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ABSTRACT

AN INVESTIGATION OF MINISTERS' PROFESSION-RELATED
SELF-DIRECTED LEARNING ACTIVITIES

By
David Mutuku Kitonga

The purpose of this study was to investigate the
profession-related self-directed learning activities carried
out by ministers in their quest to acquire skills, attitudes,
and knowledge required for improving professional competence.

Face-to-face interviews were conducted for the purpose
of developing a survey questionnaire. The questionnaire was
pretested twice, with subsequent revisions, before it was
mailed to a random sample of 140 ministers in the United
Methodist Church who had seminary training and two years or
more of practice in the ministerial profession. There was a
return rate of 72.9% following two follow-up mailings.

The following conclusions were reached:

Ministers utilized a diverse number of learning
activities which varied from one minister to another. They
preferred to learn by activities in which they had active
personal participation. They least preferred to learn by
passive participation. The most important learning
activities used by ministers were: 1) reading books (98%),

reading periodicals (91%), attending organized learning



activities (91%), learning by doing/practicing (76%), and
consultation with colleagues (76%).

There was no significant difference between age levels,
locations, or lengths of professional service, and the
importance of self-learning by doing/practice or consultation
with colleagues as preferred learning activities.

Ministers participated in organized learning activities
primarily to learn professional skills. The most influential
factors for their participation were leadership quality,
personal goals, congregational needs and reasonable cost.
Academic credit was not an important factor.

Ministers controlled their learning even in the church-
organized continuing education. Self-directed learning was a
major and important component of profession-related learning.
They knew what they needed to learn and sought out this
learning.

The major learning barriers for ministers were
situational and institutional. These included inability to
arrange time for learning, lack of learning opportunities,
lack of funds for learning, and professional stress.
Inability to learn by self or to decide on learning needs
were not major learning barriers for ministers.

This study's findings on ministers confirmed other
studies conducted on other professions and self-directed

learning.A
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Chapter I

Statement of the Problem

Background of the Study

There is a growing concern for ministers' professional
obsolescence, given the fast social changes in today's
society. The ministers' professional demands have greatly
increased and their roles have expanded and become more
complicated (Adams 1966, Preston 1976, Gamble 1984). A
minister has more professional issues to deal with than ever
before. The effects of rapid change challenge all
authority, not the least that of the church. The ministers'
responsibility is increased, given the increased social
stress on the communities that the minister has to serve.

According to Alvin Tofler (1971), the too-fast
technological advancement and change in too short a time is
responsible for social disorientation, new social roles,
fractured families, organizational upheavals, high social
mobility, and wide diversity of life styles. The
traditional , social and religious mores have been
challenged by this rapid change phenomenon. The fast
technological advancement and rapid social changes are

challenging all professions to learn to adjust and cope with



2
the demands of changes and to maintain professional
competence.

While there are ministers who are effective in relating
to the emerging needs and new challenges, an increased
number of ministers are becoming ineffective in their
ministries (Dittes 1962; Rayburn 1985; Walsworth 1978;
CQChrane‘1981; Thomas 1968; Mills and Hesser 1972). Studies
of ministers show high professional stress, increased number
of burned out ministers, and an increasing incompetence
among ministers (Rayburn et al. 1986). The stress generated
by the changing demands on the ministerial profession is
often too great to cope with and leaving the ministry has
been one way of escape.

The effectiveness of the church's ministry in society
is declining (Preston 1976; Stewart 1974; Wiersbe 1988).
Studies done on ministers indic#te a strong need for an
understanding of how to relate the Christian faith to a
rapidly changing society (Gamble 1967; Mills and Hesser
1972; Preston 1976).

In order for ministers to improve professional
competence and become more effective in ministry they need
to learn more effectively. Mark Rouch (1974) linked
competence in ministry to continuing education. Continuing
education was the instrument through which competence was
achieved. Rouch defined continuing education as "an

individual's personally designed learning program which



3
begins when basic formal education ends and continues
throughout a career and beyond. It is unfolding process
which links together personal study and reflection and
participation in organized group events" (1974:16).

Because of the great need for ministers to learn to
cope with the demands of the profession, given the rapidly
changing society and professional stress, self-directed
learning (self-learning) has been suggested as a vital part
of a minister's education (Gamble, 1984; Malcomson, 1981).

A study done on twelve denominations in the United
States and Canada found that the factors which appeared to
be most influential to the decision of the ministers to
participate in continuing education were: 1) a perception
that the subject matter would contribute to increased
competence for ministry; 2) presence of self-assessed
continuing education; and 3) self-formulated goals (Gamble
1984). There is a need for ministers' effective profession-
related, self-directed learning, given the rapidly-changing
society, in order to maintain professional competence and
effectiveness.

Cyril Houle (1980), in Continuing Learning in the
Professions, quoting Dill and Elton (1965), said "self-
directed learning is imperative in a changing world." Also
Brookfield (1982) says that self-directed learning is the

prime way for man to cope with the world around him.
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Guglielmino and Guglielmino (1984, 1987, 1988) found
there was mounting evidence which suggested workers of the
future would need the ability to take more responsibility
for the management of their learning. The Guglielminos'
study on managers of some 500 Fortune companies found that
managers believed professional success "today and tomorrow"
was largely dependent on the skills of self-directed
learning.

The rapid rate of change demands professionals design
their own learning in order to cope with the demands of the
constant change. Tofler (1971) described the illiterate of
the year 2000 A.D. not as the individual who cannot read and
write, but the one who cannot learn, unlearn, and relearn.
Future professional success becomes dependent on learning
how to learn.

There is a growing awareness and need for self-directed
learning among the professionals in their quest to maintain
competence in their work in a fast-changing society. Even
the definition of continuing education for ministers has
been evolving and refining to focus on the individual
minister's learning needs and self-directed learning
efforts. For example, Connolly Gamble, Executive Director
of Society of the Advancement of Continuing Education for
Ministry (SACEM) in 1960 defined continuing education as "a

lifelong program of systematic, sustained study" (Gamble



1960) .

5

By 1975 he had modified his definition of continuing

education to read as:

An individual's personally-designed
learning program developed with the help
of colleagues (laity and fellow clergy)
to improve vocational competencies,
which begins when formal education ends
and continues throughout one's career
and beyond. An unfolding process, it
links together personal study and
reflection, and participation in
organized group events in a related
series of 'more-or-less organized
events' (Gamble 1975:3).

The refining process of 25 years has added the

following five essential concepts to Gamble's initial

definition of continuing education for ministers:

1)

2)

3)

4)

5)

the necessity of interaction of learning and
experience;

the initial responsibility should rest with the
minister-learner to begin individual planning for
continuing education:;

acceptance of the role of both laity and other
ministers to provide input into the forming of the
minister-learner's individual plans:;

a variety of activities over the entire life-span
where acceptable, and

goals growing from an emphasis on ministry skills
and theological knowledge to include personal

evaluation and refreshment.
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For ministers to improve their competence in the
ministerial profession, they need to be effective in their
skills of self-directed learning. Tough (1971) and Knowles
(1975) have outlined basic skills that are necessary for
self-directed learning and have pointed out that such skills
are necessary in every learner.

The growing phenomenon of ministers' lack of
effectiveness, professional stress and attrition from
ministry raises some profound questions, such as: what
causes effectiveness in the ministerial profession? How do
ministers learn profession-related skills necessary to
improve competence and to cope with the changing and
increasing demands on their work life? The last question is

the major concern for this study.

Purpose of the Study
The purpose of this study was to investigate the

profession-related, self-directed learning activities
carried out by mimisters in the United Methodist Church,
Western Michigan Conference, in their quest to acquire the
skills, attitudes, and knowledge required for improving
professional competence in their work. The researcher
attempted to: 1) describe the actual and pref;rred learning
activities of ministers; 2) examine the relationship between
the selected demographic characteristics and the learning

preferences; 3) examine how ministers engage in organized
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learning activities: a) how ministers decide to participate
in organized learning activities; b) the extent to which
ministers are engaged in the organization of their learning
in church-organized and provided continuing education; 4)
describe the supports that ministers identify as important
in their on-going profession-related learning; and 5)
identify the barriers that hinder ministers' profession-

related, on-going learning.

Scope of the Study

Ministers are experiencing a lack of effectiveness in
their profession. This is partially because of the changing
demands on their profession. Literature on ministers'
continuing education in the profession indicate that
effective self-directed iearning in the ministerial
profession is not only important but essential in improving
the ministers' competence. If the ministers have to serve
their community effectively, it seems that they must have
the skills for self-directed learning. Rouch (1974), in
competent in Ministry, says competence is having the tools
with which to work. One such tool, Rouch says, is a growing
knowledge of oneself and the world around him/her. The
skills of self-directed learning are essential in achieving
these tools. There is, however, very little known about

ministers' self-directed learning in their profession.
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Traditionally, much of ministers' continuous learning
after seminary has been through organized educational
programs, mainly seminars, extension courses, and
conferences. Much attention is given to the content of
learning in these educational programs, rather than the
learning process. Very little attention is given to how
individual ministers prefer to learn. In a review of
literature on ministers' professional learning, Ferro (1985)
found that the largest amount of materials which discuss the
ministers' professional continuing education are hortatory
or programmatic. The literature review clearly indicates
the lack of self-directed learning.

Given the increasing lack of effectiveness expressed by
ministers in their profession, it is important to learn how
ministers learn professional skills, knowledge, and
attitudes to remain current and to improve their competence
after seminary training. It is necessary to know how
ministers' profession-related self-directed learning can be
facilitated. This is especially a major concern in the
professional continuing education of ministers.

Adults are actively learning in order to increase their
effectiveness in the tasks that they perform. According to
Knox (1985), adults tended to assess the difference between
their current proficiency level and the one they wanted to
attain and then seek educational experiences to close the

gap. Also Knowles (1984), contends:



9
Adults are motivated to devote energy to
learn something to the extent that they
perceive that it will help them perform
tasks or deal with problems that they
confront in their life situations.
Furthermore, they learn new knowledge,
understandings, skills, values, and
attitudes most effectively when they are
presented in the context of application
to real life situation.

According to Tough (1971) and Knowles (1984), adults
take great responsibility for their learning. Tough's work
illustrated that adults are highly active learners and
extremely self-directed. 1In self-directed learning, the
learner makes choices concerning the directions and options
available to achieve proficiency or to accumulate necessary
knowledge. Even learners who hesitate to take major
responsibility for their learning do appreciate the
opportunity to select and plan for learning activities that
fit their needs, interests, and tasks that they need to
perform (Brockett 1985; Knowles 1975). Self-directed
learning may be mistakenly associated with the notion that
the learner carries out his activities in isolation and
independently. Rather, self-directing learning often
includes intimates, peers, instructors, friends as part of
the learning process. All these individuals may help at
various stages of learning (Knowles 1975).

Profession-related learning makes up a large percentage

of all what adults learn. The studies done by Allen Tough
(1971, 1978 and 1979) indicate that the majority of all
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learning efforts by adults are occupation-related and are
almost entirely conducted in a self-directed manner by the
individual adults. He found that 73 percent (and later 80
percent) of all learning projects were self-initiated,
planned, and conducted. Numerous other studies have been
done to verify Tough's theory (Penland 1977; Coolican 1974,
1975; Morris 1977; Brookfield 1980, 1982a). A verification
study conducted by Allerton (1974) also found that 62
percent of the iearning projects pursued by ministers were
related to vocational (ministry) duties such as preaching,
teaching, administration, counselling, and visiting.
Allerton found that 85 percent of all ministers who
participated in the study were satisfied with their self-
directed efforts to learn in the ministry.

Verification studies on self-directed learning leave
many questions unanswered. A need has been expressed for
researchers to go beyond the verification mode of self-
directed learning (Tough 1978; Cross 1981; Brookfield 1986).
Little is known on what goes on in the learning projects.
For example, what major barriers do ministers encounter in
their self-directed learning? How would they prefer to
learn? What resources and supports do they identify as
helpful to their learning? What learning activities are they
engaged in? The major concern in ministers' continuing
education is not on what the ministers are focusing their

learning, or whether they are learning, but how the learning
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can be facilitated. This concern is the major focus of the

study.

Areas of Inquiry and Research Questions:
The following areas of inquiry are used to guide this
study:
1) . How do ministers conduct their learning in their quest
to gain knowledge, skills or attitudes necessary to maintain
competence in their professional duties?

a) What professional duties are ministers engaged in?

b) What types of learning activities are ministers
pursuing to learn their ministerial duties?

c) What types of learning activities do ministers
prefer to use?

2). Do the preferences for learning activities cited by
ministers differ significantly between groups within
selected demographic characteristics?

3). How are ministers engaged in organized learning
activities?

a) What criteria do ministers base their decision on
for participation in continuing education
activities?

b) To what extent are ministers engaged in the
organization of their learning in church-organized

and provided continuing education?
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c) How do ministers distribute their learning between
self-learning at home and learning at organized
learning activities?
4) . What learning resources and supports do ministers
identify as important in their on-going profession-related
learning?
5). What major barriers do ministers encounter which hinder

their on-going profession-related learning effectiveness?

Research Assumptions

The research procedures of this study are based on the

assumptions that:

1). Ministers, as professional practitioners and adult
learners, have been participating in many and
varied learning activities which are mostly
profession-related

2). Ministers know and understand the types and
variety of actual and preferred learning
activities that they have been participating in,
and they would be able to respond to questions
asked and describe the learning activities to the
researcher.

3). Ministers do not learn in isolation, they seek
learning assistance from both human and non-human

sources.
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4). Ministers are experiencing various barriers in
their profession-related learning
5). A carefully planned pilot study on a small number
of ministers followed by a self-administered
survey questionnaire can effectively obtain the

information required by this study.

overview of Research Methodoloqy

This research used descriptive research methodology.
According to E. Babbie (1986) the three purposes of research
are exploration, description, and explanation. Descriptive
research aims at describing facts and characteristics of a
given area of interest factually and accurately.
"Description is the precise measurement and reporting of the
characteristics of some population or phenomena." (Babbie
1986:91). As Borg and Gall (1983:354) put it, "descriptive
studies are primarily concerned with finding out 'what is'
.. .0bservation and survey methods are frequently used to
collect descriptive data."

The survey method was chosen as appropriate for this
study because it is recommended as the method of choice when
it is important to establish the status of a given
phenomenon (Mouley, 1970). This is done by asking a specific
population of individuals what they know, believe or value
about a given phenomenon. According to Babbie (1973) such

information can be collected through three methods of survey
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administration: face-to-face interview, telephone interview,
and mail questionnaires. This study used face-to-face
interviews and mail questionnaires.

A six-step procedure was followed in conducting this
research. These steps were consecutively as follows: 1) an
open-ended face-to-face interview, 2) developing a
questionnaire, 3) testing the questionnaire, 4) revising the
questionnaire, 5) administering the revised questionnaire,
and 6) collecting, analyzing and summarizing the data.

Descriptive statistics, frequency counts and tables
were used to summarize, present, analyze, and draw
conclusion from the data. The analysis of variance (f-test)
was used to investigate the relationships between the
demographic variables and the learning preferences reported

by the ministers who participated in the study.

Limitations of the Study

During the open-ended face-to-face interview the
researcher may not have been able to write all the
information and responses that the research participant
gave. Also the research participant may have given
fragmented or incomplete responses or omitted some important
information.

The random survey sample selected included only
practicing ministers who had at least two years of

professional service following seminary professional
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training. There is a wide variety of other ministers who
have no professional training but who have been practicing
in the ministerial profession. Others had seminary training
but had not practiced for two years to meet the criteria of
the study sample.

Also a small sample used for the open-ended interviews
and for testing the questionnaires may have affected both
the reliability and validity of the study.

To address the problems concerning the face-to-face
interviews the researcher wrote the complete reporting of
the interview within four hours, following the interview,
adding any responses which might have been left unrecorded
during the interview. Also during the interview the
researcher restated the research participants' responses for
confirmation and clarity. Open-ended probing questions were
used when necessary to draw out any omitted responses during
the interview. Since an open-ended interview has minimal
pressure on the participant to give a direct answer, it was
expected that the responses to the questions were accurate
and representative, and minimally affected the validity of
the study. The researcher tested the instrument with
ministers who were not part of the open-ended interview
sample but who met the same qualifications as study
participants. This increased the validity of the study.

The problem concerning the small sample in the

interviews was addressed by 1) the use of one person, the
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researcher, to conduct all of the interviews so as to
maintain consistency in asking the same questions to each of
the participants, 2) the use of open-ended interviews and 3)

testing and revising the questionnaires twice.

Delimitations

The researcher limited this study to the ministers of
the United Methodist Church, Western Michigan Conference,
who had seminary training and a minimal length of two years
of professional practice. While no attempt was made to
generalize this study beyond the findings of this particular
population of ministers, the sample is a microscopic picture

of ministerial profession.

Definiti £ T
Learning: The acquisition of knowledge, attitudes, or

skills and the mastery of behavior in which facts, ideas or
concepts are made available for individual use (Verner,
1962).

Learning Barriers: In this study, learning barriers

are factors--personal (dispositional), institutional or
situational, which are deterents to adult learners'
participation in self-planned or organized learning
activities (Cross 1981).

Learning Activity: Wwhat the learner does, individually

or as a member of a group, in the process of learning.
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Organized Learning Activity: In this study, an
organized learning activity means a short course, seminar or
workshop in which the participants are registered or
enrolled, and offered at a particular time and place under
" the auspices of a recognized continuing education agency.
continuing Education: "A process through which persons
beyond the age of compulsory attendance in secondary
schools, engage in planned activities with conscious
intentions of bringing about changes in information,
knowledge, understanding, skills, appreciation and
attitudes; or to identify and solve problems" (Poulton,
1975, p.10).

Self-Directed Learning: "A process in which

individuals take the initiative, with or without the help of
others, in diagnosing their learning needs, formulating
learning goals, identifying human and material resources for
learning, choosing and implementing appropriate learning
strategies, and evaluating learning outcomes." (Knowles,
1975:18).

Profession-Related Self-Directed Learning: An ongoing
self-planned and voluntary learning to acquire knowledge,
skills, and attitude which are necessary for the enhancement
of competence and effectiveness in ones practice of

occupational duties.
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Significance of the Study

This study makes significant contributions in several
areas. It contributes to the knowledge and literature on
ministers' continuing education and to the adult learners'
profile. The study also provides vital and lacking
information on the self-directed learning experiences,
behaviors and concerns of ministers.

This study identifies and describes the learning
activities and experiences, barriers to learning, learning
preferences and the supports that ministers identify as
important to effective learning in their profession. The
findings of this study have significance for both educators
and individual ministers as adult learners. The planners of
ministers' continuing education (which include several State
and Land Grand Universities, seminaries and Bible colleges,
and many church organizations and interdenominational
bodies) may be helped by this study's findings to understand
the factors that enhance or facilitate ministers' learning
effectiveness in their profession. The Board of Ordained
Ministry committee on ministers' continuing education in the
United Methodist Church, Michigan Conference, may especially
benefit from the findings.

Given the increasing lack of effectiveness by the
ministers, the findings of this study are significant to the
providers of ministers' continuing education. There is no

study done specifically on ministers that shows how
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ministers learn and prefer to learn in the profession to
cope with the ever increasing demands of their profession.
Ministers are finding it difficult to cope with the
changing roles in the ministry, according to Benes (1965:8):

Time was when he was responsible for the
preaching of the word and the pastoral care
of his flock. Today he is required to £ill
several roles simultaneously, some of thenm
complex and demanding. He is expected to be
involved in every organization in the
church, and in a number of good ones outside
as well, and to be a hearty promoter of all
worthy causes. He must be a preacher,
administrator, teacher, psychiatrist,... and
community leader (Benes, 1965:8):

An increasing number of ministers have been leaving
their profession in response to the demands in the ministry.
C.W. Stewart has observed:

Contemporary studies by Mills, Schallert,
Hessert, and others show that in the present
period that instead of breaking down,
today's troubled clergyman is dropping out.
The study of Ex-pastors shows that only 1
percent of the United Church of Christ
pastors were dropping out in 1969. Father
Schallert's study of Roman Catholic priests
at the same period showed an alarming rise
in demitting priests, 7 percent in 1969 with
a projected figure of 15 percent by 197S.
Mills earlier study of United Presbyterian
ministers shows that under stress clergy of
United Presbyterian ministers shows that
under stress clergy leave the profession
rather than endure the difficulties they
face (Stewart, 1974:17-18).

According to Rayburn, Richmond and Rodgers (1986)
ministers have high occupational stress. Their study found
that ministers and also other church leaders

...have fewer rational/cognitive coping
resources, ... they are less apt to have
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systematic approach solution, less ability
or willingness to set and follow priorities,
are most distractible and less likely to be
able to reorganize their work schedules,...
These findings are in general agreement with
reports from many religious leaders that
concern their needs for better learning to
cope with and manage time constraints and
demands upon their time and energy"
(Rayburn, Richmond and Rogers, 1986:543).

In the area of general adult education this data
contributes additional data to the present body of research
on self-directed learning activities. The previous research
studies clearly point out extensive self-directed learning
activity in both general adult profession and in groups of
professionals. This study's findings also complements
findings of earlier studies of general adults and
professional groups relative to the importance of self-
directed learning.

The motivations for learning and resources cited in the
study offers insight about how and why of the ministers
learning. The wide diversity of ministers' choices of
learning activities in the findings reflect the individual
ministers learning needs and preferences and point to the
implications for program planning changes for ministers
continuing education planners. The findings from this study
suggest the need for additional researching individualized
behaviors of ministers in their use of self-directed

learning.
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Finally, individual ministers who participated in the
study benefited, as both the interviews and questionnaires
were informative and caused them to think about the ways
they learn and the value they receive from their learning.
The ministers who participated and affirm their values. The
findings of the study also substantiated and affirmed the
value of self-directed learning as a learning behavior which
is effective in improving ministers' professional

competence.

Organization of the Study

Chapter I is the statement of the problem. It includes
the discussion of the general background of the study,
posing the situation that makes this study necessary. The
purpose of the study and its scope are also presented,
including the areas of the inquiry. The study methodology,
assumptions, assertions and the significance of the study
are also discussed.

Chapter II reviews the literature on 1) ministers'
continuing education; 2) self-directed learning; 3)
professional continuing education; and 4) continuing
education.

Chapter III presents a more complete picture of the
methodology used for this study. This chapter discusses the
population, study sample, research design, The

instrumentation, and data collection and analysis.
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Chapter IV is the presentation and analysis of the
rosoarch'data findings.
Chapter V is the study conclusion. It includes the
summary of the study, conclusion, implications and
suggestions on ministers continuing education, drawn from

the findings, and provides suggestions for future research.



Chapter II

Literature Review

Introduction

The review of literature relevant for this study is
drawn from the following sources: continuing education,
adult learning theory, continuing professional education,
ministers continuing education, ministers' profession and
stress, and self-directed learning.

The literature on continuing education is examined
under the following sub-headings: Introduction,
Participation by General Adult Learners, Barr}ers to
Participation, Participation and Demographic Variables. The
Adult Learning theory is reviewed. Continuing professional
education literature is examined under: Introduction,
Profession-Related Learning, and Reasons for Participation.
The ministers' continuing education literature is covered
under: Ministers' Continuing Education and Participation.
The Ministers' Profession and Stress Literature is reviewed.
The sub-heading for self-directed learning literature are:
Learning Activities and Supports, and Minsters' Continuing

Education and Self-Directed Learning.

23



24

Continuing Education Literature
Introduction:

Adults are actively involved in various learning
activities, which may be formal or informal, organized and
unorganized, private (individual) or in groups, and in
short- or long-term. Adults are learning in order to
increase their effectiveness in the tasks that they perform.
According to Knox (1985) adults tend to assess the
difference between their current proficiency level and the
one they wish to attain and then seek educational
experiences to close the gap. Also Knowles (1984) contends:

adults are motivated to devote energy to
learn something to the extent that they
perceive that it will help them perform
tasks or deal with problems that they
confront in their life situations.
Furthermore, they learn new knowledge,
understandings, skills, values, and
attitudes most effectively when they are
presented in the context of application
to real life situation.

All learning opportunities which can be taken up after
full-time compulsory schooling has ceased, full-time or
part-time, including vocational and non-vocational study, is
continuing education (Venables 1976:19). Education
continues after the initial, compulsory education, for the
remainder of the life span. Jarvise (1983) sees continuing
education as post-initial education:

Continuing education may, therefore, be
seen to be a continuation of the
educational provision beyond initial

education, especially in the vocational
sphere, and it is also a concept that
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implies no criticism of the present

system. Indeed its major concerns seem

to focus upon the provision of

vocational continuing education, access

to it, and extension of it.

Continuing education, according to Houle (1980), is a

term which refers specifically to post-initial education,
but since its parameters are being restricted in the general

use of the word it has assumed special significance in

professions.
A model of continuing education
/// /////f//
3-5 years 16-25 years
S INA
Education

>

Adapted from Peter Jarvise (1983) Adult and Continuing
Education: Theory and Practice, p. 36.

Life span

Participation by general adult learners

Adults participate in continuing education programs
that meet their vocational, personal, and social needs.
John Lowe (1982) used Havighurst's adult developmental tasks

to determine the reasons for participation in continuing
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education. According to Lowe (1982), adults participate in
continuing education for vocational, personal, and social
needs:

1) Vocational Needs - Adults between the ages of 18-
40, especially men and young fathers, are involved in
continuing education to upgrade their jobs, to keep current
job employment purposes, or to prepare to switch jobs.
Women with grown up children may seek additional education
for extra income. Men, before retiring, may seek some
skills for future work, although the drive for education
decreases as a person reaches the end of his or her career.

2) Personal Needs - This is a concern to become more
cultivated. Women over 40 with more leisure time and fewer
financial constraints tend to be more motivated to take
continuing education classes. They have been deprived of
education due to child-bearing and domestic chores. Men
tend to be concerned about this drive at 50 or before
retiring to prepare for leisure activities. Young adults
with good and stable jobs may seek education to learn new
knowledge or skills. Young married women eagerly seek
education pertaining to home affairs and their spouses.

3) Social Needs - Participants of all ages are simply
interested in meeting people through continuing education
classes. Some regard attending certain classes as a means

of maintaining or achieving social status in the community.
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According to Robinson (1985), learning is purposeful.
Purposeful learning occurs when individuals experience a
problem, or a need or goal they want to reach, and start a
self-inquiry in which the individual learner draws on any
resources available (books, others' experience, or experts)
to acquire the learning deemed necessary to meet the need or
goal. This suggests that learning is controlled by the
individual learner.

Houle (1961) explored purposeful learning. He studied
individual orientation to participation in continuing
education and identified three basic orientations to
learning: 1) the goal-oriented learners who have clear-cut
objectives they want to accomplish; 2) the activity-oriented
learners or the social-participation oriented; and 3) the
learning-oriented learners who seek knowledge for its own
sake. Houle found that the majority of the learners he
studied were goal-oriented, followed by the learning-
oriented, and activity-oriented. All the learning was
purposeful, and controlled by the learner.

Boshier and Collins (1985) synthesized Houle's seminal
study. In "The Houle Typology after twenty-two years: A
large scale empirical test," Boshier and Collins have
provided a comprehensive analysis of the reasons that appear
to encourage participation in continuing education
activities. The basic clusters of reasons are cognitive,

interest, social stimulation, social contact, external
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expectations, community service, and professional
advancenent.
In a summary of findings of over-thirty surveys on
participation in continuing education, Cross (1981), stated:

1. The reasons people give for
learning correspond to their life
situation: i.e. people with jobs want
better jobs and are interested in
further education to get them. Interest
in job-related goals for continuing
education begins to decline at age 50
and drops off sharply after age 60.

2. Typically one-third of the potential
learners cite 'personal satisfaction' as
one of their reasons for learning. 3.

A low of 10% to a high of 39% of the
potential learners who respond to such
surveys identify 'to seek knowledge for
its own sake as their primary
motivation.' The majority of adult
learners do not regard traditionmal,
discipline-based subjects as
satisfactory for participation in
continuing education. 4. Various
studies have found 8% to 28% of the
learners interested in obtaining degrees
or certificates for their participation.
Younger learners with college
backgrounds are most likely to be
degree-oriented. Most studies, however,
show about two-thirds of the respondents
on surveys admit 'escape' is one reason
for pursuing education, but rarely offer
it was the primary motivation for
participation. Respondents who cite
'escape' as a motive see continuing
education as an opportunity for meeting
new friends, are likely to be interested
in hobbies/recreational subjects, and
are people who lack other social
outlets. 6. 'The desire to learn to be
a better citizen' is not a strong reason
for learning. About a quarter of the
respondents name it as one reason among
others. This observation varies with
the social situation; i.e. a surge in
demand for energy courses in the last
decade has waned in the present decade.
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Barriers to Participation

The major clusters of barriers that discourage adults
from participation in continuing education have been studied
and developed by Darkenwald and Valentine (1985). They
include a lack of course relevance, lack of confidence, time
constraints, low personal priority, cost, and personal
problems. Darkenwald and Larson (1980) summarized research
on the barriers to participation in adult learning as
follows: informational barriers--those related to the
individual's general awareness of the educational resources
offered to him/her in his/her community; situational
barriers--those related to the individual's life situation,
income, health, family responsibilities, work obligations
and places of residence; institutional barriers--those
include procedures and practices that exclude or discourage
participation, like inconvenient schedules, locations,
transportation, and lack of information; dispositional
barriers--those are defined by Darkenwald (1980) as
individually and collectively held beliefs, values,
attitudes or perceptions that inhibit participation in
organized learning activities--like fear of school, lack of

interest, and lack of confidence.
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According to Lowe (1982), the four main factors

influencing non-participation in organized continuing

education classes are described as:
1. Personal factors: fear of the unfamiliar,

ridicule, emotional insecurity, negative attitudes

toward schooling, lack of money, uncertainty of

future rewards, mental and physical handicaps.

2. Domestic factors: difficulty in getting away from
home, opposition of a member or members of the
family, and impossible conditions of study.

3. External factors: shift work, fatigue after work,
and lack of transportation.

4. Other factors: facilities are unavailable or
unsuitable. The timing and location of programs
may be inconvenient; programs are not publicized:;
programs offered are not what adults want; some
adults do not participate because they feel they

can learn on their own.

Participation and demographic variables

Johnstone and Rivera (1965), in a national survey,
identified social strata as a determinant of participation.
According to Cross (1981), "of all the variables that have
been related to educational interest and participation, the

amount of formal schooling has more influence than any
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other." This conclusion was supported by other researchers
(Boaz 1978; Okes 1976).

In the literature, formal education attainment is
consistently referred to as the single most powerful
predictor of continuing education participation (Anderson
and Darkenwald 1979; Wainiewicz 1976). By controlling for
formal educational attainment, the independent effects of
not only age but other ascribed and achieved social position
variables has usually been reduced to nonsignificance.

A study by Allen Tough (1971) found that there was
little or no significant difference in the levels of
involvement in learning projects of respondents in his non-
random and methodologically loose research study. A morel
controlled extension of Tough's work, however, revealed
systematic differences based on formal educational
attainment (Penland, 1977).

In an investigation of 98 randomly selected employees
of the Florida Power Corporation, Seaman and Schroeder
(1970) concluded, "A positive correlation was found between
the level of education of the participants and the extent of
their educative behavior at the .05 level of significance."
Their conclusion supported the generalization that the
greater an individual's education level, the greater the
level of participation in continuing education.

Anderson and Darkenwald (1979) identified chronological

age in the continuing education literature as another
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predictor of participation. Age, like educational
attainment, seemed to operate independently of related
variables such as income and occupation. According to Cross
(1981):

Younger people tend to be pursuing

credentials and laying the groundwork

for later career specialization; those

in the age range of 25 to 45 are

concentrating largely on occupational

and professional training for career

advancement; and those 50 and older are

beginning to prepare for use of leisure

time.
Also, Cookson (1986) suggested that "so consistent has the
finding of an inverse relationship between age and adult
education participation been reported that it is almost
considered a truism" (p. 134).

Family income as a predictor of participation seemed to
be influenced by other variables (Anderson & Darkenwald,
1979) ; however, the lack of income appeared to be a result
of low educational attainment.

Geographic access and participation in continuing
education was studied (Bashaw 1965; Boas 1978). Their
findings revealed regional differences between the West,
where participation was higher, and the Northeast and
Midwest. Much of the difference can be accounted for by
greater accessibility to free continuing education programs
in the West. Other factors affecting geographic access

include appropriateness of programs, educational attainment

of the general population, and a higher societal
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participation rate. Geographical access also involved the
issue of population density (Boaz 1978). Boaz concluded
that people living in suburban areas were more likely to
participate in educational activities compared to those
living in areas of sparse population or in dense central

cities.

Adult Learning Theory

Adult educators have attempted to deal with the unique
problems of adult learning through the adaption of theories
about child learning. In an attempt to offer some further
distinction between these two learner groups, Knowles saw
the need for integrating and differentiating concepts of
adult learning. He developed a theory of adult learning
that captured the experience and research findings about
adult learners unique characteristics. He introduced the
term of andragogy into the American literature in 1968,
although the term itself had been used in Germany since
1833.

Malcolm Knowles defines andragogy as "any intentional
and professionally guided activity that aims at a change in
adult persons" (Knowles 1978). Andragogy is more than
defining a clear-cut differentiation between child and adult
learners. According to Knowles:

Andragogy assumes that the point at
which an individual achieves a self-

concept of essential self-direction is
the point at which he psychologically



t}
s
to
Ca]

Sat

tha



34
becomes adult. A very critical thing
happens when this occurs; the individual
develops a deep psychological need to be
perceived by others as being self-
directing. Thus, when he finds himself
in a situation in which he is not
allowed to be self-directing, he
experiences a tension between that
situation and self-concept. His
reaction is bound to be tainted with
resentment and resistance (Knowles
1978).

The concepts that are central to andragogical approach
include: self-concept, experience, readiness to learn, a
concern about personal growth and development, and an
orientation to learning that is both problem-centered and
pragmatic. The concept of andragogy is predicated upon the
assumption that the maturity and experience of adults
predispose them to the need to be self-directing in their
learning activities and to be perceived as self-directing by
others. Knowles used teaching theory and behavioral and
humanistic psychology, and proposed that physical and
psychological needs in the self-directed learner, together
with experience and ability, create an interior disposition
that is receptive to continued learning. This theory of
adult learning emphasizes the development of an attitude
toward self-directed inquiry in which the individual is
capable of creativity using learning resources available to
satisfy individual learning needs.

Knowles (1950) believed that the essential

characteristics to the learning process are a desire to
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learn, a willingness to expend the effort needed to learn,
and a sense of satisfaction that is received in the learning
process. In these characteristics, Knowles reflected
Devey's earlier summation of the processes of néed, effort,
and satisfaction. He found that there are numerous ways to
learn, and an understanding of learner needs is essential
and concluded: "successful programs start where people are"
(Knowles 1950:25).

Self-directed learning as a concept of andragogy is a
proactive learning (Knowles 1978). Pro-active learning
moves the responsibility for the initiative and sense of
discovery from the teacher to the learner. Traditionally,
pedagogy requires the learner to react to teacher stimuli.
Reactive learning has thus to be considered as a poor
preparation for lifelong learning. The proactive approach
is begun by the learner's attempt to meet needs and to
satisfy goals (Knowles 1978). It is Knowles's opinion that
experiences that involve the individual most directly in
self-directed inquiry are apt to produce the greatest
learning.

In reflecting Dewey and Maslow, Knowles (1970)
suggested that societal and institutional needs and goals
will have to be congruent with the needs and goals of
ihdividuals as attempts are made to offer learning that will
enable self-directed learners to develop in directions that

are beneficial to themselves and to the society as a whole.
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Knowles would agree with Rogers that it is most important to
establish a climate for learning that characterizes trust,
informality, openness, mutual respect, warmth, and caring.
It is also important to engage the learners in diagnosing
their own needs for learning. Knowles (1978) found success
using a learning contract that allows the self-directed
learner to establish needs on the basis of a contemporary
model. The learning contract that is drawn up embodies
learning objectives, learning resources, and the strategy
for their use, evidence of accomplishment, and, finally, a
criterion to be used as a means of validating the learning
experience.

In his theory of andragogy, Knowles points out that an
adult brings motivations, goals, expectations, and
experience to the learning situation that are totally
different from children. Knowles advised that adult
educators pay attention not only to these differences but
also the adult need to be self-directing in the quest for
the development of their own resources.

There are several key assumptions about adult learners
which form the foundation of modern adult learning theory
and further describe differences between adult and child
learners. These distinctions are helpful in understanding
adult learning. Edward Lindeman, strongly influenced by the
educational philosophy of John Dewey, was a pioneering

theorist in adult learning around 1926 and set forth these
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instructor must be that of learning facilitator rather than
one of transmitter of knowledge (Knowles 1978).

In his development of these theories, Lindeman did not
dichotomize adult versus youth education, but rather adult
versus "conventional" education. This implies that some
children might also learn better when their needs and
interests, life situations, experience, self-concepts, and
individual differences are considered (Knowles 1978).

These generalizations about the characteristics of
adult learners apply in part to all adults. There are,
however, specific features which further identify the
learning characteristics of professionals and these will be
discussed in the attempt to better understand ministers as

adult learners.

continuing Professional Education Literature
Introduction
The difference between continuing education and
continuing professional education is in the focus of
learning. Cervero and Scanlan (1985) described the
difference between continuing and continuing professional
education in the following way:
continuing education may be thought of
as generic field of practice and
research. Continuing professional
education is a subspecialty of
continuing education that focuses on
programming for person who have earned

their professional qualifications in
some field and who have subsequently
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sought additional educational
experiences to remind them of what they
once knew and have forgotten, to
acquaint them with knowledge that has
developed since they earned their
qualifications, and to help them solve

personal and professional problems of
various kinds.

Profession-related Learning

Professionals, as a group, are most likely to continue
their education (Aslanian & Brickell 1980). The explanation
of this is a complex one, but in part results from the
commitment to uphold their professional obligations. Aalso,
professionals have relatively high incomes, access to
numerous resources, and enjoy a varied lifestyle. Berg
(1973) and Houle (1980) both report that a good indicator of
one's potential participation in continuing education is a
positive track record of past participation. Professional
learners are also generally better established in their
communities, more mobile and more confident in their
abilities than adults at large.

Aslanian and Brickell (1980) found that professionals
frequently become disenchanted with formal education and
lean towards directing their own learning. Generally,
however, pre-professional education does not assist
professionals in the development of self-directed learning
skills. The emphasis in preparatory training is on the

authoritative presentation of information.
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Professionals generally report their learning to be of
a problem-solving nature. Houle (1980) indicates that a
professional's work almost automatically demands continuing
learning. Seventy percent of useful and job-related
learning resulted from personal and collegial problem-
solving activity. In a survey of 290 scientists and
engineers, Margulies and Raia (1967) found that 42% of
professionals saw "on-the-job problem-solving" as the most
fruitful learning experience.

Houle suggests that there are four types of
professionals who are engaged in learning:

1. Innovators: continually striving to improve, have
plans for what they want from learning, respond to
invitational seminars, take pride in their expertise.

2. Pace setters: Progressive, but are not the first
to try a new idea. They legitimize an innovation for other
people.

3. Middle majority: They support an innovation
because pace setters have approved of it.

4. Laggards: They only learn what they have to in
order to stay in practice. They are an embarrassment to
their colleagues.

Within the professions, the traditional view has been
that the continuing education function must be directed by
its own members. The emerging view is that individuals

trained in the field of continuing education have the most
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appropriate background for this function. According to
Cervero (1988), while there is an increasing movement
towards the emerging view, its adherents are still in a
significant minority. Griffith (1985) estimates that of all
people who perform continuing education function within the
professions, 96 percent have been trained only in the
content of their profession. The remaining 5 percent either
have their formal training only in education (4.5 percent)
or have been trained both in their profession and in
education (5 percent). Continuing education for the
professions as a field of education is quite young. As
such, it is guided by concepts that have not been fully
thought through or adequately tested (Cervero 1988).

Reasons for Participation in Continuing
Professional Education

People in the professions are actively participating in
continuing educational activities. The reasons for
participating are: professional development and
improvement, professional service, collegial learning and
interaction, professional commitment and reflection and
personal benefits (Grotelueschen 1985). Grotelueschen found
in his research that reasons for participation differ
significantly according to the type of profession, career

stage of the professional, and personal characteristics such
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as type of practice setting and numbers of years in
profession.

The reasons for participation in continuing
professional education are as varied as the professions.
However, a large amount of participation is motivated by the
need to maintain one's professional competence. Price
(1967) and Houle (1980) suggest that a professional's desire
to learn arises from the intensity with which a practitioner
feels a sense of personal inadequacy in difficult
situations. In addition, there may be a licensure or
organizational mandates for professionals to document their
educational participation. This is true for physicians,
lawyers, and accountants in some states. Many
professionals, curious and eager to keep their minds active,
engage in continued learning as a natural extension of
everyday life. Lawrence Jacks confirmed this belief in his
statement, "Earning and living are not two separate
departments or operations in life. They are two names for a
continuous process looked at from opposite ends ... a type
of education based on this vision of continuity is,
obviously, the outstanding need of our times" (Jacks, 1932).

According to Houle (1980), "most studies have dealt
with samples of the general population, and personal and
social factors associated with the extent of participation
are too gross to be useful in explaining the differential

participation of members of professions."™ Arden
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Grotelueschen (1985) also comments that much research has
taken place in the area of participation in continuing
education, mainly focusing on the general adult population.
"It is important to make a distinction between continuing
education in general and continuing professional education
in particular" (Grotelueschen 1985). Grotelueschen
suggested that continuing professional education was unique
and distinct from continuing education due to three factors:
the referent population, the nature of participation, and
the educational benefits derived from participation.
Research about motivation for participation in continuing
professional education, Grotelueschen concluded, required a
recognition of the uniqueness of that population.

A study conducted by Price (1967) was based on the
premise that the desire to continue learning arose from a
sense of personal inadequacy in a difficult situation.
Questionnaires were mailed to 1,000 nurses asking for a
self-report on the continuing education needs they had
experienced, and for anecdotes to illustrate situations in
which such needs were paramount. The respondents revealéd
their needs to solve specific patient care problems, the
necessity of practical and theoretical knowledge, and the
capacity to relate to fellow professionals and clients as
reasons for participation. The three orientations
identified were similar to previously identified

orientations (Burgess 1971; Morstain & Smart 1974).
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Several studies have been done on the professionals'
motives for participation in continuing education. cCarp,
Peterson, and Roelfs (1974) sampled the general population
and classified the respondents by occupation as well as
other categories. The classification by occupation allowed
for the examination of data regarding "professional
workers."

A study done by Sovie (1972) on the learning
orientations of nurses reported eight learning orientations:
learning, personal goal, occupational goal, professional
goal, societal goal, need fulfillment, personal
socialibility, and professional sociability.

Grotelueschen's research of professionals' reasons for
participation based on Houle's (1961) typology of adult
learning orientations. Houle (1961) described three
learning orientation categories: activity-oriented,
learning-oriented, and goal-oriented. The Houle typology
was the basis of the Continuing Learning Orientation Index
(Sheffield, 1964), the Reasons for Participation Instrument
(Burgess 1971; Grabowski 1972), and the Education
Participation Scale (Boshier 1971; Boshier & Collins 1982).
While these instruments provided valuable information, they
were of limited applicability to unique professional
populations.

Using the thirty-question Participation Reason Scale,

Grotelueschen clustered motives for professional
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participation into six orientations (Grotelueschen 1985: 40-
41): "(a) professional improvement and development, (b)
professional service, (c) collegial learning and
interaction, (d) professional commitment and reflection, (e)
personal benefits and job security, and (f)
professionalism."

The deterrents, or rather barriers, to professionals'
participation in continuing education activities were
studied by Scanlan and Darkenwald (1984). These deterrents
included general apathy towards participating in continuing
education, lack of quality programs, family constraints,
cost of attending programs, lack of benefit (worth of
participation), and conflicting demands of professionals'
work time, especially scheduling difficulties (work
constraints). Learning in continuing professional
education, as in any other education, is controlled by the
individual learner, especially in the planning and selection
of the learning activities and experiences.

Ministers as professionals must participate in
continuing learning activities. Attention to their unique
adult learning characteristics will facilitate more
effective learning. Adults experiences, needs and
interests, self-concept, and life situations significantly
atfect their learning behaviors. Therefore, assumptions
about adult learning must include the unique factors

associated with their learning patterns. The ministers, as
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one type of professional adult learner, have additional
unique learning needs, given their occupational focus and
mission.

The professional must be able not only to absorb the
evolving knowledge and theoretical concepts of a field, but
also to learn the skills for implementing that knowledge;
such education cannot be obtained from simply attending a

class or seminar.

Minist ' _continuj Eq ¢ 3 Participati

The experience of stress has been one major factor in
motivating ministers to learn. A national study of 4,984
clergy in 21 predominantly white Protestant denominations
concerning occupational stress and continuing education
showed that status inconsistency, relative to deprivation
and career stress appeared to influence ministers toward
greater continuing education need, with high stress as the
most powerful influence (Mills and Hesser 1972). Also in
this study, one third of the study participants recorded no
organized continuing education activity. More than one-half
(52%) indicated high need for learning to relate Christian
faith to the rapidly changing society. Professional skill
development (27%) was the most frequent reason for
participation in continuing education. The major barriers
to learning were time pressure (68%) and inadequate

financial support (47%). Other studies were done later and
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confirmed these findings (Bonn 1975; Gamble 1984). Research
has showﬁ that ministers' primary reason for participation
in continuing education was to increase knowledge and skills
for performing ministerial dquties. Other reasons include
desire to increase self-understanding, intellectual
stimulation, keeping relationships, and spiritual renewal.
Gamble (1976) lists certain incentives and expectations to
ministers' involvement in continuing education as:

1. to be more competent:;

2. to look for self-fulfillment:;

3. to understand some subject better:;

4. to rethink the priorities of life;

5. to move out of your isolation and into an
attractive setting with a change of pace and new
associations;

6. to escape parish frustrations for a time;

7. the promise of high status and prestige.

Because of the great need for ministers to learn to
cope with the demands of the profession, given the rapidly
changing society and professional stress, self-directed
learning (self-learning) has been suggested as a vital part
of ministers' education (Gamble 1984; Malcomson 1981).

In 1974, Mark Rouch, a United Methodist Church
minister, linked competence in ministry to continuing
education. Continuing education was the instrument through

which competence was achieved. Rouch defined continuing
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education as "an individual's personally designed learning
program which begins when basic formal education ends and
continues throughout a career and beyond. It is an
unfolding process which links together personal study and
reflection and participation in organized group events"
(1974:16). He considered short-term organized courses and
seminars as one component of a minister's continuing
education. Rouch contrasted continuing education with
lifelong learning. Continuing education was an act,
episode, or experience of the pastor, Rouch believed, while
. 1lifelong learning was a way of life, an attitude, or
dimension. The aim of the continuing education episode was
to produce growing competence. Without that aim, Rouch felt
there was nothing to be gained.

Rouch outlined various stages of a minister's
professional career and identified continuing education
tasks for each lifespan stage (1974:104-138). The
minister's first career stage was labeled the establishment
stage. It was subdivided into the trial and advancement
periods. During the trial period, ministers tried the job
on for size. The continuing education tasks of this stage
included a need to be involved in a colleague group with
others and skill training. During the advancement period,
ministers moved rapidly toward personal career goals. In

this period, the tasks of continuing education included



49
career assessment, human relations training, and theological
studies.

The ministers' second professional career stage was the
mid-career which began around age forty with the realization
that the minister was no longer a young adult and that
opportunities for advancement were not limitless. The
tendency in this stage was to maintain or conserve previous
accomplishments. The continuing education tasks were to
examine, refine, and sometimes rediscover self-identity; to
establish new career goals or examine and refine those
already held; and to acquire skills and knowledge
appropriate to the new goals and self-understanding.

Pre-retirement was the final stage in a minister's
professional career. This stage, which usually occurred
about five to seven years before retirement, involved
contemplated retirement and a decline in life powers. 1In
this stage, the continuing education task was to develop a
skill or be introduced to a body of knowledge that would be
useful in retirement.

Ministers' continuing education though was dominated by
the ideas of Gamble, Steward, and Rouch. All three linked
competency in ministry to continuing theological education.
Other variables were also studied.

.Bonn (1974) surveyed 4,634 clergy and identified four
factors which influenced participation: (1) time and money

provided by congregations; (2) denomination; (3) other
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clergy and support factors, i.e. family, number of children;
and (4) the attitudinal dimensions. Further findings were
that 66% of the clergy respondents participated in at least
one continuing education program during 1972 and 1973.

Hollister (1968) studied the relationships of a
minister's use of time, participation in leisure activities,
and continuing education among clergy in urban congregations
of Santa Clara County, California. He found that
congregation size was not significantly related to work
week, private study, or leisure. The need for relaxation
was the main reason for participating in leisure activities
which included continuing professional education. Ministers
serving larger congregations had higher salaries and social
status, participated more often in continuing education and
other programs, and were more likely to hold membership in
national organizations.

MacKenzie (1978, 1980) conducted studies in urban
parishes in the Midwest on barriers to participation in
adult religious education. He reported seven factors:

1. Programmatic non-relevance was found among 14
percent of those not participating.

2. Involvement in other activities ranked highest in
the twenty to twenty-nine age group.

3. Physical incapacity was highest among older

- persons.
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4. Alienation from church activities was found most
frequently among young and middle-aged adults with more than
twelve years of schooling.

5. Negative attitude towards education and resistance
to change were found among many adults over fifty-four, and
at least one-fifth of the adults in the twenty-six to fifty-
three age group.

6. Estrangement or feeling of not belonging was found
among all age groups.

7. Marginality, or a non-joining life style, was found
in one-third of those sampled.

In his study, McKenzie (1980) replaced the barrier of
physical incapacity with confusion which was found most
frequently among middle-aged and older groups.

Klever (1966) studied the value orientations and
participation in continuing professional education by
clergymen. Klever found that educational participation was
significantly related to one's value orientations, but not
to the religious traditions of the sample: 55 ministers, 55
priests, and 55 rabbis in the greater Chicago, Illinois
area.

Ministers' perceived needs for continuing professional
education were studied by Rossman (1974). The population
was Yale Divinity School graduates and the sample was the
classes of 1943, 1948, 1953, and 1958. Nearly all

respondents were pursuing some sort of continuing education-
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—largely formal seminary credit courses, urban church
i nstitutes, mission or overseas study tours, and in clinical
£ ields such as sociology and psychology. About one-third of
the 1948 and 1953 graduates, but less than one-fourth of the
1. 958 class, reported involvement in continuing informal
education related to biblical or theological topics.
Uncertainty characterized most respondents when asked about
their future plans for continuing education. Time and money
were given as the reasons for their uncertainty.
Respondents showed the strongest future interest in
PpPractical courses aimed at improving their organizational
and program work. Rossman also found that interest in
continuing professional education declined in proportion to
l ength of time away from seminary graduation.

Several dissertations about continuing professional
@ducation for clergy have been written on a variety of
Tt opics. These topics include: organizational structures of
Continuing education (Belsheim 1982; Belue 1974; Emler 1973;
McCash 1966; Newell 1974; Norris 1979); perceived needs of
P astors for continuing education (Burnett 1974; Carter 1984;
Fortier 1972; Jones 1981; Morris 1977; Traylor 1981; Wagener
1 975); program, program attendance, and quality of programs
( Courtenay 1976; Serig 1977; Shell 1981; Wright 1985); and
Clergy/lay cooperation in continuing education (Cuny 1982).

Carter (1986) cited five reasons for ministers'

Continuing education participation: building on Word and
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S acrament ministry; growing as a Christian person;
Aeveloping personal gifts and skills; equipping God's people

for ministry; and implementing the church's mission to the

world. The first reason involved the minister's personal

nourishing by the Gospel in contrast to merely using the

Bible as a professional tool. The second reason included

rest, refreshment, renewal, and re-direction in one's

personal life in order to be motivated for ministry. The

third reason targeted ministry skills which require growth

orxr conservation. The fourth reason involved assisting the

Parxrish laity in developing their own ministry in the church

and in their own daily lives. The final reason for

Parxrticipation emphasized the mission of spreading the Gospel
to the world through more effective and competent ministers.

The reasons for attending continuing education episodes were

focused on enhanced, competent ministry.

Ministers' Profession and Stress Literature

There is a growing concern for ministerial professional
Obsolescence, as is also in the other professions, given the

fast social changes in today's society. The ministers'

Professional demands have greatly increased and their roles

have expanded and become more complicated (Adams 1966;

Preston 1976; Gamble 1984). A minister has more

Professional issues to deal with than ever before. The

Tapid change challenges all authority, not the least that of
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the church. The ministers' responsibility is increased,
giwven the increased social stress on the communities that
the minister has to serve.

The minister's professional stress is increased by the

multiple roles he is expected to play:
Today a doctor may specialize in only
one aspect of medicine, or an architect
may design only office buildings and
disqualify himself from preparing house
plans. Such specializations are
accepted. But generally, a minister is
expected to make several visits a week,
preach well, teach, counsel, be an
effective administrator and motivator,
be good at public relations, and at
solving interpersonal problems, while
doing the work of an evangelist (Irvin
1989:129).

While there are ministers who are effective in relating
to the emerging needs and new challenges, an increased
Number of ministers are becoming ineffective in their
ministry (Dittes 1962; Rayburn 1985; Walsworth 1978;
Cochrane 1981; Thomas 1968; Mills and Hesser 1972). Studies
OFf ministers show high professional stress, increased number
OFf burnout ministers and an increasing incompetence among
the nministers (Rayburn, et al. 1986). The stress generated
by the changing demands on the ministerial profession is
Often too great to cope with and leaving the ministry has
been one way to escape.

The church ministry effectiveness in the society is
declining (Preston 1976; Stewart 1974; Wiersbe 1988). Also

the studies done on ministers have indicated a great need
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forxr an understanding of how to relate the Christian faith to
the rapidly changing society (Gamble 1967; Mills and Hesser
19 72; Preston 1976).

Church ministry has been characterized as a profession
in crisis. Houle (1980) mentions Tom Brown's listing of the
seven kinds of crises to which ministers are subject. These
cx ises provide some insight on the challenges facing
ministers. It is important to see these crises also as
stimuli to learning. The crises are:

1) integrity--no longer believes in the creeds of the
church;

2) power--feels that neither s/he or the church has
significant community influence:;

3) capacity--sense of personal inadequacy for dealing
wi+th the situation of ministry;

4) failure--sees him/herself on a downward path
leading to a sad termination of a career;

S) destination--doesn't know how to plan and advance
hi s/her own career;

6) role--can't decide what role(s) are primary:;

7) meaning--fears that the profession has no place in
the modern world.

Ministers are finding it difficult to cope with the
Changing roles in the ministry. According to Benes:

Time was when he was responsible for the
preaching of the word and the pastoral

care of his flock. Today he is required
to fill several roles simultaneously,
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some of them complex and demanding. He
is expected to be involved in every
organization in the church, and in a
number of good ones outside as well, and
to be a hearty promoter of all worthy
causes. He must be a preacher,
administrator, teacher, psychiatrist,
..., and community leader (1965:8).

An increasing number of ministers have been leaving
their profession in response to the demands in the ministry.
C .W. Stewart has observed that:

Contemporary studies by Mills,
Schallert, Hessert, and others show that
in the present period that instead of
breaking down, today's troubled
clergyman is dropping out. The study of
ex-pastors shows that only 1 percent of
the United Church of Christ pastors were
dropping out in 1969. Father
Schallert's study of Roman Catholic
priests at the same period showed an
alarming rise in demitting priests, 7
percent in 1969 with a projected figure
of 15 percent by 1975. Mills' earlier
study of United Presbyterian ministers
shows that under stress clergy leave the
profession rather than endure the
difficulties they face (Stewart 1974:17-
18).

According to Rayburn, Richmond and Rogers (1986)
mi nisters have high occupational stress. Their study found
that ministers, and also other church leaders:

...have fewer rational/cognitive coping
resources, ... they are less apt to have
a systematic approach solution, less
ability or willingness to set and follow
priorities, are more distractible and
less likely to be able to reorganize
their work schedules, .... These
findings are in general agreement with
reports from many religious leaders that
concern their needs for betting learning
to cope with and manage time constraints
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and demands upon their time and energy
(Rayburn, Richmond and Rogers 1986:543).

Self-Directed Learning Literature

According to Tough (1971) and Knowles (1984), adults
take greater responsibility for their learning. Tough's
work shows that adults are highly active learners and quite
self-directed. In self-directed learning, a learner makes
choices concerning the direction and options available to
achieve proficiency or to accumulate necessary knowledge.
Even learners who hesitate to take major responsibility for
their learning do appreciate the opportunity to select and
plan for learning activities that fit their needs,
interests, and tasks that need to perform (Brockett 1985;
Knowles 1975). Self-directed learning may be mistakenly
associated with the notion that the learner carries out his
activities in isolation and independently. Rather, self-
directed learning often includes intimates, peers,
instructors, friends as part of the learning process. All
these individuals may help at various stages of learning
(Knowles 1975).

Profession-related self-directed learning makes up a
large percentage of all of what adults learn. The studies
done by Allen Tough (1971, 1978 and 1979) indicate that the
majority of all learning efforts by adults are occupation-

related and are almost entirely conducted in a self-directed
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manner by the individual adults. Tough found that 73
percent (and later 80 percent) of all adults' learning
projects were self-initiated, planned, and conducted.
According to Tough, almost everyone undertakes at least one
or two major efforts to learn each year and some may
undertake as many as twenty. The average is eight learning
projects a year. These learning projects may be related to
an individual's job, hobbies, personal lifestyle, or to
their families. They spent as few as seven hours and as
many as several hundred hours on each project. Most
learners directed their own projects, but some depended on
groups, peers, teachers, or a non-human resource.

Numerous other studies have been done to verify Tough's
theory (Penland 1977; Coolican 1974, 1975; Morris 1977;
Brookfield 1980, 1982a). A verification study conducted by
Allerton (1974) on ministers also found that 62 percent of
the learning projects pursued by ministers were related to
vocational (ministry) duties such as preaching, teaching,
administration, counselling, and visiting. Allerton found
that 85 percent of all ministers who participated in the
study were satisfied with their self-directed learning to
learn in the ministry.

Verification studies on self-directed learning leave
many questions unanswered. A need has been expressed for
researchers to go beyond the verification mode of self-

directed learning (Tough 1978; Cross 1981; Brookfield 1986).
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Little is known on what goes on in the learning projects.
The description of adults and their learning projects was
expanded by previous studies, but there were still many
questions without answers. According to Cross (1981:199):
"It would be helpful to know more about the reasons why
learners are dissatisfied with the help they receive, what
kinds of problems they experience, and what they think can
be done about providing better help for self-directed

learning."

Self-Di ted I i Activiti i s !

In a review of research literature related to the area
of self-directed learning Coolican (1974) identified seven
research studies that used the Tough (1971) approach. The
review included Tough's (1971) original study, Coolican's
own dissertation (1973), McCatty's (1974) study of Canadian
professional men, Johnson's (1973) study of adult high
school and GED graduates, and Peters and Gordon's (1974)
research on rural and urban populations in Tennessee.
Coolican's (1974) studies showed universal participation by
the adult subjects in some type of learning project during
any 12-month period. Populations varied considerab}y in the
extenﬁ of activities. Self-planned projects were dominant
in all the studies.

One of the studies reviewed by Coolican (1974),

specifically the one conducted by MccCatty (1974), it was
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found that the desire for individualized subject matter was
an important factor in almost half of all self-planned
projects. It appears that a major advantage of self-
directed learning, according to this study, should lie in
the freedom to determine what is learned. By definition
self-directed learners want to learn enough to solve their
rather unique problems, and do want a solution. People turn
to other people most frequently for assistance in learning--
first to friends and relatives and then to paid experts.
Books and pamphlets rival paid experts as resources.
Classes are a distant fourth.

Three learning activities (methods) were most commonly
used by the adults in those learning projects: practice,
reading and discussion, respectively. Listening,
observation, and instructors were also used, but not as
often. The most frequently used methods were all active,
involving the learner directly; and the least commonly used
techniques were passive, watching or listening to someone
else do something.

Coolican (1974) recommended, among other things, that
adult educators should help adults increase their
competencies for self-directed learning by learning how to
determine their educational needs, organizing learning
experiences, and evaluating the outcomes. Coolican
suggested that self-directed learning should be outside the

responsibilitf of adult education, and posed two major
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questions: "What are the grounds for intervention," and "If
the adult educator intervenes in the domain of self-directed
learning, what does he influence and how?"

Tough (1978) reviewed 12 previous research studies on
self-directed learning. He found that approximately 90
percent of all adults conducted at least one learning
project a year. Self-planned projects, with the learner
assuming major responsibility for selecting the goals and
means for learning, were dominant, representing 73 percent
of all projects. In relation to "other planner," i.e. the
way the projects, which were not self-directed, were
planned, Tough's findings showed that groups represented 14
percent, one-to-one planner helpers represented 10 percent,
and non-human resources represented three percent. Tough
further analyzed the planning function and determined that
professional planners functioned in 20 percent of all group
learning projects, one-to-one consultations, and in the
creation of non-human programmed resources. Amateurs--the
learner's friends and peer groups--handled 80 percent of the
project planning. One finding was clear, "adults want
additional competent help with planning and guiding their
learning projects" (Tough 1978:15).

Tough (1978) concluded that while most of these studies
provide& more information on other aspects, they added more
to the breadth rather than the depth of understanding adult

learning projects.
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In 1979, Penland, in a national probability sample,
verified some of the findings of.Tough and associates
regarding self-initiated and self-planned learning. He
found that books were rated "extremely important" resources
by 71 percent of his population, exceeded as a preferred
resource only by knowledgeable friends and relatives.
Similarly, 44 percent of Penland's respondents indicated
that reading was the best way for them to learn, exceeded
slightly by the more social learning mode of "seeing or
observing" which was rated best by 45 percent. Penland
(1979) found that those engaged in formal learning were
considerably more likely to depend on books as their best
source of information than those working on so-called
practical projects.

Spear and Mocker (1981) conducted a study to analyze
the adults' descriptions of their learning activities to
determine those factors that organize nonformal learning but
which apparently lie beyond the consciousness of the
learner. The concept of "Organizing Circumstance" was
introduced in this study as defining those elements in the
adult's life space that provide motivation, resources,
éctivities, and overall direction to the planning and
conduct of a learning project. It was concluded that most
of the Tough-like basic surveys assumed or tried to equate
the self-planned learning process with the process employed

traditionally in planning or organizing formal education.
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The researchers argued that this is a basic error, since the
planning of formal education activities is in the hands of a
person who already has command of the subject matter. The
reverse, they said, is the case with self-planned learning.
They continued by saying that the assumptions of similarity
between the two processes have led to faulty understanding
of the planning process for self-directed learning. The
importance of environmental factors in the planning and
conducting of self-directed learning projects was
established by the study.

Another significant study on self-directed learning was
conducted by Brookfield (1982a; 1982b). Brookfield
interviewed 25 "successful independent learners" in England.
In order to participate in this study, the adults were
required to meet two criteria: first, each adult needed a
high level of expertise in one specific area--expertise that
had gained the person both local and national recognition.
Second, the learner needed to have acquired the knowledge
through means other than formal learning. The term
"independent learning®™ was applied to that learning that is
independent of external instructional direction and
independent of institutional accreditation or recognition.

The data was collected using a semi-structured
interview. He used a grounded theory approach for coding of
interviewee comments, the identification of major

substantive themes, and the generation of concepts and
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classifications. He also had a randomly chosen subsample of
ten correspondence students (students enrolled in distance
education programs, e.g. Open University, National Extension
College, etc.). They were chosen for the purpose of
comparison with the independent learners. This was done to
see the extent to which the correspondence students
exhibited independence and autonomy in their learning. The
most relevant findings of Brookfield's (1982, 1985) study as
they relate to this study are discussed on the following
pages.

Brookfield's study identified three major
characteristic attitudes: (a) learning was gradual; it
seemed to have no end; (b) the learners were aware of their
interest; and (c) Brookfield's subjects had the feeling they
belonged to a society of learning. These learners
identified themselves as belonging to a larger learning
community, a group of enthusiasts sharing the same
pleasures, concerns, and difficulties. They felt themselves
to be members of an intellectual fellowship in which there
was no sense of knowledge being privatized. They felt that
members were ready to share their knowledge and experience
with anyone who asked.

Brookfield found in this study that the independent
learners were gregarious in their learning, and concluded:
"independence clearly did not mean isolation"™ (Brookfield

1982a:50) . The exchange of information was the most
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frequently mentioned benefit and this was reported as taking
place at the level of individual member contacts.
Individual members would come to learn about each other's
specialties and exchange ideas on new techniques as well as
to offer advice on the solution of problems.

The most important sources of information identified
were the human resources of accumulated knowledge and
expertise contained within the groups; and those group
members possessing skills in a specialist area were
consulted for assistance in solving problems. Unskilled and
relatively skilled enthusiasts were prompted to contact the
learner to obtain specific advice or special equipment. 1In
this way, the specially skilled learner came to serve as a
resource consultant and skill model for enthusiasts
possessing various degrees of expertise.

Brookfield's study found that there was evidence to
show that the kinds of difficulties a researcher might label
as problems were regarded as enjoyable challenges, or
interesting diversions, by the independent learners
themselves. For example, the problem of finding an
effective way of managing bee swarms, the central concern of
the apiarist, was not regarded as a difficulty blocking the
progress of his learning, but rather as the absorbing focus
of his efforts, a source of continuing interest and

enjoyment.
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The whole concept of problems in learning seemed to be
alien to Brookfield's study participants. And at times it
became almost impossible for those adults to recall any
difficulty they had experienced. The correspondence
students showed a much greater awareness of constraints and
limitations. They identified three broad categories of
difficulty: (a) trying to make sense of multi-disciplinary
perspectives in course materials; (b) dealing with an
intimidating workload in the face of inadequate study time,
and working in isolation.

These independent learners, according to Brookfield
(1982a), represented a submerged dimension of educational
activity. oOn the whole, formal education provision was
regarded by the independent learners as irrelevant to their
situations. The correspondence students in Brookfield's
study exhibited a heavy reliance on books, lesson units, and
broadcast. The independent learners placed much less
emphasis on material resources, declaring instead their
preference for the consultation of peers and learning groups
as sources of information. References to library usage were
recorded in 10 interviews. Another interesting finding from
Brookfield's (1982, 1985) research was the fact that 11
independent learners had assembled extensive private
reference libraries.

Danis and Tremblay (1985) carried out a critical review

of the generally current adult learning principles comparing
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the learning principles suggested by experts in the
literature with those suggested by successful, self-taught
learners in the description of their own learning
experiences. The 10 subjects in this study met the same
criteria as those in Brookfield's (1982) study--they had
been engaged in long-term self-directed learning projects
(at least four years), they were socially recognized as
experts in their field of learning, they had less than 10
years of schooling, and the knowledge and skills in their
field of learning had not been acquired in school. This
study was divided into three phases. In the first phase,
learning principles were identified from the literature. 1In
the second phase, a content analysis of the self-taught
adults' learning experiences was carried out. Finally, in
the third phase, a comparative analysis of the principles
suggested by the subjects with those suggested by the
authors was conducted.

The study findings of Danis and Tremblay (1985) were as
follows:

1. Experience as the central dynamic of the learning
process: "All self-taught adults' learning approaches
consist of a time for action and a time for reflection, both
occurring simultaneously or alternatively."

2. Learning contents: "The more knowledge or skills
the self-taught adults have acquired, the more they will

seek assistance from specialists in their field of
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learning.” Another important principle: "Self-taught
adults have a tendency to narrow down their learning content
to specialized aspects of their field of learning."

3. Self-teaching methods and the pace of the learning
process: "Self-taught adult learners do use a variety of
settings, methods, and resources in order to learn and
emphasize the importance of controlling the pace of their
own learning process."

4. Influence of the environment, the subjects of the
present research emphasized the two-sided transactions they
engaged in with their immediate environment rather than the
one-sided support they could receive from that environment.

5. Use of learning media: "The use of books or
consultations with experts only occur once the self-taught
adults have familiarized themselves, in various ways, with
their field of learning."

6. Use of human resources: "The self-taught adults
build up networks or resources which evolve in terms of the
level of expertise the learners have acquired in their field
of learning."

7. Notion of locus of control: "Throughout their
learning process, the self-taught adults assume the
monitoring of their own learning, even when consulting an
external agent or when participating in a formal education

activity."
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8. Motivation: "The self-taught adults' motivation
increases as their competence is recognized and as they are
invited to transmit their knowledge or skills to others."
The researchers reported that the subjects of this study
emphasized the importance of pleasure linked to the act of
learning. There was a tendency of the adults involved to
prompt others to engage in learning as a result of the
exhilaration that they themselves had experienced.

9. Orientation to learning: Immediacy of application,
efficiency, and the pragmatic application of adult learning
stood out clearly from the findings. Self-taught adults did
not limit themselves to learning that was to be applied in
the immediate future. Most of them seized opportunities to
acquire knowledge or skills that might eventually be useful
in the long term. Furthermore, the participants in this
study seemed to be learning-centered and subject-centered.

Guglielmino and Guglielmino (1984, 1987, 1988) have
found that there is mounting evidence to suggest workers of
the future will need to be able to take more responsibility
for the management of their learning. Guglielminos' study
on the managers of some 500 Fortune companies found that the
managers believed professional success "today and tomorrow"
is largely dependent on the skills of self-directed
learning.

The rapid rate of change demands professionals design

their own learning in order to cope with the demands of the
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<« oonstant change. Alvin Tofler (1971) described the

3 lliterate of the year 2000 A.D. not as the individual who

«= o©uld not read or write, but the one who could not learn,

w=a mlearn, and relearn. Future professional success is

<A ependent on learning how to learn and the skills of self-
<A drected learning.

Cyril Houle (1980) in Learning in the Profession,
<gwuoting Dill and Elton (1965), said, "self-directed learning

3 s imperative in a changing world." Also, Brookfield (1982)

=s aid that self-directed learning was the prime way for
E>eople to cope with the world around them.

P inisters' continuing Education and Self-Directed Learning
Traditionally, much of ministers' continuous learning

&= fter seminary has been through organized educational

P> rograms, mainly seminars, seminary extension courses, and

<onferences. Much attention is given to content in these

©ducational programs. Very little attention has been given

T o how individual ministers prefer to learn. In a review of

Ad iterature on ministers' professional learning, Ferro (1985)
Tound that the largest amount of materials which discuss the

ministers' professional continuing education are hortatory

Or programmatic. The literature review also indicated a

lack of self-directed learning in the ministers' continuing
education.
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A study done on twelve denominations in the United
States and Canada found that the factors which appeared to
Xoe most influential to decisions of the ministers to
Poarticipate in continuing education were: 1) a perception
<that the subject matter would contribute to increased
<ompetence for ministry; 2) presence of self-assessed
<ontinuing education; and 3) self-formulated goals (Gamble
1984). There.is a need for ministers' effective self-
<directed professional learning, given the fast-changing

society, in order to maintain professional competence and

«ffectiveness.

While there has been a lack of emphasis on the self-
<directed learning in the ministers' education, the
<efinition of continuing education for ministers has been
«volving and refined to focus more on the individual

xinister's learning needs and self-directed learning

efforts. Connolly Gamble, Executive Director of the Society

of the Advancement of Continuing Education for Ministry
(SACEM) in 1960 defined continuing education as "a lifelong

program of systematic, sustained study" (Gamble 1960). By

1975, he had modified his definition of continuing education
to read as:

An individual's personally-designed
learning program developed with the help
of colleagues (laity and fellow-clergy)
to improve vocational competencies,
which begins when formal education ends
and continues throughout one's career
and beyond. An unfolding process, it
links together personal study and
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reflection, and participation in
organized group events in a related
series of 'more-or-less organized
events' (Gamble 1975:3).

The refining process of 25 years has added the

#X*ollowing five essential concepts to Gamble's initial

<efinition of continuing education for ministers:

1.

the necessity of interaction of learning and
experience;

the initial responsibility should rest with the
minister-learner to begin individual planning for
continuing education;

acceptance of the role of both laity and other
ministers to provide input into the forming of the
minister-learners individual plans;

a variety of activities over the entire life-span
where acceptable, and

goals grew from an emphasis on ministry skills and
theological knowledge to include personal

evaluation and refreshment.

In 1974, Charles William Steward recognized the need

for continuing theological education as a basis for a

minister's changing life tasks. The thesis of his book was

"the minister's continuing education should be related to

his changing career needs; i.e. the minister should plan his

education to enhance, support, and increase his personal

resources so that he may be productive throughout his entire
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<aFork life" (Steward 1974:136). Steward gave the impression

<—o0 his readers that continuing theological education was

=self-directed learning which occurred inside or outside the
¥oarish context.

According to Gamble (1975), the interaction between
xministers' learning and practice has been recognized and the

x—esponsibility of the clergy-learner in the parish context
Ias been identified as the essential ingredient in

A ndividual plans for continuing education. The importance

<f self-direction learning is not a totally new concept in
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