory. It became meaningful to

210 Latin Americans many times will speak in the third person when referring to themselves. This is
evident in this quote. Obliquely he indicates that he is the one whom people thought was abusing his
authority because he returns to the first person singular.
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them, as they saw applications to their persotahsons and were able to make changes.
These four participants saw unique personal lifdiegtions as a means of constructing
meaning from the class theory.
Experience

Ministry experience was the third mechanism thas$ wsed to construct meaning
of the six leadership functions. The participamt@istry responsibilities provided a
means for them to process the class theory anddawa laboratory where they could
make sense of specific concepts. The participawisegsed class theory based on their
concurrent experiences and vice versa. The thd@aenged them to redefine their
current understanding of a leadership functiort, gssheir experience enabled them to
construct meaning of the theory. It was often diffi to distinguish when experience
flowed into theory and vice versa. However, thragegories emerged from the data:
“back and forth flow,” “I did not know,” and “I waable.”
Back and Forth Flow

Rafael provided a clear example of the interadtietween theory and experience,
and how the two interact to enable learners to cehgnd theory. His example does not
flow out of his ministry responsibilities, but rathfrom his marketplace work experience.
However, it does demonstrate how experience is tssednstruct meaning of theoretical
concepts. When asked whether he thought any dfixheoncepts touched upon in the
class were of lesser importance, he respondedih®dbther areas, | believe that they are
important to our lives. The other areas of planrang organization.” He then explained

that his concurrent job requirements helped hise®the importance of the class theory
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on organization. Before the class, he had wondetedhis employer wanted the
employees to separate the trash by type. He said:

One of the things that | have seen in my seculakvgothat there was an

area that spoke of organization. And inside of thay said, speaking of

the trash, they said, “You must separate the trasihmust organize it,

you must accommodate and all of this.” The claggdteme understand

this part of organization within my job.

Rafael's comment is illuminating because it dem@tss how he linked the abstract
course concept to a concurrent experience. He hisquborly understood work
requirement to comprehend an abstract course cbandpvice versa. Therefore, he
gained an insight into his concrete work situafimm class theory. But he also
understood the class theory in relationship toAek requirement. His experience
flowed into the theoretical concept and served labaratory to interpret it.

| Did Not Know

Pedro, Julio, and Juan commented on how theiruwroeat ministry
responsibilities provided feedback into their ursti@nding of class theory. They used
phrases like, “I did not know,” and “I didn’t hawa® idea” to express how they used their
experience to see how their current understandiheadership was inferior and weak in
comparison to the class theory.

Pedro stated that the idea of team building wa®itapt to him “...because [he]
was just beginning to engage as an elder.” Latedded, “In relationship to the
panorama that | had about leadership, it was wesakjt did not match the class theory.”
His words indicated that he began to construct ngaof the basic leadership function

of team building by using his concurrent experiedcdio also related that his experience

as an elder was useful in understanding team Ingildile noted, “At the beginning, |
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struggled a lot because | didn’'t have a idea of kmmanage a group of leaders.” He
added that the leadership function of team buildowghed him deeply, sharing, “Two
years ago, the plan of team building was a wondledlp to me.” Again, his concurrent
ministry experience helped him to understand tloegss of team building. A final
example comes from Juan. He related that it wastahe time that he was entering as
leader of the youth that he took the class. Hedidtt was very necessary for me to have
this material, because it was the first time thatk a leader. | didn’t know anything
about being a leader.” Juan was very clear absutbk of leadership knowledge.

Class theory was useful to these interviewees Isecidinteracted with their
experience. Perhaps they did not perceive theileleship weakness before the class, but
the class theory certainly awakened in their cangsness an awareness of the deficit that
existed, and they used that to construct meanitigeotheory. The flow between
experience and theory was a two-way street. Eaniateracted simultaneously so that
it was difficult to determine which came first.
| Was Able

“I was able” expresses how two participants undectheory in experience. By
using the theory in their experience, they consédicneaning. Again, it was not clearly
delineated when theory flowed into experience aod versa, although these participants
spoke of implementing specific areas of leadershipcepts.

Julio spoke on how the class theory about planwiag useful to him. When
asked what changed in this area he explained:

Well, a part of this area, two years ago | was alecking as part of the

construction project (for the church). Therefore, lmegan to plan for
things in the future so that they wouldn’t be jiast minute, but would
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remain in place, no? Where does each thing gocartdin details like the
tubing for gas lines, the water lines, and eledables.

Planning for future construction was a clear exangblputting theory into practice. Julio
indicated in this quote that he saw the need to gtead, and he finished his comments
on this area by stating, “This helped me to be &bf@an the things, and to plan them
really well.” He found planning to be a very tragrséble concept. Pancho likewise
indicated that the concept of using evaluationlamping was incorporated into his
leadership of the evangelistic outreach teams fithurch. He related the following
concerning evaluation of plans: “You are checkisgt functioning or not? Is it
measurable? Is it working or not?” He then desdrités in relationship to the
evangelism ministry, recalling, “In evangelism therere times when things went out of
control. We analyzed, where is the failure? Youwyou fail, but why did you falil...

you analyze and go back and modify, or take awagubmore effort...” The
evangelism ministry provided an opportunity to ierpkent the theory in practice. He
constructed meaning by using evaluation of plarenedyze their results. He understood
that they had to ask questions and change tactics.

Both Julio and Pancho shared about ways they pudtang into practice the class
theory on planning. Their experiences provided oetecsituations where they could
implement the theory they learned in the class.iygais difficult to determine whether
the flow was distinctively from theory into praaidoecause their prior experience
certainly played a role in causing them to seentel to plan and evaluate.

Reflection
Reflection was the fourth way that these studer@de sense of the class material.

Phrases such as, “l realized,” and “l became consodf,” were sometimes used. In
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other instances, the participant expressed awasehasthey did not know how to do
something or that they were failing in a particutanner. Others indicated that they
became aware of a new perspective on their leaigersle. The reflection in which they
engaged went beyond the final class assignment.aBsggnment required them to write
a reflective paper with three components — a detsen of their current leadership
experience, an explanation of which of the six &alip functions discussed in the class
was most challenging, and a reflection and comnngiota where they most needed to
improve. The insights that they shared in theieiviews, however, reveal that reflection
continued to play a role in making sense of theenmt This reflection resulted in a new
understanding that at times was quite life-changiigsix participants indicated that
reflection was a means that they used to gain doikw understanding of their particular
faults, as well as a new perspective on their lesdde role.

Pedro reflected, “I realized that my leadership leasy” in relationship to
planning and team building. As a result, he saldhis began to help me change in my
giving of myself to the church, to myself, and ty family.”

Pancho reflected that before the class, in relaligmto planning and controlling,
he would say, “We are going to do this thing, @attland we would pray about it, but it
wasn’t in our thoughts that it should work.” Higenview indicated that he began to
understand planning and controlling in relationgbipis area of responsibility —
evangelism. Specifically he related, * What | meshember was evangelism. We were
working in a routine way, let us say. We went aud & there weren't any results, well
okay, there is no problem. But looking at it fromother way, we began to ask, ‘Why

weren’t there any results?”” Pancho’s words in ¢hetmtements indicate that he reflected
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upon his prior way of administering the evangelgogram. He recognized that he
lacked the skills of planning and controlling. Hechme aware of a failure in his
leadership. Reflection on his fault of not expegtiasults led to a greater understanding
of the need to plan and control as he began taateathe results.

Adéan recounted that the class opened his eyegtoeid to lead in his church.

He stated, “When | took the class, it really kifdpened my eyes more...and so we can
do it, we cannot not just help [the pastor] out, e have to take over for him

eventually, and that is one thing | didn’t havédé also shared that reading and
discussing the leadership principles in the boalsed him to become aware of his
failure to apply these same concepts when he stuldesn in business administration. He
stated, “Wow, this is the same thing. It did hit me& sense, because | knew about it and
| wasn't using it to my life. So at that momentedlized, ‘I know what has to be done,
and I'm not doing it.”

Juan shared that before the class, he was a ldremwerked by himself. He said,
“Always when they gave me a task, | would do itn&@ld and “ | was closed to working
with others.” But as a result of understanding tduiding, he began to open himself to
others and seek to work with them. Julio relatsthalar issue in team building. He
stated, “I didn’t know how to relate to others dndld a team that can work together.
Two years ago, the idea of team building was a wdntlidea to me.” In both cases
these students reflected upon themselves. Théireftedction was instrumental in
recognizing a weakness in either their attitudtheir ability in the area of teamwork.

Rafael also added, “One of the things that helpedarot in the leadership class,

is to see myself. Who am | and where am | going/Mipn expanded. It grew bigger. It
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took another way of seeing my leadership and dhieisRafael’s words reveal a deep
change that occurred in his self-perception. Hecefd upon his role as an elder and a
leader and commented that it was the result ofeth@ership class. It caused his vision to
expand and provided a new way of seeing himself.

Each of the participants expressed ways that #esded them to reflect upon
their current understanding of leadership and hmepiply new concepts. Through
reflection, they began to see themselves in a rtegt. They were made aware of
failures, but also of the possibilities before thémeir reflections are evidence of
understanding class theoretical concepts.

Observation

Observation of others was another means by whiohstwdents made meaning of
the class material. The experience of these twaestis reveals two different
mechanisms. First, Adan had the opportunity to niesthe co-teacher, who was also
pastoring his church. He explained:

Obviously it helped me when we were doing the plagmvith Pastor X,

to take those issues there and think, “Oh, okag,ih..and he is quite

organized.” So | really felt, at that point, “Thsswhat | saw in the class

and this is how you apply it.” | was impacted ie $ense that | knew how

it had to be applied.

Adéan’s observation was illuminating because in gagion of the interview, he
described what his leadership responsibilities wekgs church, and yet he interjected
this comment without prompting. He was deeply irspesl by what he saw because he

could make a connection between what the teacibemcmicated in the classroom and

what he observed in ministry practice. This stat@nikriminates the power that
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observation plays in meaning making. The theonabexpractical to him as he observed
his teacher putting it into practice.

Second, Julio mentioned that the dynamic of thexhelped him to understand
what it means to build a team. When asked whydba of team building touched him,
he responded, “I believe it is because, it wasraa that | did not have. And when they
showed me, | believe that was very impacting for m¢he class, how we patrticipated,
how it was developed...how | saw the structure...ttagedd with me.” When asked
whether it was reading the book or the class dsous that were of greater importance
to him in this area he went on to say, “It was athb It was the material in the book, but
also in how the class developed. The dynamic otkh&s.” When asked to describe
exactly what in the class structure impacted hienrdsponded, “At times we need
someone to show us the potential that we can giwe form a team. Pastor X moved us
all. In the way that one can share their opinibe,éxperience of another — this helped
me.” Julio’s explanation of the power of observatio meaning-making is important to
note. His perceptions about team building greweasliserved how the co-teacher
developed and managed the class discussion. Manethle written material, it was what
he observed that helped him understand teamwork.

Conversation

Conversation was the sixth category that emenged the interviews. The
interview data reveals that students do not alwagkerstand concepts fully based solely
on their reading of the book. The process of magniaking occurred as they discussed

the concepts with their fellow classmates and witters in their church. These
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conversations occurred on three levels: class s&sons, conversations with classmates
outside of the class, and conversations with otimetiseir churches.
Class Discussion

First, course concepts read prior to the class wetelear in the student’s minds
until there was class discussion. The class timestraictured to emphasize discussion
and interaction between the students and the tegded the students were expected to
read the assigned chapters beforehand. The studerdgsencouraged to ask questions,
and the professors also asked questions. Basdwsa tjuestions, the class discussed and
interacted in a free flowing manner.

Juan and Adan both mentioned specifically thatthes discussions were very
helpful to them in understanding the material thegl read. Juan, in response to the
guestion about whether it was reading the materigthe discussions in class that most
helped him understand team building, stated, “level that it was the discussion in the
class that... helped me.” Later in the interview, wiasked whether it was the reading,
the class discussions, or the reflective papemiaatmost useful to him, he expounded
upon the usefulness of the class discussionswdyd believed that the discussion is the
most useful in the seminary. It is the discussibias we have in class. For example, |
read the material, but the class affirms what leh@ad. | like being in the class to learn
because | believe | learn more.” Juan was veryctlabout this, and his statement
indicated that he found this true in all his clasgedan also indicated that the class
discussions had the most impact on him. He stamatcinctly, “I would say the
discussions. It is interesting to find out that sopeople had different ideas, but they

weren’t wrong at all. So it was, I'll say the clatself, the discussions.” When asked
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whether the discussion in class helped him todime of the ideas in his mind or to
understand them better, he affirmed, “Yes theydikenore and put more into
perspective.”

Conversation With Classmates

Talking with classmates outside of the class disimn was another means that
helped the participants to make meaning of thesaasacepts. Four of the students
shared that they were able to clarify and deepein timderstanding by talking with their
classmates.

When asked whether he talked with any of his classshoutside of the class
time, Adan mentioned that he remembered talking Wi of his classmates out side of
class, and that it helped him to remember thataeestudied these same principles in
business management. He shared, “I told them, ykatis what | studied. | studied
business management, and those are the princhigleare based...But | knew ahead of
time. | knew the principles, but | didn’t have thgplication.” His understanding of the
class concepts was strengthened and clarified tellkezl with these two classmates.

Julio spoke of the blessing of talking with hissdmates concerning the class. He
said, “With Pedro we exchanged some ideas andRwafhel also. We exchanged ideas or
thoughts about what a blessing it is to have evédryone had the same vision about
growing” Julio did not specify which ideas and tgbts they exchanged, but it was
apparently about the class concepts, since he skasl gpecifically whether he talked
with any of his class mates about the class méteria

Juan noted that he was able to talk with Rafaedideatof the class time. When

asked what was most beneficial, he explainedk#édiit, because when | was in the class,
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| was going to ask about what | didn’t understaradl \l herefore | talked with Rafael

and | understood it because he has a beautifulofvayplaining things.” Juan was a more
reserved student in class, probably because agbalifference between him and the
other students. However, his quote makes cleahtn&und it useful to talk with Rafael
outside of class.

Finally, Rafael remembered conversations that ldewith the others in the class,
the topic of which turned to self-examination aéittdeficiencies in their leadership. This
was a type of group self-reflection. He recalled,

One of the things that we saw as alumni is thaalvieave many

deficiencies in our leadership. And for good or bad were aware that

the deficiency was not just in our being, but ihatas in all of our fellow

leaders. Therefore we saw a great need, all thiests. How do we begin

to work?

Rafael indicated that he and all of his cohort meralbalked about their leadership
characteristics and were made aware of the de@igsrthey had, as well as those of
other leaders. This led them to consider ways tkweovercome their weaknesses. The
collective discussion was useful to him and otletsansferring the material to their
lives.

Conversations With Others

Several of the interviewees also mentioned that izel meaningful
conversations with other leaders in their churchiatking with others outside of the
class was a means of reinforcing what they wenmileg. As they understood particular
aspects of leadership, they were interested inrgi#reir insights with others. Rafael

explained that once he began to understand howagerg a vision applied to him he

shared it with others in his church. He explained,
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As a result of the class, once | began to undeddtas, | couldn’t keep it

to myself, but | began to share it...as a counseldin¢ youth, with the

families with which | had contact and with eachssl#hat | had in the

church. I tried to make this known, that every parg/ould analyze,

“Where am | and where am | going?”

Rafael's excitement about his own understandingneisioning led him to share the
concept with other members of his church. The eawsr to others demonstrates an
awareness of his understanding of this concept.

Julio also mentioned that he shared with otherreldad leaders in his church
what he was studying in the class about teamwoekaffirmed, “Yes, | shared with some
and with those that were closest to me. | sharedigion of working as a team, and they
are doing it, they are also working on this ardéathis case, Julio was able to see
positive results from his conversations with otheseut teamwork. When asked whether
he thought that talking with others helped him dgehpis understanding of teamwork, he
responded, “I believe so. It is an area that a¢$imve don't like, but it is a strong area
that we must have as leaders and elders...Theréfisran area that we have to have.”
Talking with others outside of the class deepengdihderstanding of the significance of
teamwork.

Class discussions, talking with their classmatéside of class, and sharing with
others helped these participants make meaninges ¢heory. First, it served as means of
reinforcing the material in their minds. Secondalibwed for clarification, and third, it
served as a means of promoting reflection.

Deficiency awareness

Deficiency awareness is the seventh area thatidesdnow these participants

made meaning of class theory. Rafael mentionecctealy in his interview, as he spoke
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for all of his cohort members and other leadersséld, “We were aware that the
deficiency was not just in our being, but that &san all of our fellow leaders. Therefore,
we saw a great need, all the students. How do gm Ibe work?” The other participants
made these types of remarks as they became awtreirodeficiencies in their
leadership skills while, they made meaning of tlassconcepts. These comments are
scattered throughout the other themes, but occue fnequently under the theme of
reflection, as the students became aware of theit@mings and failures. This theme is
also tied into the motivation theme discussed bekspecially under the two categories
labeled: feelings of inadequacy, and awarenepsiaf failure.

The participants in this study indicated that thalzed their ministry
responsibilities to construct meaning of the cths®ry on leadership. Many times, their
personal life experience intermingled with the rsini experience so that it was
impossible to separate the two spheres. Constguoiganing was a very personal issue,
and each participant expressed unique ways thatntlagle meaning. Life and ministry
experiences were vital to the process of constigetieaning. The participants drew
upon these experiences as they studied the class/tto make sense of what they read
and discussed.

Motivation to Utilize Class Theory in Concurrent Ministry Responsibilities

The second research question focused on ways thvwebincurrent leadership
experiences motivate students to utilize classrtheo leadership in their concurrent
ministry responsibilities. An analysis of the iniews reveals that the six participants in
this study were motivated by their concurrent |leskli@ responsibilities to utilize class

theory on leadership in a variety of ways. Thegpanses can be divided into the
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following seven categories: feelings of inadequasyareness of prior failure, feeling
special to God, positive results, “Oh, | can da thihe emotional weight of ministry
responsibilities, and God’s intervention.
Feelings of Inadequacy

The participants indicated that feeling inadequatgerform their leadership roles
was a motivation for utilizing the class theoryesh feelings of inadequacy took two
forms. First, they expressed general feelings afi@guacy, which they described as
being incapable or overwhelmed because they felttoea leadership position. Second,
they expressed specific areas of inadequacy, wheyestated that they did not know
how to perform a leadership function. In both casies participants expressed that the
class concepts were helpful to them. They werevatgd by their feelings of inadequacy
to utilize the class theory in practice.
General Inadequacy

The six interviewees all expressed that theygetterally inadequate. Rafael
provided a good description of general sense afagaacy that these students
experienced in the following statement:

One of the things that we saw, as students, isathaf us have many

deficiencies in this area of leadership. And foodjoor for bad, we were

aware that not only was this in our being, but thatas in our own fellow

leaders. Therefore, we saw a great need — alledétiidents. How do we

begin to work? Therefore, it was one of the thithgd impacted us.
Rafael's statements indicate that the studentgrezed their short-comings or
inadequacies. As a result, they asked the questimw do we begin to work?”

Apparently, this question expresses a motivatiowdat to find answers, and it

motivated them to utilize the concepts they wewndyng in class. This general feeling of
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inadequacy can be categorized in two different gsofirst, feeling inadequate because
of being new to a leadership position, and secargineral feeling of being incapable.

Rafael, Pedro, and Juan expressed that theyn&leguate because they were
new in their role as a leader. Rafael used the tmrdrshadowed” to describe his
experience. Pedro stated that he felt tense, andngery new. Likewise, Juan
expressed, “I didn't have an idea about beingdeleaRafael expounded on his reason
for feeling overshadowed when he explained, “Duthig time | did not have much
experience, and there were other elders who hdd eigen years already as elders.”
Pedro also expressed seven times in his intenhaitte felt new to the position of elder.
For example, these three statements highlight liemgly he felt his newness. He
shared, “I was beginning my leadership, just beigiqui He continued, “As an elder |
was just beginning in the way.” He added, “As afeel | had just begun.” As a result, he
explained, “I was still listening to the other elslén the meetings...while | was silent. |
didn’'t give an opinion for fear. | didn’t say almamnything. | felt very new.” Pedro’s
experience reveals how powerful the feeling of egadacy was to him at that time.
Finally, Juan also spoke of being new to his lestdiprposition and stated, “It was the
first time that | was a leader.” It is significahtt these three men spoke of the powerful
feelings that hindered their leadership.

This feeling of newness to their leadership rplewerfully motivated these
participants to utilize the class material. Rafaeht on to reveal that the class concepts
helped him to see himself differently. He sharédné of the things that helped me a lot
in the leadership class was to see myself, ‘Whd,and where am | going?” This

helped him see the importance of his leadershgant motivated him to utilize the
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class theory. Juan similarly expressed that tresalaaterial was useful to him. He
explained, “It was necessary for me to have thitend. ..l didn’t have an idea about
being a leader.” The theoretical concepts presanteldss evidently helped Juan to
understand leadership better, as he emphasizedethé¢hat it was necessary for him to
have the class. He clearly stated that it wasithetime he had been given a leadership
position, and his leadership responsibilities warelently causing him to feel ill-
equipped, which motivated him to use the classrtheo

In these three instances, the feelings of inadeguare related to being new to a
leadership position. The experience was new, acae#ted, as in Pedro’s example,
strong feelings of inadequacy that in turn motidateese students to utilize the material.

A second type of inadequacy articulated by theigpants was related to general
feelings of inadequacy. Julio and Adan voiced thiee of inadequacy in broad and
general terms, which described that they felt iatdg of exercising good leadership.
Julio responded to the question about how theatafke paper helped him, noting, “I felt
unable in many areas.” Later when asked whetheemembered an emotionally
impactful moment in the class he described oncenabjat he felt inadequate. He
explained, “One of the things that it did [wasjtake me see that as a leader | was
nothing — that I lacked many tools in order to sg&elf as a leader. | felt incapable of
being in the group.” This was a general inadequbegause he does not express any
specific area where he felt incapable, only that Esader he was nothing and that he
lacked many tools.

Adéan explained that he too felt inadequate. Whasked him to be more specific

about how his ideas about leadership changed,spemeed:
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Well, yes...l became more conscious that it's nat jlae pastor who has

to be the leader. But we who are a part of theathare role models for

the younger generation and our own peers nextidoas...and feeling

like the weakest link, or knowing how weak you ergsome areas. You

really have to work hard on...it
In this response, Adan expressed feelings of geimardequacy. He recognized that he
had leadership weaknesses, but he did not mentipsecific inadequacies. However
he clearly expressed that he was motivated tazeatihe material by his feelings of
inadequacy as he was confronted with the courseecbn

These two men expressed that the general sensad&quacy served as a means
of thinking anew about their leadership roles. Theglings of inadequacy motivated
them to utilize the class concepts, either asatresfeeling new in their roles or
because of their perceived weaknesses as leadessgdneral inadequacy, although
expressed in broad terms and not specifically agdglh any one area, was at the same
time a very powerful motivation to utilize the maaé
Specific Inadequacy

Three of the participants — Julio, Pancho, and Jualiso expressed specific areas
of inadequacy. They are specific because they sla@ted areas where they did not know
how to perform a specific leadership function. Thegognized the importance of the
class concepts, which helped them to overcome thieses of difficulty.

Julio named two areas where he felt inadequatefifidtevas in the area of team
building. When asked what class concept had that grgpact on him, he responded,
“The area that | did not have was team buildingdidh’t have it. How to relate to other

people and build a team in order to work.” The selc@was in the area of planning. The

researcher asked him what other area impactedamdhe explained, “One, the way of
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how to make a plan. This also impacted me, beckalse didn’t have, not even have an
idea of how to make a plan.” In both instancesdisénctly mentioned that he was
deficient in both of these areas. He used almesséime words, “I did not have” to
describe his inadequacy. In both cases he relatgdHe class material was useful to him.
He continued, “Two years ago, this plan of teaniding was a very beneficial help to
me,” adding, “Yes, it impacted me a lot in the slas the project that | can do it, and
with others, how to plan something, this impacted’rilis perceived inadequacy — not
knowing how to preform a specific function of leegtép — motivated him to utilize the
class concepts on team building and planning.

Pancho also related an instance in his evangelisnstny when he recognized his
inadequacy. When the researcher asked him whetherethe class he had been doing
things without a great deal of planning and visto&yesponded, “Yes, that’s correct.”
The researcher then questioned, “And when youtdid) like that, they generally
turned out badly?” He responded with the followexgplanation:

Yes, a failure. Once, for example, we went out...géng was

negative...They ran us off from some visits thatmade. From different

neighborhoods they ran us off...This made me thinst,For those who

were with me, | didn’t have a method...there wastnategy to confront

the situation. | returned, | wept alone, and afseds | talked with the

pastor.

He shared this in reference to running an evanggii®ogram without a great deal of
planning. His words expressed that he felt inadeghacause he did not have a strategy
for dealing with rejection. This inadequacy — sfie¢d their evangelism program — was
a motivation to utilize the class material on pliagn

Juan also related that he did not know to buildaamt. When asked which

leadership concept impacted him the most, he regahriThe idea of team building
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impacted me a lot. Why, | don’t know, always wheey gave me a responsibility, | did

it alone. I didn’t know how to deal with other binets.” He acknowledged that he did not
know how to deal with others. A few questions latenen the researcher asked him what
emotion he felt when the class discussed teamihgiltie replied, “It caused me to be
happy, because then, | was closed to working witers. When | was entering into
teamwork, it was difficult, but it was somethingdeded. To work in a team.” This
second statement clarified that he recognized dwsl o learn how to work with others.
He was motivated to utilize the class theory omtéailding because he felt inadequate
in this area.

These three students’ examples provide a very oieaght into how a feeling of
inadequacy in a specific area motivated them izetihe material. Their desire to want
to know how to do something because they realizenl inadequacy was a powerful
catalyst for learning the material.

Awareness of Prior Failure

The awareness of prior failure in a ministry ditoiawas another motivation for
utilizing class theory. There were instances wiséndents recognized that they had been
wrong, either in their actions or in their attitsdd@his awareness was the result of the
intersection of the class theory and their concumeainistry responsibilities, as these two
worked in tandem. The interviewees used words fikiyought,” “I realized,” and “I
was confronted.” Rafael summarized it very well wihe expressed, “It is a great step
forward when you become aware that you are doimgshthe wrong way.”

Rafael, Juan, Pancho, and Adan recognized adaituheir actions that

motivated them to utilize the class theory. Ra$dred this statement concerning his
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style of leadership, “I realized that | was a laadat in the sense of saying, ‘Do this or
do that.’” It impacted me to see that | was doinggé badly. It changed the way of doing
things.” Juan shared a similar moment when heeabzed that he had viewed
leadership wrongly. He stated, “I thought thatldeeder didn’t do anything but give
orders, ‘Do this or do that,’...But it is the oppesithe leader has to be more, to direct the
group so that they follow the vision.” Pancho, wiasked to describe how his ideas or
perceptions about leadership had changed, expldiBetbre | said, ‘We are going to do
this or that.” Yes, we prayed as for any projeat,ibwas not in your mind that it had to
work.” His words reflected a change in his actionacerning planning. Adan simply
recognized “l know what has to be done, and I'mdwhg it,” in regards to using the
leadership concepts of planning and controllingeSenfour respondents expressed
clearly that they became aware of failures in theadership as they compared class
theory with their practice.

Pedro shared a very personal insight that expies$ailure in his attitude
towards leadership. He was confronted with hisgadd the belief that he was an elder
because he deserved to be an elder. This waspames to a question about what
changed in his leadership as a result of the cidsshared, “...my own pride. Therefore
when they mentioned me as a leader in the churcfat this point he made the motion
of putting on a coat and tie.) The researcher abkedo explain these motions and he
continued:

But in the class, when | confronted this, | realiziat this was false, as if

being an elder was a position | deserved. Thergfonmake these motions

(putting on a coat and tie), signifies that | deest, a position that not

just anyone can carry, but | can do it. But wheorfronted the class, |
realized that | was completely wrong. That it's n@. It is not my pride.
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That it is not for those who can. We know from whalfrthings come,
from God. This debilitated me.

Pedro’s description indicated that he felt thahld to defend his leadership prior to the
class. He thought he deserved to be an elder.dd@neof putting on a tie and coat
expressed an attitude of pride. But he states atbhatehe class theory caused him to
confront this attitude. The class caused him thzeghat his attitude was wrong and this
awareness was a motivation to utilize the clas®nadt
Feeling Special to God

Feeling special to God is a category that dessr@beoment when a change
occurred in the way the participant saw his leddprsole. It involved a change from a
participant feeling inadequate and perhaps faéis@ leader to understanding that he was
special to God, who had entrusted to him a leagembsition in his church. Only one
participant indicated this as a motivation, andd&scription is a powerful picture of
what it can do in a person’s life. Rafael sharegdftiflowing in relationship to how he
worked with his fellow elders. He was feeling ovedowed by their years of
experience, but the class helped him.

One of the things that help me a lot in the leduprslass was to see

myself: “Who am |, and where am | going?” Oncethbfished this, who

am |, not to deny that | needed to grow, but t¢ f@@ne sense special to

God, who had established me in a church to takeafat. This gave me

value and humility. “Good, okay, | am put here bydG@o take care of

God'’s people...My patrticipation has value”...My visierpanded. It got

bigger. There was another way to see my leadeestdgeldership.
He was positively impacted as he saw the importahtés leadership role. He saw that

his participation had value because he had beeegia leadership by God to take care

of God’s people. Feeling special was a powerfultp@semotion that motivated him to
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utilize the class material because he could seeldem&ficial it was to himself and to the
church.
Positive Results

A positive result was yet another motivation foe students to utilize the material
in their ministry responsibilities. These results eategorized as internal and external.
Internal results relate to what the participants@i®ed or felt about the concept’s
usefulness to them personally, either in theirdigein their leadership roles. External
results are where the participants observed pesitimistry developments and reactions
from others. Seeing it work motivated them to mélihe class theory.

Internal

Internal positive results reflect a change in hme&ful the students found the
concepts for themselves. This resulted in posithenges to their self-perception and
capabilities, and it became a motivation to usectags concepts in their ministries. This
internal perception that the material was usefdl d&remendous impact on several of the
students. Four of the participants noted the mbtwuehey experienced because of the
internal positive results.

Adan reflected upon what it meant to write theeetive paper for the class,
recalling, “The experience of [writing the paper].mean...feeling the information
useful for your life and for the church is diffetett's a world apart, I'll say.” He started
by expressing an idea related to writing the pégelf, but did not finish that thought
completely before he added the last part. He ezprethat the motivation to utilize the
material because it is useful sets it apart froneotearning experiences. His comments

were set in contrast to other sections of his wiker, where he mentioned that he studied
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these concepts before in the Juarez Technicatutestout failed to apply them, perhaps
because he did not at that time see their impogtémais life and to the church.

Others expressed in emotional terminology that tbend the material useful.
Juan, when asked to whether he felt any emotiomwdem building was discussed in
the class, responded, “It made me happy, becauas tlosed to working with others.
When | was beginning to work on a team, it wasidiff for me, but it was something
that | needed, to work in a team.” Pedro saidelt €ontent, because | saw a way to help
my church without looking at myself.” Julio said;His encouraged me,” in reference to
planning, because, “I did not have, not even hawe to do it.” These positive emotions
indicate a change in perception concerning the rtapoe of the material. They are these
participants’ internal responses served as motimatto utilize the concepts.

The internal perception that the material was Useés also expressed regarding
perceived changes in their interactions with otheslro noted several times that he was
changed by the class theory, affirming, “Yes, nadership changed. | learned to make
decisions not for myself, but for the group, to unat It helped me mature.” He related,

“I could deal with the session, as a teacher, las@er with the group. | could talk with
more confidence with them, | could tell them thighmat, without the pretense of having
to say, ‘l am a leader, | am a leader,” much metaxed...| could speak with more
confidence with the elders and in every area.”

Juan mentioned very briefly that one way his leskigrchanged was that “I
could involve myself with the group...” He moved frdrmaing aloof to being able to
draw near to others. When asked about the reduite @hange in his being, he added,

“It is better now, | can better reach people withloassle.” Julio also expressed how
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learning about planning was internally motivatikig shared, “This helped me, to be able
to plan things, and plan them really well... This esmaged me and helped me
enormously also. | could share my opinion and la¢dp.” As these three participants
expressed, they felt motivated to know that thest@oncepts were helping them to relate
better with others.
External

The external positive results are those resudtsttie interviewees perceived as
positive changes in the development of a ministheir reflections can be categorized
into two areas. First, some participants descrépdsitive result as the development and
advancement of a particular ministry. Second, @ipegesult was seen as a positive
change in the attitudes and participation of othEngse external positive responses
motivated the participants to utilize the classoapts in their concurrent ministry
responsibilities.

Rafael illustrated how observing a ministry devedop advance impacted him.
He shared that he was frustrated with a ministryyohg to get families in the church to
have family devotions and to establish small grotjesdescribed it this way:

| was in charge of cell groups. We were establigloiell groups in the

church and in the same families. My function wasisit and encourage

the brothers and sisters so that each home woudth legangelistic center.

| battled a lot because | realized that one othinggs that many families

lacked at that time, was the lack of prayer, arddalck of reading [the

scriptures]. This at a certain point of their liweas a weight and a

frustration, because it was something that theyewet doing, and then

someone comes and wants to establish it. It wasr&ting for these

families.

Rafael’'s words indicated that he and others wergtifated by his visits and attempts to

establish cell groups and encourage people totheaBible and pray.
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He then explained how he utilized the class mdteniaeam building and he
mentioned the positive results he saw.

When | saw this situation, what | did was to formgraup. | looked for

people, brothers and sisters, who wanted, who w@renitted to God, to

prayer and reading [the scriptures], and | formggoaip. And from this

group, we began to form cell groups. It was muchezdor this servant, it

was much easier for this servant, because | nceeloiedf alone...It was a

blessing to other families because this expanded.cEll groups grew.

The positive results that he experienced motivatedto utilize the class theory on team
building. He was no longer alone, but had the stppfdike-minded team members, and
they saw the blessing it brought to others as asthe growth in the ministry. All of
these positive external results were a motivatountilize the class concept on team
building.

Juan also described the joy of seeing a changes iministry with the youth at his
church. In the area of organization and plannirgstated that before, “We did things but
very disorganized. Yes we did them, but it wasestablished what we were going to
do.” Later, he described this change in the orgdium of their activities, recalling, “It
changed. All of the activities were well organizadd everyone had something to do. If
we were ten, everyone had something to do. Ancttivasn’t just one doing everything,
but everyone was doing a part. And everything cauidetter. The activities came out
better.” Juan’s description of the change he olegkiv how the youth organized and
planned activities showed how that experience mtg him to utilize the material. This
positive result reinforced the utilization of thencepts.

Julio, when asked whether he had talked with otimeings church about the

leadership principles, stated that he had. He exgada “I believe that | talked with some

others that had, and with those that were closerad shared about envisioning and of
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working as a team...and they are doing it. They e working on this area.” He was
encouraged that they had not just talked abouetbescepts, but that they were utilizing
them. These positive results were a motivatiorntitze the class theory.

Juan also shared about positive results in attage participation among the
youth at his church. He mentioned in his intervibat he saw a positive change in
attitudes and participation among the youth inchigrch as a result of team building.
When asked which leadership concept impacted henmibst, he mentioned team
building. He said, “This helped me doing this aadhfing a team.” He continued, “It
impacted me, because it was no longer only my iolegit was the idea of many others,
and well, with many ideas we can join them togetaed it was greater, and it was more
specific.” He was then asked how the atmosphetkeoieetings changed. He
elaborated, “I was seeing their happy faces, becexeswere doing what everyone
wanted to do and not just what | wanted to do. fwee began to participate.” As Juan
began to utilize the concepts of team buildingeesdly seeking to include others in the
planning and execution of activities, he noticeat the group dynamics changed for the
better — happy faces and group participation. Tipeséive results were an ongoing
motivation for Juan to continue to utilize thesa@epts in his ministry.

Oh, I Can Do This

The realization that they could put the theorettmaicepts into practice was a
motivation mentioned by three of the participaiitsis motivation had two components.
First, the participants realized that the concee implementable. It was not just
theory without connection to reality. Second, theglized that they could personally put

into practice particular leadership functionsslhbt always clear which of these two
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components is foremost in their comments, and [iolgiihe realization that the concepts
were useful led them to understand that they cpaldonally use them. This realization
expressed in the interviews, as they reflected upein inadequacies and failures in
comparison to the class concepts, resulting inyaropening moments when they
realized, “Oh, | can do this.” Pedro and Adan setoehighlight the first component
mentioned above, while Julio focused his commentthe second component. In either
case, the concepts became more tangible to themessilt of this realization, which was
a motivation to utilize them.

Pedro commented that he came to understand tmatitedding was an important
concept and that “the function of the leader istnato or just to say, ‘Do this and this,’
but rather to say, ‘We are going to do this and.thHe was then asked if the class
helped him understand or put into practice thiscephrelated to team building, and he
responded, “I believe it was both. The overview #reunderstanding and we can do
this. Particularly, ‘We can carry this out to exeeon.” His response indicated that the
idea that class theory was implementable motivhatedto utilize it. The concept of team
building was not beyond his ability.

Adéan also mentioned similar responses during hevrew. Prior to the class, for
example, he stated that he viewed leadership istlibech as the responsibility and
prerogative of the pastor, but this changed. Heesha

Yes, that was my understanding at the time. Butnathieok the class it

really kind of opened my eyes more... and so, wedgait, we cannot just

help him out, but we have to take over for him euelty, and this is one

thing | didn’t have... not even in mind, it wasn’tesvthere. And then |
became aware of it.
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Adan’s words reveal that he experienced a chanpesiideas about leadership.
Although he did not specify which class theoretmahcepts he was referencing,
it was evident that he became aware that the ctassepts were more than just
theory. In particular, he described the emotiomgdact of the class on him when
he realized that he had studied these same coratepiarez Technical College.
He exclaimed, “Wow, this is the same thing. It bdidme in a sense, because |
knew about it, and | wasn’t applying it to my liféo at that moment, | realized, ‘I
know what has to be done, and I'm not doing iMhen asked whether this was
discouraging to him at the time, he replied: “I Wwbsay, no. | would say that it
was eye-opening to me in finding out that’s why hmserable, because I'm not
using what | have. So | said, ‘Yeah, lets go antifoato practice.” Adan’s
realization that the class theory was usable rededle power of this motivation.

Julio expressed that he was motivated becausederstood that he could
implement the class theory. This was mentionesvmareas: team building and
planning. In responding to the question about wéretle remembered feeling any
emotion during the class discussion concerning teailding, he responded, “I felt good.
| felt motivated. | felt happy, because, | don'okwif it was because of my companions
[fellow students]...This is mine, no? We can sharg, thre can do this together.” Later in
the interview, he was asked if any other concepiicted him, and he responded, “Yes,
one, the way that one can make a plan. This imgangebecause | didn’t have it, not
even how to make a plan. Yes, it impacted me @lthte class. The project that | can

plan, or with others, how we can plan somethings Tihpacted me.”
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In both these instances he mentioned the ideaiog ladle to implement the class
theory. Later, in reference to what he felt whendlass discussed this topic, he
mentioned, “It made me feel sad in part because hat have this tool. But at the same
time, | felt happy for what | had and that | codlol something. Like a game of emotions,
no?” The idea that “we can do this,” and “I cannglaand “how we can plan,” motivated
him to utilize the class concepts.

These three students expressed clearly that thethde they could put class
theory into practice motivated them to utilizeTihis realization had two components. In
these three instances the participants expresshdhmidea that the concepts were
implementable as well as the “Oh, | can do thisitseent. Understanding that they
could utilize the class theory in their practicdeddership motivated them to do so.

The emotional weight of ministry responsibility

Five of the students expressed the idea thatrttwienal weight of their
concurrent ministry responsibility was a motivattorutilize the material. Julio
expressed this most clearly. When asked whethee sdrhis ministry responsibilities
motivated him to study the material in the bookrésponded, “I believe that as a leader,
or one who is out in front always has to make tlag etter. One has to show a better
way. | think the only way of making things betterneg as a leader must be prepared.
This motivated me to study the book.” His statengsmonstrates that he was motivated
to utilize class theory because he felt the respditg of leadership. He directly
connected his motivation to study the book withd@ase of responsibility that a leader

must make the way better by being prepared.
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Pancho shared in his interview that he felt thetemal weight of leadership
responsibility. In reference to the question regayavays in which his concurrent
leadership responsibilities motivated him to ledu@ material, he responded with the
following explanation:

Yes, for example as a leader, | have to draw reetret brothers, to the

church. For example, to make visits to talk ang/pré&elt the

responsibility as a leader, the duty with the chufor example, with the

bench warmers, the ones that come to sit... “Heyhlerptvhy don’t you

help me there?”

Pancho’s comment highlighted how his ministry rexsgioilities motivated him. The
emotional weight of ministry responsibility wasealissue to Pancho. Later, he
commented on how he was impacted by writing thieecg¥e paper and noted, “For
example, as an elder in the church, you have tor@otnproblems...there are
difficulties...what will happen? What to do? For rregdership was very large, a lot of
responsibility.” Finally, he reminded the researdfat twice in his reflective paper he
asked the teachers to pray for him, “because Ipsasccupied with the weight (of
leadership)...” and “I asked that you all pray for bezause | felt that the weight (of
leadership) was very great for me.” Pancho expcesseeral times that the weight of
ministry responsibility was a reality for him. Itativated him to consider how to utilize
the class theory.

Juan, when asked whether he thought the claseptmiad a greater impact
because of his leadership responsibilities, std@fcourse, it was more impacting to
have a leadership role and studying this...it imphate, because | took it, so to speak

with more desire than if | had not had the resgalityi.” Juan indicated that his ministry

responsibilities gave him a greater desire toagtithe class theory. He further explained,
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“Yes, it encouraged me, because since it was thetiine, as | told you, it encouraged
me to know more...[about] what | was about to erdedd.” He felt that the emotional
weight of his newly assigned ministry responsipilitith the youth, and his lack of
experience and “know how” were motivations to usermaterial.

Adéan described a problem that their church had pléinning and how this
encouraged him to put the class concept of planinitogaction. He recalled,

...because as part of the board, we were plannindjdw would | say,

because of time constraints we didn’t do enouglhat's what | felt. We

didn’t go even as far as three months. We triedbtd three months at a

time, but we needed more time, and by the time ee\able to meet

again, it was time, time was a constraint agaiesitithat moment, and we

wanted to do something that had to be done irefiftdéays. And | mean,

yes we did it, but it didn’t come out as good as ttoming out now that

we are working with Pastor X.
Adan described a situation where the board wasgavouble planning far enough in
advance because they were not able to meet asfidgas they had hoped. When asked
how often they met to do this planning, he respdntie was supposed to be every
fifteen days, but it got to the point where it gota month or month and half. So it was
hurting us and it didn’'t do good at that point.’e Mas then asked whether he felt
encouraged when the class talked about planninghamesponded, “Yes | remember |
got encouraged into getting that into my church tige planning stage.” In Adan’s case,
the reality of their failure to plan with enoughtiaipation was a ministry responsibility
that weighed on him and motivated him to bring tbifis church.

Finally, Rafael shared another perspective on mnimstry responsibilities
impacted his desire to utilize the class concéesnoted that his family responsibilities

motivated him to utilize the concepts in the clamss,just his leadership responsibilities

in the church. When asked whether there was anathson why the concept of
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envisioning touched him so deeply, he respondeds;Yamily, in my home. Yes,
because as a couple | don’t believe that we had getl. Where are we, and where are
we going? This helped me to see this area in aderosay. In our marriage, as a couple.
Where are we as a couple?” Later he elaborated#iag) married is an important
leadership role, noting, “Yes, | believe that isetrbecause the moment that God gave me
a wife | became a leader in my home. And | belighat the class not only impacted in
the area of being in an organization, like the chubut in my personal life.” He did not
deny that ministry responsibilities were a factomotivating him to utilize the material,
but he saw a broader application to his marriagepensonal life. This is an important
point, since it reveals that students were moto/atefamily responsibilities as well as
by ministry responsibilities.

Overall, it seems clear that the emotional wegghhinistry responsibility was a
motivation to these students to utilize the clag®ty in their concurrent ministry and
home responsibilities. As they felt their respoiigibs, they were motivated to utilize the
class theory. They understood and articulateditineds important for them to have these
responsibilities because it created opportuniteslfem to see how useful and important
the class theory was to their situation.

God’s Approval

The final motivation mentioned by four of the intiewees contains references to
God'’s approval. This seemed to be an importantvatitin that was not directly solicited
in the interview, but was expressed by them. Thetleey attributed to God ranged from
direct statements expressing the idea that “Godteahing me” to oblique statements

that acknowledged the work of God in their lives.
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Adan, Pedro, and Rafael attribute a direct rol&ool as a motivation for using
class theory. Adan stated, “That's why | tell ybhelped out my personal life... because
that was my experience. | was getting there. lliledt God was teaching me.” Pedro, in
describing changes he experienced in his leadeashgm elder mentioned that he felt that
“God was working in me.” Rafael mentioned that Gatped him see his leadership
potential in the class. He explained, “Therefonanks to God, | see in my life that | am a
natural leader. | have seen it in every one of neas Maybe | didn’t want to accept it,
but God has shown me that, and by means of ths,¢dlasshowed me more.” These
statements directly attributed to God a role irséhimterviewees’ motivation to utilize the
class concepts. Their statements, “God was teach@gand “God was working in me,”
and “God has shown me that and by means of the blashowed me more,” indicate
that they attributed to God an active presenchaeir tearning process. This made a
difference in how they utilized the class theory.

Two students also mentioned in a more oblique matma¢ they felt that God
was an active part of their learning process. Rafegcribed what happened to him as he
wrote his reflective paper,

In one sense sad because | saw myself and samyHatdership is...but

in another sense, | felt happy, because in thiw file gospel came to my

life in order to open up an area of my life to bastive and recognizing

that | am bad. And ask God to forgive and ask ieatransform me by the

Holy Spirit to make things better. This encouragezla lot.

In this quote, Rafael did not directly attributeGod the idea of teaching him, but he did
allude to the role of God in the process. He aliltdethis through his reference to the

gospel, which opened up his life to be sensitive tarrecognize this faults, as well as to

asking God to forgive him and transform his lifee Was enabled to reflect honestly
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about his faults and failures because of his faitGod. He was sad as he recognized his
disabilities, but he was also happy because herstodel God’s forgiveness and the
transforming power.

Juan also alluded to the role of God in his maeibra He responded to the
guestion about whether his ministry responsibgitielped him to utilize the class
material with this statement: “I believe that itsM@od who acted, because then, nearly,
about [this time], | entered as a leader of thetlyouentered with this material.” Juan’s
words revealed that he believed that it was ndtthesnewness to leadership that
motivated him to utilize the material, but thaivihs also God, who acted at the right time
by bringing together this class with his respongieés. He explained his need with these
words: “Yes, it was very necessary for me to héwe material, because it was the first
time that | was a leader. | did not know anythibguat being a leader.” Juan also made
another oblique reference to the role that Godqaawg his learning. When asked how he
felt about writing the reflective paper, he exp&dn“It was the Holy Spirit that was
running in my heart. Because, yes, | felt bad, bsean another way | was being
egotistical, being a leader, | was not humble likbould be.” He recognized that it was
God [the Holy Spirit] who was working in his lifes &e recognized faults in his
leadership skills.

The motivation that these students felt when tleepgnized either that God was
directly teaching them or that he was active inrtlearning process highlights the role
God played in their motivation to utilize the maaérAlthough this was not mentioned
with as much breadth and depth as some of the o#tegories, it did seem to be a

significant factor for them.
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Concurrent leadership experience motivated thecgzants to utilize class
theory. Their leadership experience provided theth awway to compare theory with
practice. They experienced negative emotions asréadized that prior actions were
inferior, and they experienced positive emotionthay saw the usefulness of potential
and actual applications. Concurrent leadershiparesipilities provided a laboratory that
motived them to utilize the class theory.

Transfer of Learning

The third research question focused on the follgwikiVhat seminary course
theoretical knowledge do students transfer to tb@icurrent leadership context?” Every
interviewee in this case study reported that thdytrdnsfer course theoretical knowledge
to their concurrent ministry context. Their statemsandicated that this transfer occurred
in three broad areas: attitude, social behaviat,aation. Attitude refers to a change in
their perception about the importance of one ofsikdeadership concepts. Social
behavior refers to a change in how they relatemthier people as they transferred one or
more of the leadership concepts. Action refers¢bange in their practice of leadership.

Transfer of learning is defined by Haskell as, “tise of past learning when
learning something new and the application of lxatning to both similar and new
situations.*! Transfer of learning can be categorized as eftiear” or “far.” Near
transfer is empirically measurable and generalguosbetween similar types of
problems. Far transfer is characterized as a memergl transfef*? Far transfer

characterized the first two areas of attitude aglohlior. Near transfer characterized the

211 Haskell, xiii.

212 Macaulay, 4.
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last area of action. Determining when near transteurred is subjective in this case
study for two reasons. First, the researcher oad/the testimony of the participants on
which to rely; there is no external means of eroplly verifying that transfer occurred.
Second, the amount of transfer is not measurektdasuring how well the interviewees
applied theoretical knowledge to concrete actidmeigond the scope of this research
project.

The course theoretical knowledge covered six fanstof managerial leadership.
These six functions include envisioning, plannioigganizing, controlling, team building,
and leading® Each of these six functions was defined, and §ipestiills needed to
effectively implement each function were presentethe students. These skills
addressed the attitude, social behavior, and actierded to utilize each function. It
should be noted that although the researcher @itdhis class, neither he nor the co-
teacher intentionally or inadvertently named thésee categories in the class. The
researcher became aware that the textbook touch#tese three areas of transfer during
the process of analyzing the data and comparingdréipants’ responses to the
theoretical material in the book. He also labeleglthree areas of transfer before the
connection was made with the textbook.

Attitude

Attitude refers to how a participant’s person&wiof leadership changed as a
result of the class. Four participants sharedttieyt had a new attitude about the
importance of one or more of the six functions pnéed in class. This change occurred

as they became aware that their current understgrdia leadership function did not

213 Orr, v.
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coincide with the class theoretical knowledge. €heere two types of attitudinal
changes noted in the data — a change in perspetioug leadership’s importance and a
change in how the participants understood thaelesaelxercised leadership. These
changes in attitude suggest that transfer of lagrtaok place.
Leadership’s Importance

Adéan and Rafael shared how their attitude changgdrding how they viewed
their importance as leaders. Adan noted succintithgecame conscious of the need to
lead.” He related this in the context of expoundipgn how the class helped him to
understand that all the men in the church needad.|He explained,

Yes, yes, because | was thinking of the leader vthat.the leader always

had to be the pastor. And in a sense he is. Bheatame time, each of us

has to take the role model of Christ...and take d@rupurselves to become

leaders for the church. Because we are the méreaftturch, we are the

head of the family... we are leading our family fiastd then take part in

the church. We have to lead the rest of the pempiegot to be an

example...Well, yes, | became more conscious thanhit just the pastor

who has to be a leader. But we who are a parteo€tiurch are role

models for the younger generation and our own peexsdoor to us.
Adan’s words about leading in the church show liga¢xperienced a change of attitude.
His words described a “before” and “after” expecenThe “before” context was
revealed by his statements regarding the pastatdrship in the church. His prior
conception was that his leadership role was not weportant. He thought that the pastor
was the leader. He also became conscious thatsatbald lead along with the pastor. It
is evident that a change took place in his thinkiftge “after” context highlights his new
attitude. He began to see the importance of hdeleship as a role model of Christ. The

men of the church should be leading, as role mdddise younger generation and their

peers. This change in attitude demonstrated aftnaoktheoretical class knowledge.
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Rafael also expressed that the class changed kisfwederstanding his
leadership. In describing how he worked with theeotlders of the church, he used
these words:

Well, okay, | am placed here by God to take cartefpeople of God.

Where am | going? My participation has value. Tikathere | said,

Where am | going? Here | am and | am going thengvidion expanded.

It grew bigger. It took another way of seeing mgdership and eldership.

This impacted me a lot, because it changed my wéyirtking and of

seeing things.

In this quote, he expressed that his vision expdiadene began to understand that God
had placed him in the church as an elder and leati®words indicated that a radical
change occurred in his attitude about the impo#garidis leadership. Later in the
interview, when asked him how his leadership resjimlities encouraged him to study
the class theory, he commented,

It was strength in my life to know about leadershipherefore, thanks to

God, I see in my life that | am a natural leaddrave seen it in every area

of my life. Maybe | didn’t want to accept it, bub@ has shown me that

and by means of the class he showed me more. Dhere$aid to myself:

“What are you doing with the leadership that God gien me? In what

ways am | developing it?”

In these statements, he indicated that because aldss, his understanding about his
leadership changed. He came to believe that hewasural leader, but that he was
having difficulty accepting it. Again, his wordsdicated that a change took place in his
attitude. In the light of this new attitude, he Bedo question what he was doing with the
leadership God had given him.

Adéan and Rafael spoke of how their views of theadership had changed.

Because of the class theory, they understoodttiaats important to lead and to develop
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their leadership skills. This indicates that transif learning took place as their attitude’s
changed.
How Leaders Lead

Juan and Pedro spoke of a similar change that @ztur their thinking about
how leaders exercise leadership. They both merditimeg before the class, they
understood leadership to mean that the leaderthaverders. Juan stated, “Before, |
thought that the leader didn’t do anything but wesering, ‘You do that, and you do the
other.” Pedro echoed this sentiment in these wdidsan comment broadly that the
leader’s function is not just to do or just to s®g that or the other.” Both men
understood leadership to be authoritative and wigtd — the leader gives orders.
However, both men indicated that the class thebanged their attitude. Juan continued,
“...but it is to the contrary. The leader has to daren to direct the group so that they
follow the vision.” He spoke these words after dalized that he had been sitting back
and watching. He explained, “It impacted me wheaw that | did nothing, so to speak,
and everyone one else was doing, and | was wat¢hingn’s words painted a different
understanding of the leader’s role that moved fgiwing orders to leading from the
front. Pedro also spoke of the change in his ditas his awareness of leadership
changed. He shared, “Rather, it is to say, ‘Wegaing to do this and that.” Pedro
indicated that the leader does not just give ordmrscomes alongside others and
expresses unity with the word “we.” Both men expeekthat their thinking changed as
they became aware of this basic leadership priaciffhey had a new attitude concerning

the way leadership should operate, which indictastransfer of learning took place.
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Social Behavior

Social behavior refers to a change in how thdqpants related to other people.
Their new abilities to relate to other people destiate transfer of learning of particular
concepts from the class. Three of the participemticated this type of social behavioral
change. They mentioned specific changes in thdityato relate to others.

Juan described several times in his interview lileatad been a loner who did not
know how to work with others. He used these wooddetscribe his social behavior,
“Always when they gave me a responsibility, | wodllit alone. | didn’t know how to
cope with other brothers,..” His social behaviosw@do everything by himself. He
repeated this thought once again in his intervidvemthe researcher asked him to
discuss how the youth reacted to the change ileadership. He reiterated, “Always, the
activities, | organized them, maybe with the hdlphe advisor, but always it was |, 1, 1,
always.” His use of repetition emphasized his staiia loner. He further indicated that
he found it difficult to work with others. When thesearcher asked him how it made him
feel to work on a team, he elucidated, “It madejoyéul, because then, | was closed to
working with others. When | was trying to work ineam, it was difficult for me, but it
was something | needed, to work in a team.” Jusoésal behavior was to do things
alone because he found it difficult to work witkeam. However, he hinted that his
behavior changed and he specifically stated at@ngoint in the interview that he
changed “to involve myself with the group and sfyeeach one...” He further
expounded on this when he described, “It impactedatause it was not just my idea,

rather it was the idea of many brothers, and thih, more ideas we could join the ideas
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and it was something bigger and something moreifsped his comment revealed that
he began to work with others in the group to plairtactivities.

In response to a question about how the atmosjméne meetings changed, he
further illustrated the change in his social bebgwvby sharing, “I was seeing their happy
faces, because we were doing what everyone wamiga and not only what | wanted.
Everyone began to participate.” Juan indicatedttathappy faces” he observed were
due to his change of social behavior. He begandide them in the planning, and they
began to respond. He also provided another exaofipiis change in social behavior
when he revealed,

It changed then, all of the activities were wetjamized and everyone had

something to do. If we were ten, everyone had seimgto do. Not just

one person was given something to do, but every@segiven something

to do, and everything came out better, all thifdee activities came out

better.

From this statement, one can observe the changjeims social behavior. He spoke of
including everyone in the organization and impletagan of the activities. Earlier in the
interview, he talked of doing everything alone.\wguld plan and execute things by
himself. After the class he started talking abagtuding everyone in the planning,
organization, and implementation. Juan’s words esged a clear change in his social
behavior. He learned how to work with others andl itinplies that he transferred theory
to practice.

Pedro shared about a significant change in higyahil relate to people as a result
of the class. He stated, “Yes, my leadership chénigearned to make decisions not for

myself, but for the group.” This statement was gah®ut it did indicate that he was

beginning to think about the group’s needs abosehin. He later described that his
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leadership changed, because he began to “...rellixtmetother elders, as a teacher, in
helping the group.” He added, “I could talk with raaeonfidence with them and can tell
them this and that without having the burden ofrggyI'm a leader,” ‘I'm a leader,’ [l
was] lighter.” He expanded, “But even more in rielaship to the music. Practically, the
young adults were my age, therefore | could talthwnore confidence. | took off the
mask.” His social behavior changed. His explanatevealed that he was better able to
relate to his peers, both the elders and the nteigio that were his age. His words
revealed that the level of change he experienceddwa to his increased confidence,
without the need to be defensive about his leager$his change in behavior is
evidence of transfer of learning.

In a similar way, Julio shared that he too charfgedehavior in relationship to
teamwork. He commented, “The area that | didn’tehaas forming a team. | didn’t
have...how to relate to other people and to makam.t&wo years ago, this idea of
forming a team was a really good help to me.” Hadesnents indicated that prior to the
class he did not understand how to form a teamuseche found it difficult to relate to
others. Further along in the interview, when theeegcher asked him what he did
differently, he replied, “One, | learned to contnayself. Maybe | couldn’t control. | have
had some areas that | have had to be controllitig iy little. My emotions...” His
implementation of the team-building concept waslently related to learning to control
himself. When asked if controlling himself meardatthe demanded his own way with
others, he explained, “Perhaps to impose, righ#@thén admitted, “But this area of self-
control also had gone from me.” When asked to desevhy the idea of team-building

was important to him, he further stated, “Becaunsiné team, in forming a team, it is the
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way that one has to control themselves so you tantd/ourself to other people.” Julio’s
responses indicated that he was impacted by tlaeafiteam building because it enabled
him to understand the importance of controllingdws impulses and desires. He
explained further, “...depending on who you havehmteam. If it is an adult, | believe
that you have to give them the right to begin, guldeir opinions are good, to recognize
them...Everyone has a right [to be heard]. To listdrglieve is one way of controlling
and forming a team.”

Taken all together, the idea of controlling oree#f and giving others the right to
be heard indicated that Julio understood and apppie key concepts of team building as
they related to the team leader. He describedethra feader as one who, “...is
considerate of the opinions and feelings of othassa. careful listener,” and does not
become defensive, closed-minded, or unduly argustigatwhen discussing
opinions.”®**

Julio transferred these aspects of the teambuildimgept to his social interactions with
others. He became less defensive about his opiaisthdegan to listen to others, which
he saw as keys to team building.

These three men shared ways in which their sbelahvior changed. They
described changes in how they related to othettsein leadership responsibilities as a
result of the class. This is evidence of transfdearning.

Action
Action refers to the participants’ descriptionshofv they began to utilize class

theory in practice, apart from their changes inadmehavior. All of the participants in

214]bid., 244.
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this case study indicated that they transferresisdlaeory into their ministry practice, and
that this was near transfer. Three of the six lestdp concepts were consistently
mentioned in the interviews as being transferréal @oncrete ministry practices:
planning, envisioning, and teambuilding. The follogvanalysis will therefore be
grouped under the three functions of planning, tealding, and envisioning.
Planning

The majority of the participants indicated thatyttensferred the concept of
planning to their ministry situations. There wer® tkey similarities in their descriptions
that evidence the near transfer of the class thé&arst, they spoke in ways that indicated
that they understood that their prior habits arttbas in relationship to planning were
incorrect. Transfer of learning took place, as tgeyw aware that their prior actions
needed correction. Second, they revealed thatlibgsn to practice the actions
associated with planning. Again, this is evidenteear transfer because they applied the
theoretical knowledge gained in the class to thegcific concrete ministry situations.
Blindfolded

“Blindfolded” summarizes how five of the particigardescribed their inferior
manner of planning prior to taking the course. Ad&hnot specify any particular failure
in this area, but his words demonstrated his reitiogrthat planning is important. He
shared, “I found out that planning was the mostdrtgmt, because if you set your
objectives properly, then you know where you arnagadf you don’t plan for the future,
you're blindfolded, basically.” When Pedro spokeuatwhat he began to do differently
in his leadership role, he responded, “I begarxpeement what it is, what | have always

had, which was to do things at the last minute.”
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Juan described in a similar fashion his habit afliag the youth ministry,
recounting, “We would do things, but very disorgad. Yes, we did them, but it was not
established what we were going to do.” Julio atghdated that he struggled with this
type of attitude when he shared the importancé. o§tarting to plan some things ahead
that they not be momentary...” Finally, Pancho exgedsa similar sentiment when he
spoke about what he began to do differently inetvengelism ministry. He said, “What |
remember the most was evangelism...we were workigroutine way, so to speak. We
went out, and if it didn’t work, well no problemPhrases and words like “last minute,”
“disorganized,” “momentary,” and “routine”, speakaperating blindfolded. The
interviewees recognized that this way of acting wasfficient to meet the demands of
their responsibilities. They evaluated past actiodght of the theoretical knowledge
they studied in class, which revealed the neastearof learning.

Planning the Route

These participants also spoke of how they begampement the course concept
of planning to their leadership responsibilitiesidence of transfer was observed in two
ways: immediate planning and looking ahead. Botthe$e aspects of planning revealed
that the participants understood and transferreddtowing concept about planning
presented in the textbook. Planning is “devisirggarse of action to be used to
accomplish an objective or go&!®

Adan’s story clearly illustrated how he and othatiBzed immediate planning.

He shared a personal story about a trip he hachethto attend a training seminary in

Mexico City. He stated, “In a sense, | had evengtplanned to go, and in a sense | knew

215 bid., 141.
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| couldn’t go [because of the lack of money], lhudtappened, because | had everything
ready. My clothes were clean, everything was réadis. comments revealed the
immediate aspect of planning. He was ready to goh&tl prepared for the possibility of
going, even though he knew it was a remote pogsildis story brought the reality of
planning down to the immediate need to plan.

“Looking ahead” describes the more common way thainterviewees spoke
about their planning activities. It indicates takiam longer-term view. Adan most clearly
expressed this in his interview. He described #ilere of the church board to plan ahead
when he recalled,

Because as part of the board, we were plannindadwtwould | say,

because of time constraints we didn’t do enouglhat's what | felt. We

didn’t go even as far as three months. We triedbtd three months at a

time, but we needed more time, and by the time er=\able to meet

again, it was time. Time was a constraint agaiestithat moment.

These words expressed the frustration that Adaereqed at that time. The class
enabled him to understand the importance of plaprand he was able to evaluate his
and the leadership board’s practice. Earlier ia thierview, he expressed that he had
learned that “planning was the most important thini§ you don’t plan for the future,
you're blindfolded basically.” His description iitrated the reality of this statement. He
recognized that they needed to plan farther aléadtated that this practice did change,
and that at a later time, “They had the whole y#anned.”

Pedro, Juan, Julio, and Pancho also indicateddhgtterm planning was a way
they transferred the class theory to practice. &amrce he recognized his prior failure to

study ahead, explained, “But | understood that aseha process of days, preparing for

the class...” He changed his study habits by lookingad and planning for the next
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class. He further indicated that this carried deenis ministry responsibilities, and he
stated that planning ahead by preparing beforetasca change he made ‘in the church,
in my personal life, and in my family.” Juan expled that the youth meetings were
better organized because he began to look aheadesteibed, “All of the activities were
well organized, and everyone had something tofdee lwere ten, everyone had
something to do, and it wasn't just one persorharge of it all. Rather, everyone had a
part.” He planned ahead so that everyone was iedolv

Julio indicated that he also understood and implaed looking ahead. In
relationship to his responsibility for future exgam of the church’s property, he shared,
“Two years ago, | was also working as part of thiestruction project. Therefore,
starting to plan some things ahead so that thep@ohomentary...but remain for all of
life.” His statement indicated that he saw the neeplan ahead. Finally, Pancho
indicated that he transferred planning to his ntipjsalthough he did not specify how. He
stated, “When we decide to do a project, it is lonedred percent failure without
planning. | learned that you have to know what ygoal is. Then you can keep
working.” Since he was leading the evangelism paogm his church at that time, it may
well be that he had this in mind, especially sihisefuture references were to this
ministry.

Both immediate planning and looking ahead desaxidgs that the students
transferred the class concept of “planning thegduithey were able to make near

transfer of this concept to their ministry situaso
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Evaluation

Pancho spoke of another application of planningaldne among the six
participants mentioned the aspect of planningltladtto do with evaluation of plans. The
class textbook describes it this way: “Often theriitial planning and then no
evaluation or further planning. Planning must tpleee continuously**® When the
researcher asked Pancho what he began to do diffeire his leadership, he explained,
“First in the area that corresponded to me [evasigg! First, | would analyze and finish
[saying], ‘We are going to measure, was it goodamt? Where did | fail?”” He was then
asked to be more specific and added, “But lookingfeom a different perspective, we
began to ask, ‘Why weren’t there any results?"” Sheentences expressed the idea of
evaluation. By asking these questions, Pancho sgpdethat he transferred the concept
of evaluation to his ministry situation.

The near transfer of learning that these partidgpahared is related to aspects of
the leadership function of planning. They did tfengearning, first by recognizing how
they did things in an inferior manner prior to tass, and second, by transferring
declarative knowledge to procedural knowledge ag Hought to implement class theory.
Envisioning

Envisioning is defined by Orr as the process oirgee future desired resift’
According to Orr, it is the key to leadership besmi provides direction for the leader
and the organizatioft® The near transfer of envisioning by Rafael waslewi from his

repeated references to it during his interviewntégle it clear that he applied it deeply to

216 Ibid., 147.
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his life. Rafael spoke of the impact that the cg@# envisioning had on his life — as a
person and as a leader — and his comments readhtre was near transfer of learning
from the class theory into practice.

Early in his interview, Rafael spoke of the apgiica of envisioning to his life.
He shared the following in response to the questlmoyut how he worked with the other
elders of the church:

One of the things that helped me a lot in the lestdp class is to see

myself: “Who am |, and where am | going?” Once thias established,

Who am 1?, not to deny that | need to grow, bue® special to God, that

he established me in the church to take care]jdhiét gave me value and

humility. “Well, okay, | am placed by God to takare of the people of

God. Where do | go?” My patrticipation has valueaflis where | say:

“Where do | go? | am here and | go there.” My uwsexpanded. It got

bigger. It took on another way of seeing my leakdigrand eldership. That

impacted me a lot, because it changed my way okitng) and of seeing

things.
These comments showed that Rafael began to endadistare for himself that he
had not seen before. There was a change in howderstood his role as an elder
in the church. He shared this in the context olarmg how he had been
working with the other leaders in his church. Hé dgershadowed by the other
elders, who had more experience, but he begaretarsexpanded role for
himself as an elder placed by God in the church.ddmments resonated with the
following definition of envisioning, taken from tledass theory, “Vision involves
seeing an image of the future, an ideal or standbedcellence, and a quality of
uniqueness or distinctiveness — an acute sense qiissible

Later, when asked which of the six concepts hadytkatest impact on his

life, Rafael responded with the following words:

219 Ibid., 132.
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Yes, one of the areas that impacted me was that @wisioning. Where
am | and where am | going? This continues to impactife until today.
Today by the grace of God, he has called me towerker. | am
beginning to work. It is a new phase in my lifeislpart of my vision:
Where am | and where am | going?

In the beginning, | did not capture well what itanéto envision. But,
when we went, just getting into the class, bec#usas a personal
analysis. | believe that, yes, it impacted me d&itause when | entered
the seminary, | believe that | didn’t have anyeisin the sense of what
do | want? Rather, | was invited and by God’s graeatered, and there
God impacted me with this. | am here, where aming® That impacted
me a lot in my life.

This revealed that Rafael transferred the concephwaisioning to his life and ministry.
To be called to be a worker in his ecclesiastioaltext was the first step towards
ordination. He stated that when he entered thersamihe really did not have a vision
about the future, but this changed in the leadprslaiss. He repeatedly stated in his
interview the question that appears above in rater¢o envisioning: “Where am | and
where am | going?”

Rafael also applied the envisioning function t® ministry responsibilities when
he began to share the concept with others in thechhHe described it this way,

As a result of the class, once | was understantisgit was...| did not

keep it to myself, but | made it known ...as a colorsef the youth, to the

families with whom | contacted, and with every sléisat | had in the

church, I tried to make this known...That every paramuld analyze to

see, “Where am |, and where am | going?”
He further described his efforts to influence oghierthis area with the following
statement,

“I didn’t want it to be something that for one weskd no more was,

making known about envisioning. Rather, [I hopéudittt would be

something in our lives, a life style, that we woaldays be analyzing...l

was always influencing them in this sense. Untiatyg | hear brothers that
are putting it into practice, “Where are we and ehere we going?”
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These two statements demonstrated Rafael's etfogacourage those who were directly
under his leadership to develop a vision.

Rafael’'s comments indicated that he was transiggsome aspects of the function
of envisioning to his ministry responsibilities.Hvords, “Where am I, and where am |
going?” appear to be an application of anothemitésin of envisioning from the
textbook, which states, “Vision takes us from tleevrand all of its “status quo” to the
future, to the front line of actiorf®
Team Building

The concept of team building was not clearly dedim the textbook used by the
participants in the course. Rather, the textboakthor provided an explanation of the
concept’s importance, a description of persondyipes, the role of a team, the
advantages of working together, choosing a teadelgahe role of team members, and
other material related to team building. In thisdat range of topics, there does emerge a
basic understanding that team building is necedsamffective leadership and
organizational advancement.

The transfer of the concept of team building wastatearly communicated by
Rafael. He provided a specific example of teamdauyg) in his interview. The context of
his remarks was a description of a ministry whegéried to encourage church families
to have devotional times and to form cell groups.déscribed his frustration by sharing,

| battled a lot, because | became aware that otigeahings that many

families lacked at that time was the lack of praylee lack of reading [the

Bible]. At a certain point in their lives, this wasurden, an annoyance,

because it was something they were not practieind,all of the sudden

someone came and wanted to establish it. It wasrating for these
families.

220 Ibid.
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He spoke of battling a lot and of the burden anabgance that they felt when he
encouraged them to begin. His response was tcease building. He explained:

When | saw this situation, what | did was to forieam. To look for

people, brothers that wanted, that were dedicaté&ibd, to prayer and to

reading [the scriptures], and | formed a team, it this team we began

to establish cell groups. It was much easier far $ervant, because it was

much easier for this servant, | no longer felt aldBoth they and the

servant were growing in this sense. It was a bigstsl the families

because it expanded. The cell groups grew.

His experience with forming a team to help him potencell groups in the church was a
good example of using team-building concepts. to&éd for people who shared his
concern, and together they were able to accompliett he alone could not do. There is
evidence of near transfer of the concept of teaitdibng — working together to
accomplish a goal.

The transfer of learning illustrated in the arefattitude, social behavior, and
action revealed that the participants did bridgegap between theory and practice. They
transferred learning to their attitudes as theispectives about leadership changed. They
transferred learning to their social behaviorshay tbegan to interact with people
differently, and they transferred learning to actas they implemented specific concepts
in their ministries. Transfer of learning is nosdameasured, but these participants
provided evidence that it does occur.

The patrticipants in this study indicated that thaysferred class theory into
concrete practice via three mechanisms. First, ithdigated that transfer occurred as
they experienced a change in attitude concernieig iadership. Second, they

transferred class theory to practice as they craatiggr social behavior. Third, they

demonstrated near transfer as they shared howrtigmented class theory into action.
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These three mechanisms represent three key leargag that often interact and are
interdependent. Although they have been teased iapthis analysis, they are in reality

intimately interrelated, and each is equally impottto the transfer of learning.



Chapter Five
Discussion and Recommendations

The purpose of this study was to explore how semisiudents in Juarez,
Mexico describe the importance of their concurteatiership experience in transferring
classroom theory to ministry practice. Little restshas been done to explore how
learners describe their learning experiences. Gotgoch and Stephen Patterson note,
“Comparatively little work has been done on whatents learn and value from their
training in practical theology?®! Cathlin Macaulay agrees, “There is little reseansh
transfer of learning as sucf? Based on this lack of research, this study sotaght
provide insight into how learners describe the ingoace of their concurrent experience
in the process of transferring declarative knowksttgprocedural and conditional
knowledge.

Theological education is important to students,isarnes, Bible colleges, and to
the church. Each group has particular interestiesiring the best outcome from the
learning experience. Students want to be preparedter their ministry with the
confidence that they will know how to effectivelfilize theory in practice. Theological
institutions need to have a consistent “track ré¢tof producing competent leaders for
different ministry settings. The church longs fdwriStian leaders who will be able to

lead the institution into the future. It is impartdo gain deeper insight into how the

221 Lynch and Pattison: 144.

222 Macaulay, 1.
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learning process can be more effective to helmkrarbridge the gap between classroom
theory and practice.

Towards that end, the following research questgnded this study.

1. In what ways do concurrent ministry respondibsi enable students to make

meaning of the class theory on leadership?

2. In what ways do concurrent leadership experienoeativate students to utilize

class theory on leadership in their concurrent stipiresponsibilities?

3. What seminary course theoretical knowledge ddesits transfer to their

concurrent ministry context?

The review of literature in chapter two and themtew analysis in chapter four
provided insight into the ways students transfeptk into practice. This case study
focused on one cohort of students at the San Hditgological Seminary in Juarez,
Mexico. The six participants in this study, throughir recollections, provided valuable
observations about the importance of their conatiteadership experiences in helping
them to connect theory and practice.

Summary of the Study

This study provided insight into the important rdtat concurrent leadership
responsibility played in the learning process @f $ix students at the San Pablo
Theological Seminary in Juarez, Mexico. Both tieréiture review and the interview
data revealed the importance of prior and concteeperience in the process of
transferring learning from the classroom contextriactice. The difficulties that learners
face when transferring theory to practice are ofedated to their lack of prior and

concurrent experience. Sigmund Tobias and Thomd3u¥fy, editors ofConstructivist
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Instruction: Success or Failuraepte the following distinction between pre-senacel
in-service teacher education.

A challenge in pre-service teacher education caussthat the students do

not have sufficient prior knowledge of teachinghe classroom. In their

teacher preparation courses, it is hard for theesits to see the

significance of the theories and map them intortheure pupils’

behaviors...It is much easier to work with in-servieachers. They can

bring to mind relevant cases and juxtapose their olassroom wisdom

with the ideas presented by the profeséor.

These words stress the important role that expegiprays in the transfer of learning.
Experience is tangible and enables learners to makeections between theory and
practice. Learners utilize prior and concurrentegignce to construct meaning of theory.
Pre-service students have difficulty making conioast between theory and practice
because they lack experience. In contrast, thenviee teachers have many experiences
that they use to make sense of the ideas presentedm. They are able to more easily
make connections between theory and practice.

The same difficulties are true of theological ediora Burns illustrates this with
these comments, “As the participating pastors ctdt on their seminary education, they
viewed it with sincere appreciation, but saw itiasted in providing an understanding of
what they would truly experience in minist3?* Pre-professional theological students
experience the same limitations that arise in preise teacher education. Learners find
it difficult to understand theory when they haveaworesponding prior and concurrent

experience to utilize as they construct meaningn8explains that while the pastors that

he interviewed appreciated their seminary educatim@y understood that it did not

223 Tobias and Duffy, eds., 39.

224 Burns, 273.
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provide them with a realistic understanding of wihaly would encounter in the pastoral
ministry.

The literature review highlighted the role of exipace in the learning process.
One of the key components of adult learning thé®tiat adults bring significant
experience to their formal learning situations.sléxperience needs to be utilized in
order to enrich their learning. Likewise, the othiarature areas — pre-professional
education, constructivism, experiential educatany theological and biblical concerns —
all highlighted the important role of experiencenglping learners to bridge the gap
between theory and practice.

The interview data also underscored the role thpérence played in the
learning process of the six participants in thiglgt The participants’ recollections
recount the numerous ways that their concurrenleleship experiences enabled them to
construct meaning of class theory, motivated thewutitize it in practice, and allowed
them to transfer it into practice. Their memoriesvided tangible evidence that prior and
concurrent leadership experience was used to @atisfory into practice. Their stories
flesh out the literature review and present it veithuman face. The complexities of
human learning are illustrated in their words, il the researcher and others
interested in this subject to gain insight into wayd means to promote the transfer of
learning.

Discussion of Findings

In this section, the literature and research wikract in order to identify practical

findings that those involved in theological edusatshould keep in mind when preparing

curriculums to integrate class theory and expede@arriculum design— the overall
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curriculum of an institution as well as the indiwval curriculum for each class — needs to
take into consideration ways to integrate claserhwith experience. The literature
review and data analysis identify the importancexgferience in the learning process. It
enables learners to link theory to practice, aed tio link practice back to theory. This
enriches the depth of learning, and it diminisliestheory/practice gap by promoting the
transfer of learning. According to Robert E. HakKdlhe aim of all education...is to
apply what we learn in different contexts, andgoagnize and extend that learning to
completely new situation$?® Therefore, it befits institutions, educators, &atners to
understand the importance of integrating theoryexperience.

The discussion of findings in this section will m@anged according to the three
research questions previously listed. Howevereality it is difficult to separate the three
concepts, because they are interrelated and inopacanother. Constructing meaning is
closely aligned with the transfer of learning besmathe learner has to interpret
declarative knowledge in order to use it as procadand conditional knowledge. When
learners transfer theoretical knowledge to pragctloey are constructing meaning and
receiving motivational feedback from their expecenFinally, the motivation to utilize
class theory flows out of their meaning-making &nadsfer efforts. These three areas are
presented separately, but they are strongly inteewanto the whole complex nature of
human learning.

Constructing Meaning of Class Theory
The first research question explored the rolexpeeence in enabling the

participants in this study to make or construct mi@g of class theory. Constructivism is

225 Haskell, 3.
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one of the literature areas used to understank#neing process. Constructivism as a
philosophy of learning has deep roots in postmadernFor this reason, the
philosophical underpinning of constructivism coctii with a biblical worldview,
because it denies the existence of absolute tanthemphases that each individual
constructs their own truth. Constructivism in gestmodern worldview denies the
existence of absolute transcendent truth. Thergiiotfee philosophical roots of
constructivism lie in the postmodern worldview thahies absolute and transcendent
truth -- How can it be applied to theological edima? And, Is it possible to be a theistic
constructivist? While it is not the purpose of thesertation to investigate these two
guestions, | do believe that there are aspectsrmdtrouctivism that are compatible with a
biblical worldview with the following limitationsrad qualifications.

First, constructivism can be understood as a seistrfuctional methods.
Constructivism promotes a view of learning thatights the learner’s active
involvement in making sense of God’s world. Leagnis active because transferring
declarative knowledge to procedural and conditimalwledge is an active process. It
cannot occur without engaging the learner in tlee@ss of making sense of the content.
HeeKap Lee states, “Constructivism-based instraaticmodels are compatible with
faith-based education by encouraging students seliaeflective thinkers through being
actively involved in the learning proce<8®Constructivism-based methodology
recognizes the need to start with what the leasr@ibr knowledge and experience,
concurrent experience, and the use of reflectidretp the learner make the transfer.

Roso explains, “For the Christian educator, Scrggupports the use of constructivist

226 Lee, 58.
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methodology without supporting the philosophicamise upon which constructivism is
based.?’

Second, a theistic constructivist understands ‘ttaogng meaning” to signify
that the learner is discovering God’s truth. Thedvbheistic” redefines sense-making as
understanding God'’s truth that is unchangeablenatdonstructing one’s personal truth.
God’s truth, revealed in the physical universeyal as in the scriptures is the
metanarrative that governs and informs what sere@ng means. In this view learning
is making sense of what God has revealed. Becaimarhbeings are finite, fallible, and
marred by sin the process of sense making is nepiréect nor complete. There is room
for new discovery and new insights. But this doetsdeny the existence of absolute truth
or imply that truth is relative because individuedsistruct their own understanding of
God’s absolute truth.

The literature and data analysis revealed the itapoe of prior and concurrent
experience in the process of constructing meanirmtpss theory. The four literature
areas cited in this study — adult learning, comsivism, experiential education, and
theological/biblical concerns — all highlighted tlode that experience plays in
constructing meaning. The learning theory of cartdivism postulates that learning is an
active process because it involves sense-makingletner constructs meaning of new
information based on prior knowledge and experieasavell as on concurrent
experience. Cognitive psychology highlights the ami@nce of experience in the process
of constructing meaning of declarative knowledgé astransferred to procedural and

conditional knowledge. According to Bruning et“al,almost all learning combines

227 Roso, 43.
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declarative, procedural, and conditional elemdwtsmatter what the content domain,
declarative knowledge — although a basic buildiloglof all expertise — is most
valuable when linked appropriately to actioA® Experiential learning also points out
that field experience “serves as a link betweenrhand practice®* Atkinson notes,
“...equipping for ministry is far more than the cotive experience. Germane to
ministry-related education is experiené&>”

Likewise, Jesus taught by utilizing experience. fidllowers did not just hear his
words, they also observed his actions and had tymbes to imitate his actions and
proclaim his word when he was present with themyelbas when he was not present.
Jesus incorporated experience into the learninggss He did not isolate his teaching to
a formal classroom setting. These four areas olitér@ature focus on the role of
experience in enabling learners to make meanirtigeafry. Declarative knowledge is
interpreted as it is evaluated in light of expeten_earners make sense of theory
through the lens of their experiences.

The research data confirmed what the literatumsngty emphasized, but it also
expanded upon it by providing three key mechanigrasthe participants in this study
used to construct meaning of the class theory. & heschanisms are important to
educators and learners, because they describedfdheways that experience enables
learners to make meaning of declarative knowletigehapter four, seven categories
were identified as being significant ways of consting meaning. These included the

following: life situation, personal life applicatipministry responsibilities, reflection,

228 Bruning, Schraw, and Norby, 39.
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observation, talking with others, and deficiencyageness. From these seven categories
three mechanisms are identified as describing fetgnit ways learners make meaning of
theory or declarative knowledge. These three mashmnare life experience, ministry
awareness, and learning context.

Life Experience

Life experience combines the first two categorigtetl above, which are “life
situation,” and “personal life application.” Thetseo categories are united under this
mechanism because it was impossible to separateXdfgerience from ministry
experience. The two intermingle. The participamtsstructed meaning of class theory as
they first understood it in relationship to themesl For some of them, their life situation
created a particular atmosphere that they usedrtstimict meaning. For others, it was a
personal life application of the class theory ihgtacted their meaning-making.

Adan repeatedly referred to his personal life situnaduring his interview. He
constructed meaning of the class theory, not pilyniax relationship to his ministry
experience, but in relationship to his life sitoatiHis pressing need at the time of the
class was his economic situation — he had loswalspaying job and was living on a
very limited income. As a result, many of his respes to the interview questions began
by referring to his ministry responsibilities, lartded with reference to his personal
situation. For example, when he was asked howteesicted with the other board
members at this his church, he began to discusshledvad voice and vote as a member,
and then he described a specific situation conegrttie donation of a piece of land. In
this discussion, he started to talk about the ewnnsituation of the church but then

referred by to his own situation. He shared, “Nbbathe members were responsible
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enough to pay their dues, and | was one of the reesnbho couldn’t pay their dues, and
| wanted to...” It was at this point that he beganmat& about his economic situation,
rather than that of the church, and he ended bngail learned something there, but
this doesn’t have anything to do with the clasqg,lktell you later.” Adan repeated this
pattern several times during his interview, anatravides a significant clue to educators
on how important personal life situations are trhers as they construct meaning of
class theory.

Other participants understood the theoretical riedtas they employed it in a
specific area of daily living. They saw a persdifalapplication, because the class
theory exposed a personal need. Rafael stated, 60ihe things that helped me in the
leadership class was to see myself, ‘Who am |,vamere am | going?’” He explained,
“Therefore, | said to myself — ‘What am | doing withe leadership that God has given
me?”” He processed the concept of envisioning maskif before he began to transfer it to
his ministry responsibilities. Adan described haawegan to practice the concept of
planning as it related to his personal life. Helsdistarted planning more for my own
life and my family.” Julio provided another exampliea personal life application. He
stated he made meaning of the class theory on begiding by recognizing that it meant
that he had to learn to control himself. He exm@diri‘'Yes, | believe so, very much so, for
me, yes. Because in a team, in forming a tears titeé way that one has to control
himself as a means of directing himself to othexpgbe.” These three examples illustrate
the important role that personal life applicatidays in the process of constructing

meaning.



143

Life situations and personal life applications elasely related. The life situations
and experiences that adults bring with them to leanning situations influence what
they learn. The literature on adult learning stétésvery clearly, and it is one of the
guiding principles of adult education. Knowles riht&Adults’ orientation to learning in
life-centered; therefore the appropriate unitsrgbnizing adult learning are life
situations, not subject$* Knowles’ observation is confirmed by the reseatata, and
it directs educators and learners to see the meetilize life experience as a means to
construct meaning. The participants in this stuéylenconnections to their personal
lives, which influenced how they understood thesgldneory. Educators and learners
must be aware of how this influences meaning-makmthat they can utilize it for
maximum effectiveness in the learning process. nagarwill primarily understand
declarative knowledge in relationship to what they experiencing in life before they
will understand it in relationship to other expeges, which may be of lesser
importance. The learners’ life experiences willglgempact what they understand and
what they internalize.

Ministry Awareness

Ministry awareness combines the following threegaties — experience,
reflection, and deficiency awareness. These thiee@mnbined here because they each
touch upon the importance of ministry responsip#is a tool for constructing meaning.
Even though they were discussed separately inmteséction of chapter four, they share
the commonality of concurrent experience and its imenabling learners to construct

meaning.

231 Knowles, The Adult Learner: A Neglected Species, 31.
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Experience

“Experience” describes the interaction that exigtsveen theory and experience.
One intrudes upon the other, and it is not alwadgaravhich came first. In this study,
theory impacted the participants’ understandingasticular leadership concept in three
ways described as, “back and forth flow,” “I didttkkmow,” and “I can do this.”

“Back and forth flow” was illustrated by Rafael's@anation of how class theory
helped him understand a work place responsibltystated, “Class theory helped me
understand this part of organization within my jolvhat he had not understood was
why his organization wanted the employees to sépéna trash by type. He came to
understand a work requirement based on the classythbut at the same time, he
understood the class theory based on the worknergant.

The category “I do not know” describes how a clamscept revealed a lack of
know-how. Juan clearly expressed this when he Samas necessary for me to have
this material because it was the first time thats a leader. | didn’t know anything
about being a leader.” He interpreted class thbgrgomparing it to his prior experience
and discovered that he did not know how to lead.

The category “l was able” described how particisamére able to implement a
particular leadership concept as they performeid ks@dership responsibilities. Their
responsibilities were concrete situations wherg tweild employ a specific aspect of a
concept, such as planning and evaluation of pRascho talked about using the
evaluation of plans in the evangelism ministry.é&tplained, “In evangelism, there were
times when things went out of control. We analyZz@here is the failure?’ You know

you fail, but why did you fail...you analyze and gack and modify, or take away, or put
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more effort...” His words indicate that he constracteeaning through evaluation. He
began to ask questions and analyze the situation.

Experience provided a tangible situation that taigipants used to understand a
concept. They evaluated their prior understandiitg mew knowledge, and they
experimented by employing the new knowledge. Atlimeotes, “Regardless of how
much classroom preparation, reading, philosophy theory a student may have, there is
no substitute for experience to learn one’s pradess field of work.?*

Reflection

The participants also constructed meaning of dlessry by reflecting upon the
theory in relationship to their experiences. Thegezienced eye-opening moments,
which they expressed by phrases like, “I realizathd “| became conscious of.” The
participants indicated that they gained new peispessabout themselves. Reflection
resulted in changes in their social behavior aed thctions. Pedro reflected, “I realized
that my leadership was lousy.” As a result, he,sdidis began to help me change in my
giving of myself to the church, to myself, and tg family.” Engaging in reflection is an
important part of the learning process. Experi¢mtiuication emphasizes the need for
reflection. Hedin identifies two important compotgeim experiential learning: “(a)
engaging the learners directly in the phenomeraeelto their studies, and then (b)

requiring them to reflect on the experience, ariatyit, and learning from it**?

Although the final class assignment required thdestts in this study to reflect upon
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their leadership experience and compare it to ¢lassy, their responses indicated that
they continued to reflect upon the class theory.

Deficiency Awareness

The final category was deficiency awareness, wimneblved reflection. The
participants became aware of deficiencies in teaidership skills. Rafael stated it
clearly, “We were aware that the deficiency wasjast in our being, but in all of our
fellow leaders. Therefore, we saw a great needhalstudents. How do we begin to
work?” Deficiency awareness resulted from undeditagiclass theory in relationship to
ministry experience. Weaknesses, misunderstandiaigigies, and other evidences of
deficiency awareness are scattered throughouhtbeview data. It was the participants’
concurrent experience that allowed them to realizere they were deficient in
relationship to class theory. When learners caogm®ize where they are deficient, it is
because they have interpreted their experiendeeitight of theory and vice-versa.

Ministry awareness is an influential mechanismdamstructing meaning of class
theory. The participants in this study utilizedithexperiences principally by reflecting
upon them in relationship to theory. They were ablmake comparisons between their
experiences and theory, and these comparisonschiiipm to understand what the
theory meant in practice, where they were deficéart needed to change, and what they
were able to do.

Theological educators and students need to uhperience and reflection upon
experience in the learning process. First, ittial\that seminary students have significant
and real ministry and leadership positions. Wlodgkimotes, “Sometimes there is only

the real thing to make learning meaningful anchimive all of the senses and modes of
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engagement®®* It is a challenge for both the institutions ane karners to find these
opportunities and to capitalize on them.

Second, educators need to encourage reflectionmerience in the context of
class theory. This requires the development of roegmition. Meta-cognition requires
being deliberate about learning. It is generalliraiel as “knowledge of our processes,
such as how we learn and remember; it's the selftmong of our progress in the act of
learning.”*® Bruning et al note that learners may not be awah®w they learn. They
may be unaware because “many of these processgaitg Automated, at least in adults,
and second, is that some of these processes hesl@ped without any conscious
reflection.”® Therefore, learners and educators must think hegetbout how to link
experience back into the class theory and pushythetm practice. They need to devise
curriculums that encourage this type of learnimghis regard, Bruning et al make a very
provocative statement, “As important as declardtivewledge is, we almost always will
benefit from thinking beyond it to include both pealural and conditional knowledge
goals.””" Intentionally reflecting upon prior and concurrestperience is one of the best
ways to think beyond just presenting declarativevkliedge. Reflective papers, class
discussions that encourage students and educatask fuestions, the sharing of stories
and experiences, and verbalizing and reflectingigpoor and concurrent ministry and
leadership experiences in the light of class themi vice versa are all useful tools to

achieve this end.
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Learning Context

Learning context describes the third mechanismttieparticipants used to
construct meaning. There are two aspects to theitepacontext that enable learners to
construct meaning. First, what they observe impabiat they understand. Second, their
conversations among themselves and others enastetthclarify and solidify their
understandings.

The participants identified observation as an irtged tool for understanding
class theory. Adan mentioned, “Obviously it helpeel when we were doing the planning
with Pastor X...So | felt, at that point, ‘This is ath saw in the class and this is how you
apply it.’ | was impacted in the sense that | kriew it had to be applied” Pastor X was
one of instructors in the leadership class. Adahtha opportunity to read and discuss in
class the concept of planning, and then to obsandeparticipate with his instructor in
practice. Julio spoke of how observing how theruregbrs conducted the class helped
him to understand the concept of team buildingshigred, “In the class, how we
participated, how it was developed...how | saw tlnecstire...this stayed with me.” His
comments make clear that what he observed in #%s dynamics helped him understand
the team building concept.

Other participants indicated that discussions Widhir peers in class and outside
of class, as well as with others, helped them tkenmaeaning of the class theory. Juan
mentioned, “I always believed that the discussgothé most useful in the seminary...For
example | read the material, but the class affwhat | have read. | like being in the
class to learn because | believe | learn more.éi, auan also spoke of how he benefitted

from talking with his classmates outside of cld$s.said, “Therefore, | talked with
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Rafael, and | understood it because he has a bdautiy of explaining things.” Finally,
talking with others outside of the cohort helpedti@ngthen a concept’s importance.

Observation and conversation are two mechanismgegd under learning
context. Learners are impacted by the dynamiceetlassroom and through
conversation with one another. These serve togriaftheory by clarifying what it
means in practice and by promoting reflection. Edois should utilize these types of
classroom dynamics to deepen learning. The leaigeckdss utilized class discussion and
guestion-and-answer time as mechanisms for engélgisg participants in the learning
process. Their mention of this as a factor favotimegr understanding of the class theory
is evidence that they benefited from this struct@enstructing meaning is always an on-
going activity. Where possible, it is good for stats to have the opportunity to
accompany their teachers into the real world, whieeg can observe their teachers’
actions. If this is not possible, then opportusitsdould be provided for students to
discuss their experiences with one another andtivitbe who teach them. There is great
benefit to having these opportunities for feedbao# reflection.

Motivation to Utilize Theory in Practice

Concurrent ministry experience motivated the pgdicts in this study to utilize
theory in practice. Motivation is closely relatedconstructing meaning, because without
it, adult learners are less likely to see the r@hee of declarative knowledge and to
transfer it to their circumstances. If it is irredet, then they will not process it into
procedural and conditional knowledge. Prior andccorent experience makes the
learning of declarative knowledge more relevanbeltomes substantial, as students are

able to see real world connections that declar&inmvledge has to procedural and
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conditional knowledge. They experience the reaighwhich helps them translate theory
into practice. Knowles states, “Adults are motihte learn as they experience needs and
interests that learning will satisfy Wlodkowski explains that students in preservice
teacher education benefitted from weekly visitthtlocal high school where they were
given real responsibilities. He states, “Our visitised the level of relevance for our
course and substantially increased motivationamlé®*® Concurrent experience plays

an important role in motivating learners to utiltheory.

The analysis of the data revealed that the siigiaants in this study were
motivated by their concurrent experience to utitifass theory in practice. Their words
provide rich and “thick” descriptions of what theyperienced and felt as they associated
class theory and their experience. Based on thenseategories listed in chapter four, it
is possible to identify four ways that the partanps were motivated by the intersection
of their experience with class theory. They inctuglegative emotions, positive emotions,
the emotional weight of ministry responsibility,da@od’s intervention.

Negative Emotions

The students experienced negative emotions dsringtions when they felt
inadequate and become aware of prior failure. Theseategories (feeling inadequate,
and awareness of prior failure) are the ways theggaants described the impact of their
concurrent ministry experiences. First, their carent ministry responsibilities generates
feelings of inadequacy — a lack of “know how.” RdféPedro, and Juan described how as

leaders they felt inadequate for the responsibiRgfael used the word “overshadowed”
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to describe his experience, and Pedro said, “IsNast...l didn’t give an opinion for
fear.” Juan shared, “It was the first time thatdsaa leader.” This sense of inadequacy
was a feeling they brought with them to the classl it motivated them to look for
answers to their questions.

They also expressed areas of inadequacy that wewght to their attention by
the intersection of class theory and their practicéio expressed very clearly, “One of
the things that it did [was] to make me see that Esder | was nothing — that | lacked
many tools in order to see myself as a leadett ifeapable of being in the group.”
Other participants expressed specific areas wherelass helped them recognize
specific inadequacies. Thus, Julio could say twithe area that | did not have was
team-building...1 didn’t have it,” and again “Oneetlvay of how to make a plan.” Juan
also shared, “The idea of team-building impactedant@. Why? | don’t know, always
when they gave me a responsibility, | did it alongidn’t know how to deal with other
brothers.” In these instances, they recognizedttiegt lacked the ability to do something.
This became clear to them as they reflected upen éxperience and class theory.

Second, they became aware of prior failure as thes®y and their experience
intermingled. The participants used words suchildBpught,” “I realized,” and “l was
confronted.” As Rafael summarized, “It is a graapdorward when you become aware
that you are doing things the wrong way.” The is¢etion of class theory with
concurrent experience revealed false understandatiisides, and actions. Juan and
Pancho both expressed similar thoughts concerhmgvay that they led. They realized
that their prior understanding was wrong, becagdeaamcho stated, “I thought that a

leader didn’t do anything but give orders, ‘Do tbisdo that.” The class theory
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confronted these men with a new insight into hoadéss should lead, so that Pancho
said, “But it is the opposite, the leader has tordwe, to direct the group so that they
follow the vision.” Others also recognized wayst ey had held erroneous concepts as
the class theory exposed their prior failures.

The motivation to utilize new knowledge flowedrfrdghe participants’ felt needs.
Inadequacies and awareness of prior failures deglalnggative emotions. Without their
experiences, they may not have found the classyhede very useful. Knowles stated,
“Adults are motivated to learn as they experieneeds.?*° These participants indicated
that their concurrent ministry experience revedleir needs apart from and in
interaction with the class theory. This, in turan&d as a motivation to utilize the class
theory by changing their perspectives and actions.

Positive emotions

“Positive emotions” describes the way that thdipi@ants were motivated by the
intersection of their experience with class thediye three categories, “feeling special to
God,” “positive results,” and “I can do this” resul positive emotions, such as
happiness, joy, and increased self-esteem. Theteated the students to utilize theory
in practice. The data analysis reveals the impodani this motivation for transferring
declarative knowledge to procedural and conditikmalwledge.

Rafael described how the leadership class helpeddel special about his role as
an elder in his church. He elucidated,

One of the things that help me a lot in the ledudprslass was to see

myself: “Who am |, and where am | going?” Oncethbfished this, who

am |, not to deny that | needed to grow, but t¢ f@e@ne sense special to
God, who had established me in a church to takeafat. This gave me

240 Knowles, The Adult Learner: A Neglected Species, 31.
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value and humility. “Good, okay, | am put here bydGo take care of

God’s people...My participation has value”...My visierpanded. It got

bigger. There was another way to see my leadeestdpeldership.

As Rafael began to feel special to God, he begartltpe the class theory on
envisioning. Class theory positively impacted hserstanding of his role as an elder in
the church. It motivated him to want to learn hawse the different leadership skills
discussed in the classroom in his ministry resgmlitgs in the church.

Other participants described how positive resultéivate them. There were
internal and external positive results. “Intern@fers to a student’s experience of a
positive emotion and change of perception as theythat the class theory was helpful
to them. “External” refers to the positive chantesy observed in their ministry
responsibilities as they applied theory to practice

Several of the participants discussed the interedhanism. Adan described the
difference it made for him to see the theory agulsHe stated, “I mean...feeling the
information useful for your life and for the chunshdifferent. It's a world apart, I'll
say.” This is set in contrast to his recollectibatthe had studied the same concepts at the
Juarez Technical Institute, but failed to applynth&his time, he saw the usefulness of
the class theory and began to apply it to hisdifieation. Juan, Pedro, and Julio
expressed emotional responses to the class thedngwr used it. Juan said, “It made me
happy,” Pedro stated, “I felt content,” and Jukeealed, “This encouraged me.” These
positive emotions motivated them because theyzeglihat the class theory was useful.
Pedro described why he felt content as he usedaliss theory on team building with

these words, “I learned to make decisions for notfyself, but for the group, to mature.
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It helped me to mature.” When these students saitiy® changes in their abilities to
relate to other people, they were encouraged lieaithe class theory in practice.

The external positive results also animated thiggi@ants to utilize the class
theory in practice. These positive results flowexhf the application of particular
concepts, such as team building and planning,eio thinistry responsibilities. This
resulted in the advancement of those ministriga arperceived change in others who
were involved with them in the ministry. Rafael sdtha long story about how he was
able to utilize team building in a ministry situati As a result, he described the change
as follows, “It was much easier for this servant.caese | no longer felt alone...It was a
blessing to other families because this expanded.cEll groups grew.” The positive
results he experienced were an encouragement tmgerio utilize team building. Juan
also described a positive change in the youth gemtipities. He shared, “It
changed...All the activities were well organized...Ahdre wasn't just one [person]
doing everything, but everyone was doing a partl Averything came out better.” This
positive experience came about as he utilized ldss concepts on team building and
planning with the youth ministry at his church. Tha turn, motivated him to continue to
utilize the class theory.

The final category of positive results was whes plrticipants realized that the
theory was “do-able.” This is described as, “Obah do this.” They understood that the
theory was not just a good idea, but that it cdnddmplemented. This realization
involved two interacting thoughts. First, they readl that the theory could be
implemented in practice, and second, that it wasagond their ability to utilize it.

Pedro shared that in relationship to team buildiregclass helped him to understand,
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“We can do this. Particularly, ‘We can carry thig to execution.” Adan explained that
he became aware that he and other men in his chatho exercise leadership. He said,
“Yes, it kind of opened my understanding at theetint really kind of opened my eyes
more...and so we can do it.”

The positive emotions category provides educatdisa powerful arsenal of
tools that can be used to motivate learners tsteanheory to practice. The role of
reflection is vital. The students in this resegvobject indicated that positive emotions
motivated them to utilize the class theory in pgrEctPositive learning experiences need
to be teased out of learners so that they can Neelthem. Some learners focus solely on
their failures, failing to see the positive resulihis can be true in ministry situations
where theological students do not receive a grealtaf positive feedback. Positive
results will produce encouragement, which will diyeancrease the motivation to utilize
class theory.

The Emotional Weight of Ministry Experience

The third area deals with the emotional weightnafistry experience. This
motivation resulted from the participants’ undensliag that they had a responsibility.
Julio elucidated this clearly with these wordshélieve that as a leader, or one who is
out front, always has to make the way better. Cagetb show a better way. | think the
only way of making things better. One as a leadestrbe prepared. This motivated me
to study the book.” He distinctly linked studyirtgetclass theory with his understanding
that he was responsible to be better preparedasténhcould lead. Others also talked
about the ways that they felt the weight of miyisgsponsibility. Pancho stated, “I felt

the responsibility as a leader, the duty with therch.” Later in his interview he added,
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“I was preoccupied with the weight [of leadersHiguan related his ministry
responsibility with the class concepts this wayf tOurse, it was more impacting to have
a leadership role and studying this...it impacted bbeeause | took it, so to speak with
more desire than if | had not had the responsjdilAgain, his words distinctly point out
the role that concurrent experience had on hisvatdn to utilize the class theory.

Prior and concurrent ministry experience motivdtesse participants because
they felt the weight and responsibility of theiadkership roles. If they had not had these
roles, they would not have needed to study thesdlzmory and they may not have been
as intensely interested in it. As Juan said, “Isware impacting to have a leadership
role and studying this...” These remarks highlightivimportant concurrent experience
is to adult learners. The motivation to utilize ti@ss theory had a direct connection to
their responsibilities. This is an excellent reafmrBible schools and seminaries to
incorporate experiential education into their aurhums. Wlodkowski states,
“Sometimes there is only the real thing to makerieay meaningful...*** Atkinson
agrees, “Field education becomes increasinglycafifor a well-rounded education in
professional ministry degrees 22 Concurrent experience creates a need in adult
learners. As they experience the real thing andwamter the realities of their profession,
they will feel the emotional weight of their respdrility. This “raises the relevance of
theoretical classroom knowledg®&®because it increases their desire for theoretical

knowledge that is useful to them.

241 Wlodkowski, 302.
242 Atkinson: 11.

243 Wlodkowski, 302.
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God’s Intervention

The final area was the role of God in the leasarbtivation to utilize the class
material. As noted in chapter four, the particigastiared this without prompting from
the researcher. Three of the participants direattiybuted to God a role in their
motivation to utilize the class theory. They useese words, “God was teaching me,”
“God was working in me,” and “God has shown me #drad by means of the class he
showed me more,” all indicate this direct connettiduan indirectly attributed to God a
hand in his life as a motivation for utilizing tbkass theory. He shared, “I believe that it
was God who acted, because then, nearly, abosttjthe], | entered as a leader of the
youth, | entered with this material.”

The students’ references to God’s activity intthiges reveals an important
motivation for utilizing the class theory. Whettaer a direct reference, such as “God was
teaching me,” or the idea that “it was God who dgtthey expressed their belief that
God was active in their learning process. This ddies with the role of the Holy Spirit in
theological education. Jesus promised his disciplaishe would send them another
helper, who would abide with them foreV&t That helper is the Holy Spirit. According
to Jesus, the Holy Spirit “will teach you all theéngnd bring to your remembrance all that
| have said to you?® Theological education does not depend solely Uponan
wisdom, or on the learner’s ability to make senfséass theory. Rather, it incorporates
the role of the Holy Spirit, who is active througitohe learning activity. When educators

and learners acknowledge the present and contiraaivsty of the Holy Spirit in the

244 John 14:26 The Holy Bible, English Standard Version.

245 John 14:16-17 ibid.
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learning process, it is a powerful motivation toize declarative knowledge in
procedural and conditional knowledge. It bringsamagement and comfort to learners
as they struggle to implement theory in practiberé¢by increasing their motivation to
push forward regardless of the difficulties expece The participants in this study were
motivated by the knowledge that God was activéd@irtlearning.

Transfer of Learning

The final research question focused on the teardfclass theory to the
participants’ concurrent leadership responsibsgiti€his transfer occurred in three broad
areas. First, the participants experienced a chenieir attitudes regarding the
importance and proper exercise of leadership. Sk¢bare was a change in their social
behavior. They began to act differently towardseotbeople. Third, they explained how
they implemented new ways of doing things aparnftbe changes in their social
behavior.

Analyzing this transfer of learning highlightsékrimportant considerations for
educators and learners. First, learners who haveucent experience can be expected to
transfer a greater percentage of theory to pracBeeond, the transfer described by the
participants is best understood as connecting deila, procedural, and conditional
types of knowledge. Third, the three areas of teandentified as attitude, social
behavior, and action are interconnected. They nilytumpact one another.

Concurrent Experience

The transfer of theory to practice requires thatters have significant and real

concurrent experience. Class theory exposed teasedrs to new concepts, which they

compared to their concurrent ministry experiendethds point, theory impacted their
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concurrent experience. They analyzed their conntimeperience utilizing the class
theory and made changes in the three areas afdatisocial behavior, and action.
Without concurrent experience, it is not likelyttizese participants would have
experienced the same level of transfer. The liteeanakes it clear that experience is
necessary in order for learners to bridge the gaywden theory and practice.

As discussed in the literature review, there exasgjap between theory and
practice in pre-professional education. Burns ntitasparticipants in his research
recognized this gap. He states, “The pastors imebim this study did not criticize their
pre-professional training through the traditior@dlogical education...At the same time,
a constant refrain among the participants was thpin entering the ministry, they were
naive about what they might fac&®To bridge this gap, learners need to have
concurrent experience. Atkinson states, “...equippangninistry is far more than the
cognitive experience. Germane to ministry-relatédcation is experience. Field
experience in the form of practica, student migjsand internships, provides the much-
needed balance to classroom studfé5Students will compare class theory to their
concurrent experience. They mutually evaluate eaeh(theory and experience) by
comparing one to the other. By this means, theystea theory to practice.

The participants in this study all had significamnistry and leadership
responsibilities when they took the leadershipslas a result, they testified that their
concurrent experience enabled them to transfes theory to practice. Adan compared

his experience of believing that the pastor way tm leader of the church with the class

246 Burns, 273.

247 Atkinson: 7-8.
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theory and discovered that he had a responsibdlitgad. He shared, “I was thinking of
the leader was...that the leader always had to bpabtr.” This is a reference to his
concurrent experience. Then he continued, “| becames conscious that it's not just the
pastor who has to be a leader. But we who aretap#re church are role models for the
younger generation...” Adan experienced a changéitngde and realized that he had to
lead. This was possible because of the interseofigtass theory with his concurrent
experience.

Another example is from Rafael. He was an eldérisrchurch at the time he took
the class, but was struggling with feeling oversiveed by the other elders’ years of
experience. However, the class theory changedtitisde. He described his experience
this way, “Well, okay, | am placed here by Goddke care of the people of God...My
participation has value...My vision expanded. It gtagger. It took another way of
seeing my leadership and eldership.” Again, hiscoorent experience intersected with
class theory, and his attitude changed. His expegienabled him to see where he was
wrong as he compared it to the class theory. Athefexamples of transfer reported in
this study show the same pattern. The participamiscurrent experience and class
theory intersected, resulting in changes to théiudes, social behavior, and actions.
Declarative — Procedural — Conditional Knowledge

Declarative knowledge is defined as a “knowing tihgpe of knowledgé*® This
corresponds to the theoretical knowledge preseanttde textbook and in the classroom.

Procedural knowledge is “knowing how” to perfornitaé tasks*° It “results from

248 Bruning, Schraw, and Norby, 38.

249 Ibid.
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action and application of declarative knowledg®.Conditional knowledge is “knowing
when and why to use declarative and procedural ledye.”?*! As Haskell describes,
“When to apply our knowledge in context-appropriateys: we don’t behave in the same
way in all situations2*? Transfer of learning occurs as learners connedadive,
procedural, and conditional knowledge. It is a pgscthat involves reinterpreting
declarative knowledge into procedural and condéidgmowledge.

These three knowledge types interact. Procedadhtanditional knowledge
answer the question, “What does this mean in myd¥bfHow do | use it?” “When do |
use it?” Tobias and Duffy note, “A challenge of {sexvice teacher education courses is
that the students do not have sufficient prior kisolge of teaching in the classroom. In
their teacher preparation courses, it is hardHerstudents to see the significance of the
theories and map them into their future pupils’debrs.”> These words indicate that
without concurrent experience, learners do not hlageneans to connect declarative
knowledge to the real world. Students are limitedduse they lack the corresponding
practice that can enable them to make sense ddrd¢igke knowledge. This limits their
ability to transfer it to procedural and conditibkaowledge. Declarative, procedural and
conditional knowledge are equally necessary focessful professional practice.
Declarative knowledge is of little use until learmienake connections to their actions

(procedural), as well as their attitudes and sdaghlavior (conditional).

250 Tobias and Duffy, eds., 20.
251 Bruning, Schraw, and Norby, 38.
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The participants in this study indicated thatttransferred declarative
knowledge to procedural and conditional knowleddesy each had significant and real
concurrent experience while they were taking tlassiwhich enabled them to make the
transfer. It is important to note that they utitizbeir experience to make these
connections. If they had studied the class theatlyout being able to compare it to their
real world experience, it is doubtful whether theguld have been able to transfer the
declarative knowledge to their actions, attitudas] social behavior.

Knowledge Types Interconnected

An analysis of the data reveals that the threevieage types are interconnected,
and that they interact reciprocally. They are irgtlated and provide a means of gauging
transfer of learning by directing our attention svflmm empirical measurements to
profounder and more permanent types of transfean@és in attitudes and social
behavior are important indicators of transfer afrteng. Knowing “how to do
something” is good. It demonstrates that declaedtivowledge has been transferred into
practice. However, it is equally useful to know ‘®vii and “where” to use declarative
and procedural knowledge. Indeed, “when and whiereise declarative and procedural
knowledge may be more important than “how” to us&he participants in this study
revealed that they transferred declarative knowdedgheir attitudes and social behavior
(conditional) and to their actions (procedural). a¥ls more interesting is that their
statements reveal interconnectedness to this @arisfmost cases, there is a connection
between at least two of the categories describedtiasde, social behavior, and action.
Sometimes all three categories are involved. A ghan attitude impacts social behavior

that is connected to action. In the participargarhing process, the three built upon one
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another and perhaps occurred simultaneously asctinestructed meaning of class
concepts by transferring it to their lives.

The following three categories were listed in&malysis found in chapter four
under transfer of learning. Attitude described hgasticipants experienced a change in
their understanding, either about the importanddeif leadership or how to exercise it.
Social behavior described ways that the particgpahtinged in how they related to other
people in their leadership role. Both of these $ypktransfer exemplify the transfer of
declarative to conditional knowledge. The changey experienced in attitude and social
behavior were profoundly personal and resultedhénttansfer to procedural knowledge.
Action described concrete manners that they chaimg#ekir practice of leadership. The
theory interacted with these learners’ prior andocwrent ideas about an aspect of
leadership that had an impact on them internaltyeatternally.

Juan’s interview revealed that there was a coomdipg change in his attitude,
social behavior, and actions. He experienced agghamattitude related to how a leader
should exercise his leadership. He stated, “Bdftiteught that the leader didn’t do
anything but was ordering, “You do that and yoult®other.” But it is to the contrary.
The leader has to do more, to direct the groumabthey follow the vision.” Juan’s
interview also indicated a change in his socialdvér. He mentioned, “Always when
they gave me a responsibility, | would do it aloheidn’t know how to cope with other
brothers.” He emphasized that he did things by &ifis his interview and again stated,
“Always, the activities, | organized them...alwaysvas |, 1, I, always.” But then he
indicated that he changed his social behavior apthmed, “When | was trying to work

in a team, it was difficult for me, but it was sdimag | needed, to work in a team.” He
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also talked about this change when he said, “tolue/myself with the group and specify
each one...” Before, he spoke of doing the plannimyeverything by himself. Later, he
acknowledged that he was working on a team.

Comparing his change of attitude with his chamggacial behavior reveals a
link. If the leader only gives orders, it implidgat he is not working with others as a
team. He is doing the planning and organizing akmmeéthen telling others what to do.
So not only did Juan have a change in attitude|$ehad a corresponding change in his
social behavior. Finally, he revealed a parallerde in his actions. He described this
change by first recounting how things had beenroegal prior to the class with these
words, “It impacted me because it was not just deaj rather it was the idea of many
brothers...” As a result, he said that the meetitgsiged. “It changed then, all of the
activities were well organized and everyone hadetbing to do.” Juan’s statements
reveal that his actions changed in planning grarities. He began to include the
group in his planning. It was no longer just hisadand things were better organized.
Juan transferred the declarative knowledge frontlhgs, and his attitude, social
behavior, and actions changed in tandem. The thmpacted one another.

Pedro’s interview revealed a similar interacti@veen his change in attitude
about how to lead and his social behavior. He e&peed a change in attitude similar to
that experienced by Juan. This attitudinal change farther reflected in the change in
his social behavior. He stated, “Yes, my leadershgnged. | learned to make decisions
not for myself, but for the group.” He further debed the change in his social behavior
with these words, “[I began] to relax with the atled&ers, as a teacher, in helping the

group.” His attitudinal change was directly linkiedhis social behavior change. A leader
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who believes that leadership means giving orddikaby to be distant from people.
However, Pedro stated that he changed in both.afeasnderstood that the leader leads
by including others, and this led him to draw ne&ogeople.

Rafael and Adan revealed a connection betweemmgehin their attitudes about
the importance of their leadership and specifidiapfion of a leadership principle. This
connection is between conditional knowledge andguiaral knowledge. Rafael
mentioned in his interview that he began to seddaidership with greater importance.
He explained, “...but to feel special to God, thaestablished me in the church to take
care [of it], that gave me value and humility. Wekay, | am placed here by God to take
care of the people of God...My participation has ealtMy vision expanded. It grew
bigger. It took another way of seeing my leaderstmg eldership.” This was eye-opening
for him. As a result, he described repeatedly sittierview that he began to implement
envisioning. He began to ask himself this questiég¢ho am I, and where am | going?”
He said that envisioning impacted him describing/lfere am I, and where am | going?’
This continues to impact my life until today. Todaythe grace of God, he has called me
to be a worker. | am beginning to work. It is a n@vase in my life. It is part of my
vision, ‘Where am | and where am | going?’” Pedrd®nge of attitude is directly linked
to a change in action. As his vision expanded,dgahb to envision the future and came
to understand that he was called by God to be &avowhich, in the Mexican
Presbyterian Church, is one step in the procebs@ming ordained. A change in
attitude is linked to a change in practice.

Adéan also spoke of a change in attitude thanlelil to a change in action. He

stated, “| became conscious of the need to lead.atttied, “| became more conscious
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that it's not just the pastor who has to be a ledalet we who are a part of the church are
role models for the younger generation and our paars next door to us.” His attitude
changed. In addition, Adan shared about ways thdelgan to utilize planning in his life.
He described the following situation where he méitl planning for a business trip to
receive training. He explained, “I had everythiegay to go, and in a sense | knew |
couldn’t go [because of the lack of money], butappened, because | had everything
ready.” His words reveal that he has linked hisrawess that he must lead to a specific
application of a leadership principle. The linkweén recognizing attitude and action is
not as clear compared to Rafael's example, budesdexist. Planning is one component
of leadership that has to be developed and used.

Finally, Julio’s interview revealed a link betweleis social behavior and action.
He expressed, “The area | didn’t have was formitepm. | didn’t have...how to relate
to other people and to make a team. Two yearsthgodea of forming a team was a
really good help to me.” His social behavior invedvnot knowing how to relate to other
people, and this is where he changed. He furthglamed that he struggled with self-
control. He stated, “One, | had to learn to contngkelf.” This lack of self-control was
explained as, “Perhaps to impose, right?” He thiemitted, “But this area of self-control
also had gone from me.” However, his applicatiothefteam-building concept impacted
his social behavior as he began to learn to cohtro$elf by allowing others to speak and
be heard. He explained, “Because in the team,rimifg a team, it is the way that one
has to control themselves, so you can direct ydfiuxsether people.” Later in the
analysis of the interview data, it was noted thdibJndicated that he made a procedural

application of the team building concept as a phthe church’s committee that was
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planning for future construction. He shared, “Tveaks ago, | was also working as part
of the construction project. Therefore, startinglan some things ahead...” It is not
explicitly stated that he was a part of a team,tbeite is the indication that he was since
he was part of the construction project. He waskimgrwith others to plan ahead. The
link between his social behavior and his practgptahning are observed in the use of
teamwork.

The words of these participants reveal that theme corresponding applications
of declarative knowledge to their procedural andditional knowledge. Where changes
occurred in conditional knowledge (attitude or sbbehavior) there was an impact on
procedural knowledge (action). Sometimes thereasmasnnection between attitude and
social behavior, which are both conditional knowgdedThese applications are evidence
of transfer of learning. In all of these instandeis important to realize that transfer was
not one-dimensional. It did not just occur from ldeative to procedural knowledge, or
from declarative to conditional knowledge. Rathieinpvolved all three and, even within
the conditional category, learning was transfebretiveen attitude and social behavior.

It is important for educators and students in 8itblleges and theological
seminaries to understand the complexity of thesfierrof learning process. It is rarely a
single entity. Declarative knowledge is importamt $uccessful ministr§?* but it is not
sufficient by itself. The institutions and learneeed to be concerned with what is being
transferred to attitudes, social behavior, andasti What learners transfer is
multifaceted. Declarative knowledge transfers tiuates, social behaviors, and actions,

and they all transfer one to another. So it is irfg to teach and learn so that we are

254 Atkinson: 6.
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engaging all of these areas. Using meta-cognii@ne way to be conscious of the
interconnectedness that exists between declargtivegdural, and conditional
knowledge types. Theological education is conceaieuit the whole person.
Theological students preparing for ministry needlitain more than merely declarative
knowledge. Rather they must become aware of themsel their attitudes and social
behaviors — and understand how the theoretical latye transfers to these areas. They
also need to be aware of how they are implemetitiegry into actions. Educators and
learners must work together to make this happenwah as possible.
Summary of Findings

Overall, the literature and interviews revealed tlmancurrent experience is
needed for learners to transfer declarative knogédd procedural and conditional
knowledge. The learning theory called constructividescribes learning as sense-
making, and sense-making requires experience goefiential learning. Learners do not
seem to be able to transfer information to a nemteod passively. The participants in this
study indicated that they constructed meaningadgsctheory, were motivated to use class
theory, and transferred class theory to practice r@sult of their corresponding ministry
responsibilities. Constructing meaning was closdilgned with the transfer of class
theory to practice because it involves interprethmgtheory to each individual's
particular circumstance. To employ the class thethwy experienced changes in their
attitudes, social behaviors, and actions. They wevated by their concurrent
experience to construct meaning and to transfenileg as they saw its relevance to their
personal lives and responsibilities. When decleegtnowledge is learned in isolation

from the contexts where it is used, then we camytette that learners might not be able



169

to transfer it or be limited in their ability toatnsfer it. Their ability to construct meaning
of new knowledge will likely be truncated, becalesaners use their prior and
concurrent experience to construct meaning of theor

The findings from this study highlight the needntegrate field education into
curriculum. To maximize the benefits from both th@ssroom and experiential learning
it is necessary for educators and learners toatefie the how theory and prior and
concurrent experiences interact. Experience bif issaot sufficient and may mislead
learners to erroneous conclusions. Theory by itseibt enough, because learners will
not be able to fully appreciate its usefulness. @Widence presented in this study
strengthens and enhances what is known aboutahsfér of learning by providing the
rich and thick description from the participantsices. The findings from this study can
be used to help educators design curriculums tileémhance their students’ ability to
make sense of declarative knowledge, to motivamtto utilize that knowledge in
practice, and to develop deeper levels of trarisféneir attitudes, social behaviors, and
actions.

Recommendations for Practice

In light of the findings described above, there saeeral important
recommendations related to the pre-professionataoin of future ministers,
missionaries, and other types of Christian servitese recommendations apply to those
teaching at Bible colleges and theological semasaras well as to the learners enrolled
in those institutions.

Curriculums need to be designed to include as neuplkeriential education as

possible. The literature and data analysis ma&ledr that students learn more when they
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are able to combine experience and theory. Preegsainal education is criticized for
isolating theory from practice. The tendency offgssional schools is to emphasis the
technical and scientific aspects of knowledge ftbmsocial and human practices of the
profession. This creates a theory-practice gap.t@ttenical and scientific aspect of
knowledge — declarative knowledge — is not the sasngrocedural and conditional
knowledge. It is an important component in profesal education, but is insufficient by
itself because learners who may excel at learngutpdative knowledge will have a very
limited understanding of how to utilize it in reabrld settings.

One clear example comes to my mind. | remembendggikio college-level
calculus classes during my sophomore year as agrgradiuate. The only problem is that
I never really understood calculus, and | have nbeen able to transfer it to real world
situations, although it has many real world appiges. | was capable of learning how to
solve problems for exams, but could never trarntsisrknowledge to any practical
problems.

Theological education can have the same discotmaaieen theory and practice,
as do other areas of pre-professional educatiom.athjuisition of declarative knowledge
about the Bible, systematic theology, church histand even pastoral theology does not
mean that graduates are ready to put this knowlexlgeactice. Declarative knowledge
can be forgotten quickly unless it is linked to estpnce. Learners can become
conditioned to memorize declarative knowledge foegam, but this is quickly pushed
aside as they begin new classes. This is why thé&calum should include significant
real world concurrent experience. Most institutidiesrequire that their students devote

some time to practical service. My own seminaryegignce is an example. | was
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required to spend about two to three hours per weakministry. However, | do not
remember that | gave this work my best prepardtiog, nor did | really reflect upon
what | was doing. It was another requirement, kiitlinot consider it to be significant
enough so that it made a great deal of differeaceyt transferring declarative
knowledge to procedural and conditional knowledgg#so do not remember that my
practical experiences were explicitly brought baxtk the classroom. | was oriented
towards the classroom rather than practice.

For this reason, | believe that Bible colleges sahinaries need to do a better job
of integrating concurrent experience into theirmuiums. Larger institutions will
probably have a more difficult time achieving thal than smaller ones. A larger
student body means less time to oversee the ifi@sand practicums. However,
reflective practice can be brought into class ase&nts. Class structure and assignments
can include journaling on class material, in-cldissussions on the subject matter, asking
students to reflect on how class theory relatébdd concurrent experiences, and
purposefully bringing their experiences into thassroom through questions and
answers. Learners should be encouraged to interdicone another and their professors
about their studies. But whether an institutiolarge or small those running it need to
appreciate and promote active learning experieimctee real world.

Students at Bible colleges and theological sengsaalso need to push
themselves to be involved in significant ministegponsibilities. It is not solely the
institution’s responsibility to see that this ocsuPerhaps learners need to become less
concerned with their grades and more concernedmiéttical experience. If a lower

grade results from taking more time in concurreimtistry, then that is a sacrifice that
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should be made to enhance significant learningditii®ns can help in this area by de-
emphasizing grades based solely on the studenli$iestto master declarative
knowledge. Evaluations can also be based on tldestsi self-evaluations and reports
about what they are doing. As students determingotoy less about their grades, and
institutions de-emphasize evaluating only classreark, perhaps there can be a
positive movement towards achieving an atmosphéerevdeeper learning takes place
because experience is given the same importaneadsg, papers, and tests.

The classroom experience needs to be linked vk via discussion, drawing
upon the experiences and stories of the studedtprafiessors, and interviews with those
involved in ministry. This recommendation is anftawt of the one above. Experiential
field education is important, but so is orientihg tlassroom away from lecture and
examinations that only measure a student’s masfatgclarative knowledge. Students
need declarative knowledge, but it is possiblerésent this knowledge in a way that
reduces the gap between knowledge and practics, Siudents and professors both have
prior and concurrent experiences that they brirt #iem to the class. These
experiences need to be acknowledged and discuBsegharticipants in this study
indicated that class discussion was a mechanisynuged to construct meaning of the
class theory. There is a time for lecture, butdélean be an equal or even greater need to
promote discussion. Allowing time for questions agtussion can be a great learning
tool. Second, professors and learners need tolltedde about drawing upon their prior
and concurrent experiences during the class. Lirggeto the experiences of others and
the insights that a professor has gleaned frontipeawill provide insight into the real

world phenomenon. It helps learners make connextiomvhat they can expect to
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encounter during their interactions with people awents. Third, the classroom needs to
include times to interview men and women who at&ely involved in ministry. This

can be true for courses not considered practicphstoral theology. For example,
students can learn how a theological concept i®itapt in practice as they hear from a
practitioner.

Life-like assignments should be required of stusleinistead of relying only on
tests of cognitive memory. Tests that use truedfatgatching, fill in the blank, short
essay type questions, and writing reports and papers have their place in evaluating
learning. But they are not sufficient for evalugtimow this knowledge is understood in
procedural and conditional settings. Other type®al world assignments need to be
used as well. These could be assignments suchitasgver friend to explain a theological
concept, or requiring a telephone or face-to-faseussion with someone. Dr. Jerram
Barrs, professor at Covenant Theological Semirragulires the students who take his
evangelism class to write a letter to a friend akxphg the gospel and then mail it.
Sunday school lessons, sermons, and other tygagpération can be evaluated for
content as well as presentation. Case studieseaneisented in the class, allowing for
time to analyze and discuss what is happeningreaidife problems can be presented in
the class and assignments, which will require ¢lagrlers to think about solutions. These
life-like assignments require learners take thd s&ep to connect declarative knowledge
to procedural and conditional knowledge.

Reflection needs to be included in theological edioa. The class used for this
case study had a requirement for the studentsite asix to ten page reflective paper.

They were to reflect upon their concurrent leadereiRperience and upon the class



174

theory. The interviews revealed that this reflattwontinued even after the class. It is my
conviction that the interview process for this stpdomoted further reflection. All of this
highlights the importance of reflection in the l@ag process. Learners need to be
encouraged to reflect upon what they are learnitgreow they are learning it.
Experiential education underscores that experintt®ut reflection is not necessarily
good and can be misleading. Reflection needs tofmat of the classroom experience.
Students can be required to keep a journal, weilective papers, and share in the class
about their experiences. Ideally, professors shalsld have time to converse with their
students about the class and their experiences.
Recommendations for Further Research

This study focused on how learners described tip@itance of their concurrent
leadership experience in transferring classroorarth® ministry practice. As with any
study, there are limitations as to how extensieeftitcus can be. Therefore, pursuit of the
following areas of study could be highly valualbe inderstanding the phenomena of
transfer of learning. First, this case study foduse a practical/pastoral theology course
that might be expected to have greater conneatitinet real world. 1t would be good to
conduct other case studies that draw from othexsaséthe curriculum, such as
systematic theology, church history, and Bible eahtourses to see how students are
utilizing their concurrent experience to transfegde to practice, or how they incorporate
these studies into their practice.

Second, the twenty-month gap between the timedhtcpants took the class
and participated in the interviews allowed for edbfurther reflection and opportunities

for them to transfer class theory to practice.dswlifficult to discern from their
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interviews what may have occurred concurrentlyloroat immediately after the class
and what occurred over the intervening weeks anctinso Clearly, they shared about
ways that they transferred class theory to prachinethey were not as clear in
delineating when they did this. Therefore, similgres of studies should be conducted
closer to the time the students are exposed toléiss material. This can provide a new
understanding of the immediate impact the clabsgng in practice.

Third, the participants in this study shared a uaiget of circumstances. They
were part of a cohort that studied together for fgars, and there were only seven of
them. Four of them were involved in the same chuaiold two of them were members of
another church. This is probably not a typicalatitan for most seminaries, which have
larger student bodies. Therefore, the results filuecase study maybe skewed so that
they do not reflect the reality of other studehtgould recommend that further studies
should be conducted so that a larger representediofe made. In this way, a more
complete picture can be obtained.

Fourth, further study should focus on older vergusng adult learners. Since
experience influences what adult learners valueuditide, it would be interesting to
discover whether older students (perhaps thosengiaeminary at age thirty or older)
are better able to transfer learning compared tmger students (perhaps ages twenty-
three to twenty-nine). This might allow a researdbealiscern to what extent prior
experience plays in the transfer of learning.

This study was undertaken because of my interashd@erstanding how to
effectively equip others for Christian ministry. Wis it not enough to provide learners

with declarative knowledge of the scriptures, systéc and pastoral theology, and
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church history? If | give learners information: Wtlg they not use it? Why does so much
of what passes as learning seem to result in titthnge in learners?

My interest in this topic began around the year@®®Bough interaction with Dr.
Gary Waldecker, a fellow missionary colleague. tisughts and writings on theological
education began to change my understanding abeuwatith of learning in general and
about theological education in particular. | begannderstand that theological education
implies more than mastering declarative knowledigyeinterest has been strengthened
through my course work for my Doctor of Ministrygitee at Covenant Theological
Seminary. The application of adult learning thetarpur class work, which utilized
participative learning experiences, drawing upongior and concurrent ministry
experiences, and reflection on theory and pragtic®/ided me with a deeper
appreciation for the role that experience and céfha exercise in adult learning. The
research and investigation for this dissertatisnyall as the discipline to express my
thoughts on paper has broadened my understandehgpgconviction that mastering
declarative knowledge is not enough to effectivexiyip learners for ministry. There are
many ministry skills that cannot be learned by neg@ book or listening to a lecture. In
dependence upon God, | anticipate that what | learmed about ‘learning’ and the
importance of experience and reflection in fadilitg the transfer of declarative
knowledge to procedural and conditional knowledgéeemable me to be a better

equipper of future leaders. | trust it will be tbe glory of God.
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