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ABSTRACT
ROLES AND FUNCTIONS OF ADULT RELIGIOUS EDUCATORS:
CASE STUDIES IN THREE CULTURES
By

Edna C. Greenway

The difficulties experienced in intercultural teaching by
adult religious educators are frequently the result of misunderstanding
on the part of the educators as to their role and function. The
purpose of the study was to inquire into the perception of roles and
the description of functions of teachers of adults in three culturally
contrasting sftuations: Mexico, South Korea, and the United States.
The study investigated the relationships betwen roles and functions
within the three cultures and across the cultures. An attempt was made
to establish a relatfonship between curriculum content and instruc-
tional methods. The goal of the study was to provide a framework for
ethno-andragogy, the science of teaching adults interculturally, and
was intended primarily for teachers of adults in religfous education
classes and for those who prepare curricula for teachers of adults and
for adult learners.

The research was a comparative descriptive study of teachers of
adults 1n church classes in the three culture groups. Interviews were

conducted among seminarians in Presbyterian schools in Mexico, South
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Korea, and the United States. Responses of the subjects revealed both
similarities and differences. The similarities were due in part to the
fact that the respondents attended Presbyterian seminaries in their
respective countries and were engaged in the educational programs of
their churches. The differences were due to cultural factors affecting
the subjects' perceptions of the roles and functions of educators.

The following conclusions were evident from the findings:

Statistically significant relationships were found between
cultures and the responses of the subjects. The similarity of
responses reflected the schooling and church backgrounds of the three
culture groups.

Change was evident in the perception of roles and functions of
adult educators in the three cultures. The new generation of adult
educators showed considerable interest in creative approaches to
teaching and learning.

The three groups expressed desire for curriculum addressing
practical issues and concerns and for instruction in a variety of

methodologies for their church classes.
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CHAPTER I

STATEMENT OF THE PROBLEM

When teachers of adults are asked to describe the roles they
play in the classroom, how do they respond? If the teachers come from
different cultures, will their responses be the same? W11l they agree
as to the nature of the educator's task? What relationship can be
expected between the things they teach, their curriculum, and the
methods they use in the classroom? What changes would they 1ike to see
in the curriculum and instruction?

The problem addressed in this research is two sided: the
cultural bfases of learners and the cultural blinders of educators.
The problem that emerges in intercultural education is the gap between
the role of educators as traditionally understood in the culture of the
teachers and the expectation of the teacher's role and function among
learners in the second culture. Persons on both sides of the inter-
cultural gap suffer from a lack of understanding of themselves either
as teacher or learners. Hence, expectations are violated and effective

teaching and learning does not occur (Hesselgrave, 1978).

Purpose and Mode

The purpose of this descriptive comparative study 1s to inquire

into the perception of role and the description of functions of



teachers of adults in three culturally contrasting situations: Mexico,
South Korea, and the United States. The study investigates the rela-
tionship between roles and functions of adult educators within the
three cultures and across the cultures. It also attempts to establish
a relationship between curriculum content and methodology.

Nonformal church educators from the three countries are
interviewed as to how they perceive their roles, and they are asked to
describe the ways they function in their roles. Roles and functions
are not separated from curriculum content and instruction, so the
subjects are asked to describe the things they teach and their part in
choosing the curriculum. They are questioned about learner expecta-
tions of teacher roles and functions, as well as the changes they and
the learners want to see happen.

The interview contains two parts. The first consists of ques-
tions concerning roles, functions, curriculum, and methodology. The
second sectfon presents a rating scale on which the respondents judge
statements concerning the role of the teacher. Each statement receives
an importance rating. At the close of the interview, demographic data

are requested.

Importance of the Research

Church educators, perhaps more than any other group of educa-
tors, have opportunities to work in short-term and long-term assign-
ments in countries other than their own. For some time, educators in
the United States have been aware of the importance of understanding

another culture before attempting to teach in that culture.



Orientation programs help them in pre-exposure to new cultures. Now as
third-world churches send teachers to other countries, a new generation
of intercultural educators has emerged. Like their counterparts from
Western countries, they find themselves in cultures that have philoso-
phies, traditions, and world views very different from their own.
These educators are not sure of the role they are expected to play, nor
the functions that are appropriate.

Intercultural teachers of adults must bear in mind that their
students, because they are adults, are deeply enculturated in the
behavior patterns, beliefs, values, and world view of their culture.

In addition, educators must be sensitive to the differences that 1ie
beneath the surface, which stem from differing cultural perspectives
and history, and which become snares on the path of effective teaching
and learning 1f not recognized or taken into account. If inter-
cultural educators conduct themselves in ways that the learners do not
understand or approve, the teachers will become frustrated. The
importance of this study 11es 1n the discovery of some of the inter-
cultural pitfalls and in the alerting of intercultural educators to
the adaptations that they must make to be effective educators.

A side benefit of this study is the assistance it provides to
adult educators who function within thefir own culture and who may find
through the examination of this material an enlarged perception of
their own roles and functions 1n relation to what and how they teach.

Triandis (1975) explained that roles are belfefs that certain

kinds of behavior are appropriate for those people who hold particular



or special positions in society. Since teachers fall into this
category, it 1s important for teachers of adults to understand how they
perceive their own roles. These perceptions may come from a pedagogi-
cal role definition. Teachers who define their roles in such terms
have taken their role models from teachers of children, not from teach-
ers of adults. Other teachers of adults have not given much thought to
how they view themselves as educators. They perform in certain ways
without understanding the perception behind the behavior. This
research helps adult educators recognize the value they themselves
place on certain roles and urges them to explore and consider alterna-
tive roles.

From the above definition of role, it is plain to see that
function and role are inseparable. Appropriate behaviors (functions)
are manifestations of roles, and roles are "played out" through
functions. If the research were 1imited to investigating perceptions
of roles without considering functions of the roles, the research would
be incomplete. This investigation encourages teachers of adults to
distinguish between what they say is important for a teacher to do and
what they actually do when they function as teachers. A comparison of
matched role and function, which 1s included in the study, sheds 1ight
on how roles and functions fit together.

Vital for intercultural teachers of adults is the view they
hold of their roles and the manner in which they function in the roles.
Porter (1976) spoke to this point when he said that out of eight very

important variables in intercultural communication, one is that of



roles and role prescriptions. Addressing the same issue, Sarbaugh
(1979) wrote that "roles, as sets of shared experiences about how one
behaves in a given situation, are another critical aspect of inter-
cultural communication" (p. 42). Unquestionably, therefore, a second
culture presents to educators a new set of perceptions as to teachers!
roles and functions, and with those perceptions intercultural edu-
cators must seriously grapple. They must be sensitized to their roles
and how they function in those roles, and how the roles of an educator
in their own culture differ from an educator's roles in the second
culture. This research intends to help intercultural educators
examine their roles and functions openly and critically. On that basis
they can investigate the expectations held by students in the receiver
culture and with that knowledge prepare themselves to be more effective
teachers.

In third-world countries, the task of training teachers for
nonformal adult education often is assigned to North American special-
ists. It is crucial, therefore, that those specialists understand
themselves as adult educators in the context of the receiver culture.
They must understand the appropriate operational functions required by
their roles, and the cultural expectations of the learners. They need
to know how much they take with them and apply from North American
educational research, and what elements they had better leave home.
This research 1s intended to help intercultural specialists who are
preparing curricula to train teachers of adults, and besides offering

direct help to preparers of such curricula, it is meant to stimulate



further research in curriculum development for intercultural adult
education.

The development of an ethno-andragogy is one of the long-range
intentions of this study. The term "ethno-andragogy™ 1s adapted from
Harry C. Burger's work in the area of ethno-pedagogy, the teaching of
children interculturally. Burger (1968) noted that teachers who have
in their classrooms children representing different cultural groups
must be sensitized interculturally so that they can identify and deal
effectively with different students. Burger researched ethno-pedagogy
and discovered information of great importance for intercultural
education among children. The present study, 1ikewise, focuses on
intercultural education, but specifically of adults. It recognizes
that the conceptual ingredients of ethno-andragogy have been circulat-
ing in American education circles for some time, but they have not been
researched extensively nor organized in a systematic way for practical
use in the classroom. The fnvestigation at hand, therefore, intends to

provide data and contribute to a development of an ethno-andragogy.

Research Questions
The research questions related to this descriptive study
represent four areas of concern. The first relates to the roles of the
teacher. The second involves functions of the role. The third deals
with changes teachers report they would 1ike to see and those they
report their students wish to see happen. The fourth section s

concerned with curriculum content and methodology. Each research



question investigates responses within and across the contrasting
cultural situations represented in the study.
Research question related to the roles of the teacher:

What teacher roles do the subjects perceive they play, and how
do they describe their students' expectations of the teacher's
role?

Research question related to the functions of the teacher:
What operational functions do teachers of adults describe for

themselves, and how do they report their students' expectations
of the teacher's functions?

Research question related to desired change:
What changes do teachers want to see in curriculum and

methodology, and what changes do they report for their
students?

Research question related to curriculum content and methodology:
What relationship can be established between the reported

curriculum content and the described functions of the teacher
of adults?

Definitions

This research uses key words that deserve definition. They are
defined here to provide a working vocabulary to understand the
research.

Adult education: The process through which adults have and use
opportunities to learn systematically under the guidance of an agency,
teacher, or leader (Bergavin et al., 1963).

Andragogy: The process by which an adult learner moves from
befng a dependent person to a self-directed human being (Knowles,

1977).



Culture: A grouping of people who share common world views;
they have similar ways of relating to one another and organizing them-
selves 1n groups of interdependent activities; they have developed and
use similar tools and instruments; their overt behavior in all situa-
tions 1s similar; and the symbol system (language) for carrying out
interdependent acts is the same (Sarbaugh, 1979).

Curriculum: Concerns what is taught, why, to whom, and
under what conditions (Ward, 1980).

Curriculum content: Mainly the substantive information
(subject matter) in a learning program, the "what" of education
(Bergavin et al., 1963).

Ethno-andragogy: A term used to describe intercultural
teaching of adults.

Ethno-pedagogy: Intercultural teaching of children (Burger,
1971).

Intercultural: A term used to describe processes across two
or more cultures, such as intercultural communication between peoples
of different cultures (Hesselgrave, 1978; Sarbaugh, 1979).

Function: The natural or proper action for which a person is
fitted or employed; specific occupation or role (Webster).

Learner-centered: Responsibility of the learner or student in
planning, designing, and carrying out curriculum content and learning
activities in the class.

Locus/loci: A term used specifically in this research to

designate the cultural group/s from which the subjects were



interviewed. The subjects were students in Presbyterian seminaries
involved 1n adult education in churches and missions.

Method: An established or systematic order for performing any
act or conducting any operation. The relationship established by an
educational institution with a group of participants for the purpose of
systematically diffusing knowledge among them. "Instruction™ and
"{nstructional methods™ are terms used interchangeably with method.

Nonformal education: Education that 1s deliberate, planned,
staffed, financially supported, functional, unrestricted to time and
place, and, in general, responsive to need. It is not ladder-
structured (Ward, 1983).

Pedagogy: The process through which children learn syste-
matfically under the guidance of a teacher (Webster).

Perception: Becoming aware of, directly or through any of the
senses, especially to see or hear; or becoming aware of in one's mind
(Webster).

Role: Beliefs that certain behaviors are appropriate for
persons holding a particular position in a social system (Triandis,
1975).

Jeacher-centered: Activities and functions for which the
teacher 1s responsible 1n planning, executing, and evaluating (Bergavin
et al., 1963; Webster).

Yalues: Ideas about what is good and bad, right and wrong, or

proper or improper (Beals, 1967).
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Horld view: Deals with a culture's orientation toward such
things as God, man, nature, the universe, and other philosophical
issues that are concerned with the concept of being (Samovar, Porter, &
Jain, 1981).

In summary, the key words defined above provide a working

vocabulary useful in understanding the study.



CHAPTER II

REVIEW OF THE LITERATURE

The two areas of l1iterature discussed are topical 1iterature
and methodology 1iterature. The topical 1iterature includes the
following sections: role and function of the adult educator, curricu-
Tum content, and the relationship between curriculum content and meth-

odology.

Review of Topical Literature

The topical l1iterature discusses role and function of the adult
educator as seen from the perspective of North American adult educa-
tors, third-world and intercultural adult educators, religious educa-
tors, and specialists from the three cultures studied in the research.
Other topical 1iterature includes the role of curriculum content in
adult education and the interaction between curriculum content and
methodology.

Roles and Functions as Seen by
North American Specialists

Years ago, Dewey (1938) wrote about teachers of small children
who imposed adult standards on their learners. He realized then that
the gulf between the experience of young children and the experience of
the adult educators was so great and urged teachers in his day to be

"helpers" and "guides" in the process of educating young children.

11



12

Today there exists a very different situation. Adult educators
such as Knowles (1970), Tough (1979), and Verner (1965) have indicated
that modern teachers of adults too often 1ook at their role as if they
were teachers of children, not teachers of adults. Dewey of the
earlier era understood and today's educators understand the crucial
issue of role perception. How teachers perceive their role and what
they do to function in that role affect every part of teaching and
learning. Serious educators must be concerned with both perception of
role and function of role so that they may be effective teachers.

Knowles (1970) developed a 1ist of nine roles of the adult
educator. Five of the roles are learner centered. They are helper,
guide, encourager, consultant, and resource. Four are teacher cen-
tered: transmitter, authority, disciplinarfan, and judge. He also
described six functions of an adult educator in andragogical termin-
ology. They include the dfagnostic, planning, motivational, methodo-
logical, resource, and evaluative functions. The roles and functions
mentioned above form the basis for much of this research, and a ration-
ale for their use appears in Chapter III of the study.

Knowles (1977) described the difference between a pure andra-
gogue (learner-centered educator) and a pure pedagogue (teacher-
centered educator). Pedagogues want students to feel completely
dependent on them for learning, and they never try to move a student
out of that dependency relationship. Andragogues, on the other hand,
accept dependency at a time or place when a student needs that rela-

tionship, but have a sense of obligation to move the learner from



13

dependency to increasing self-directedness. The dependency relation-
ship changes to one of interdependence.

Tough (1979) also urged learners to be self-directed and adult
educators to be "helpers." He contrasted the warm, loving, approving,
supportive, encouraging, friendly teacher with the one who desires to
mold, steer, control, give information, and indoctrinate. The earlier
group, or good andragogue, will promote a helping relationship between
them and the learner. They promote problem solving, freedom, candor,
interdependence, and mutual exploration.

Rogers (1969) introduced a new term and suggested that the
adult educator be called "facilitator." The functions of the role of
facilitator include setting the initial mood or climate of the class,
helping the student in determining goals for learning, and developing
with the student the motivational force necessary to significant
learning. A facilitator 1s a flexible resource, a participant learner,
and one who shares himself with the group.

When summarizing the above materials, it {s discovered that
specialists in the field of adult education have used a variety of
expressions in describing the role and function of the teacher of
adults. However, the language they have used stresses ™elper" quali-
ties of the role, and the functions described in the l1iterature have a

"learner-centered" focus.



14

Roles and Functions as Seen by
Intercultural and Third-World
Specialists

The next group of writers have had experience with other
culture groups or in other countries. Most of them agreed with the
previous writers in describing role and function, but because of their
experience in other cultures and countries, their contribution is
important to this study.

Mayers (1972) carried out the earlier theme of mutual explora-
tion suggested by Tough. Intercultural educators should allow for
creative learning to take place through discovery learning. Discovery
learning, on the other hand, can only take place through cooperation
and a mutual respect between teacher and learner.

Can an adult educator be called "teacher"? Boshier (1980)
asserted that the term "teacher" is a wrong one. His descriptors for
the adult educator were facilitator, agent, animateur, co-enquirer,
catalyst, procedural guide, and resource person. Learners are not
called "students™ but "participants™ along with the facilitator 1in the
class.

Freire (1980b) has done more than any other educator to
influence education and adult education in particular in third-world
countries. The "banking system" of education is one followed by many
traditional schools and oppresses men so that they cannot think
critically. It keeps the learner dependent on the teacher. Freire
described the adult educator who is part of the "banking system":

the teacher teaches and the students are taught;
the teacher knows everything and the students know nothing;
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the teacher thinks and the students are thought about;

the teacher disciplines and the students are disciplined;

the teacher chooses and enforces his choice, and the students
comply;

the teacher acts and the students have the illusion of acting
through the action of the teacher;

the teacher chooses the program content, and the students (who
were not consulted) adapt to it;

the teacher confuses the authority of knowledge with his own
professional authority, which he sets in opposition to the
freedom of the students;

the teacher is the subject of the learning process, while the
students are mere objects. (p. 59)

In contrast, Freire saw a different role for the problem-
posing educator. The problem-posing educator is a subject-teacher
creating with the learner-subject the learning conditions. The
difference between subject and object is that subjects are active in
their own learning while objects are acted upon and are passive.
Freire's teacher is a co-learner with the student through dialogue and
grows together with the learner. Mutual teaching and learning are
indispensable functions of the teacher of adults.

O'Gorman (1978) spoke of adult educators in development as
change agents. Her discussion of manifest and latent roles incorpo-
rated Freirian concepts. Knowles (1970) agreed that the adult educator
is a change agent. Further research should be done to see the linkages
between the O'Gorman latent and manifest change agent characteristics
and the roles of adult educators in religious education.

Cropley and Dave (1978) added a dimension to the function of

the adult educator, calling for new kinds of learning, participatory,

co-operative studies, inter-learning, and inter-generational learning.
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The adult educator models learning by starting with his own family and
community.

In summary, intercultural and third-world educators have
reiterated many of the same concepts as North American adult educators.
Because they have used the same terminology as Knowles (1980) and have
had experience in other countries, research such as this can use

Knowles's categories satisfactorily.

Role