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The article describes differences in the implementation of adult education practice in
the American and European traditions (the USA and the UK mainly) and the competences
of those who provide the adult education process. The study draws upon the existing
theories on adult education which include continuing (the USA) or further (the UK)
education, community education, recurrent education, non-formal education, popular
education, lifelong education etc. This diversity makes it difficult to describe the profession
of adult educators and their roles, because their activity defines itself in terms of their
clientele. Comparative analysis reveals that in American and European countries adult
educator’s roles have overlapping meanings, which depends mostly on the activity the
educators perform. It is argued that in both analyzed countries researchers indicate a lack of
training for adult educators, and a huge number of volunteers and part-time educators, who
often do not view themselves as adult educators. Among the roles that are recognized in the
UK, except the traditional teaching role, adult educators are often involved as tutors,
organizers, administrators, managers, entrepreneurs, animators, advisors, campaigners,
leaders of the group, moral leaders, and “change agents”. In the USA the roles of adult
educators are distinguished within the context they appear in. Their spectrum is wider and
the responsibilities are better defined. They include teaching, program development,
training and human resources development, community actions, but those roles also mean
active participation in the educational process, where educators of adults perform as critical
analysts, provocateurs, co-learners, consultants, activators and “change agents”, whose
responsibility is to empower. The description and comparison of those overlapping adult
educators’ roles are vital and very important for promoting the concept of adult education
“professionalization” in Ukraine. Those roles should be reflected also in training that adult
educators receive.

Keywords: adult education, adult educator, adults, adult educators’ roles and
competencies.

Introduction. Socio-economic and technological changes taking place
nowadays actualize the issue of adult education, which in turn, requires the
development of teacher training system for those who are ready to fulfill the role of
adult educators. Extensive experience and traditions in training adult education
specialists is intrinsic to many foreign countries, such as the USA, Canada, Great
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Britain, Sweden, Poland, France and others. Thus, it is important to analyze and
systematize their experience for further development of adult education in Ukraine,
while taking into consideration the opinion that “context and culture shape the form
that education takes in each country” [13, p. 183].

Many Ukrainian and foreign researchers devoted their works to the
development of adult education and searched for the definitions of andragogical
competencies, among them O. Anishchenko, S. Boltivets, L. Lukyanova,
0. Ohiyenko, S. Vershlovsky, S. Zmeyev, M. Knowles, S. Brookfield, J. Mezirow,
P. Jarvis, S. Merriam. Analysis of their works shows that there are some evident
differences in the implementation of adult education practice in American and
European countries. Therefore, the goal of our study is to define and compare the
American and European perspectives on the roles of adult educators, find the
existing distinctions and explain them through adult education philosophical and
historical background, social and cultural context in order to foster further
development of adult education field in Ukraine. For our analysis we have chosen
two countries, where the system of adult education is highly developed and was
established long ago: the USA and the United Kingdom of Great Britain.

To define such a complicated phenomenon as an adult educator we should
first define the field of adult education. One of the most famous definitions, widely
cited in the USA, was proposed by S. Merriam and C. Brockett (1997). After a
substantial review on existing descriptions of adult education field the authors
define the concept as “activities intentionally designed for the purpose of bringing
about learning among those whose age, social roles, or self-perception define them
as adults” [13, p.§].

According to Peter Jarvis (1995), in the United Kingdom the term ‘“adult
education” is mostly used within the liberal education framework and has a
stereotype of being middle-class, leisure time pursuit [9, p. 55]. There is a belief
that institutional adult education is an extra, a luxury that has to be paid for by the
individual and this is why serious academic study of adult learning only began to
penetrate British universities, once adult educators were seen as having a social
mission [2, p. 156].

Many authors have difficulties to define it more clearly because the term is
used with at least three different meanings: the process of adult learning, a set of
organized activities for adults, and a field of social practice (Knowles, 1980; Jarvis,
1995), but it is noted that the scope of educational activities is very wide. “The
breadth and diversity of what is comprehended within the term “adult education”
varies from country to country, if indeed a concept of it as a distinctive process or
system exists at all” [9, p. 184].

There are many other terms connected with education of adults. They are
continuing (USA and Canada) or further (UK) education, community education,
recurrent education, non-formal education, popular education, lifelong education.
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This is why it is difficult to define who is an adult educator and what are their
roles, because their “activity defines itself in terms of the clientele” [3, p. 9].
Merriam and Brockett (1997) give the most general but the most understandable
definition and call adult educators “those who deliver learning opportunities” to
adults [13, p. 115]. Authors also indicate the existing debates among theorists on
who is and who is not an adult educator. Their opinion is supported by Legge
(1991), whose research on adult educators training in England and Wales shows
that “many those active in the field do not recognize themselves as “adult
educators” [11, p. 60]. As in case of adult education that never was compulsory
there was always a belief that no general training for educators of adults was
needed [2, p. 156]. This is also true for modern Ukrainian practice, when the
educational activities provided to adults are not always seen as adult education, and
practitioners do not recognize themselves as educators of adults.

Despite the differences in adult education definitions, scholars in both
analyzed countries, agree on main categories of adult educators: the full-timer, the
part-timer, and the volunteer (Jarvis, 1995; Merriam and Brockett, 1997, Legge,
1991, Brookfield, 1988). Having analyzed their works we can come to a
paradoxical conclusion that full-time adult educators can be employed in a variety
of institutions, with or without teaching role, while part-time and voluntary
educators are more likely to be actively involved in teaching process. There is
always an altruistic motive in their work and enjoyment is a reward [9, p. 167].

The largest debates, which our analysis reveals, relates to the roles of adult
educators. Legge (1991) indicates that in England many specialists in adult
education have overlapping roles. They include a “tutor-organizer”, an
administrator, who also teaches, and an advisor [11, p. 60]. He points out that adult
educators combine multitude of tasks, when in fact many teachers of adults still
lack formal training and the quality of their work is variable [11, p. 59]. Jarvis
(1995) supports this statement with some statistics data, pointing out that 41 per
cent of part-time tutors in the East Anglian Regional Advisory Council area were
qualified day school teachers [9, p. 172]. They can play roles of entrepreneurs,
administrators, managers, wheeler-dealers, animators, trouble-shooters, expert on
methods, and campaigners [9, p. 167]. According to Legge, in England local
educational authorities are the major providers of training for educators of adults,
and there are more than one hundred of them [11].

Alan Rogers (1996), one of the famous practitioners in the field of
humanistic adult education in England states four main parts for adult educator to
play: 1) a leader of the group, whose purpose is to keep the group together and
keep things going; 2) a teacher, an agent of change; 3) a member of the group,
subject to the pressures it exerts; 4) an audience, the person whom the group
members perform their learning [14, p. 161].
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While working with adults, educators become more than teachers for their
students. They usually get involved in their lives, because the experience and
personal stories are the important components of adult learning, and are involved in
some community actions [9, p. 36].

While in the United Kingdom adult educators’ roles are identified in
accordance to the tasks and activities they perform, in the United States there is a
tendency to determine those roles by the context, goals and purposes of educational
activity. Thus, Brookfield (1988) emphasizes that major roles of adult educators
are those of teachers, program developers, administrators and counselors that pretty
much coincides with the definitions of Legge (1991). Nevertheless, Brookfield
distinguishes educators’ roles within a context, in which they appear, and thus
groups them into four categories: teaching roles, program development roles,
training and human resources development roles, community action roles [3,
p. 19]. The program development role includes conducting needs assessments
(qualitative and quantitative), designing instruction, managing committees,
counseling current and potential learners, preparing and administering budget,
course marketing, and evaluating program effectiveness. Educator’s role in the
training and human resources development in American adult education occurs
mostly within business and industry fields means (1) being a learning specialist
involved in instruction, curriculum and materials development; (2) being an
administrator involved in personnel development, supervision, community
relations, and budgeting; and (3) being a consultant involved in changing
organizational behaviors, stimulating others to learn, and advocating unpopular or
little known views [3, p. 22].

In the community division of adult education the roles of adult educators
differ from those described above. They perform their duties mostly as activators,
animators, change agents, and community activists [3]. Activators are not directly
involved in the process of teaching. Their roles are to identify the agencies and
organizations, which lack educational involvement. Animators and change agents
have the roles that are more concerned with the societal change. They are called to
assist community groups to identify problems and achieve previously defined
goals. According to Usher (1997), community education unites the concept of both
— radical and liberal adult education: “it attempts to combine the critical structural
analysis of the radicals and a more specific social purpose of liberal adult
education” [15, p. 35]. Its aim is: providing individuals with knowledge which they
can use collectively to change society if they wish, and particularly equipping
members of the working class with the intellectual tools to play a full role in a
democratic society or to change the inequalities and injustices of society in order to
bring about radical change [15].

Both, American and European researchers, indicate the issue of
“professionalization” of adult educators working outside the mainstream: health
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educators, librarians, prison educators, religious educators, community developers,
popular, non-formal, distance educators, and social activists, who “align
themselves with a social action or radical agenda, calling into question accepted
norms, social structures, and educational practices” [13, p. 247]. Thus, one of the
distinctive roles of the adult educator that differ him/her from a schoolteacher is a
role of a “change agent”, who works in the direction of students’ empowerment
through critical analysis and reflection.

One of the major views on the role of American adult education as a field is
to prepare adults to compete in the global market economy. Similar tendency
towards “vocationalization” of adult education is also observable in the UK.
Existing capitalist market economy with its demands on high productivity and
constant competition, forces adults to improve their work skills in order to be able
to retain their job and compete with others. “The common good is now to be
regulated by the law of the market, free competition, private ownership and
profitability. In essence, the definitions of freedom and equality are no longer
democratic but commercial” [15, p. 38]. Some researchers recognize this tendency
as oppressive, the one that leads to viewing adult education profession as business,
narrowing the whole idea of adult education to the economic purposes and
satisfaction of basic human needs while neglecting those important aspects of
education as moral leadership, development of intellectual ability and social
awareness of adult population. This phenomenon is described as of “hidden
curriculum” or “hidden criteria” and viewed as knowledge gained during the
process of education: development of students’ personal traits and attitudes, their
motivations, awareness of real-life economics, and reflective thinking which are
called “behavioral outcomes” [6, p. 73]. Teaching to understand the power
distribution in the society or evaluate its main political and economic forces should
become one of the major goals for adult educators in order to develop socially
aware and critically conscious citizens who will become a powerful investment for
further societal development and the democracy maintenance.

According to Askov, another issue that arrives when pouring finance only
into work-related programs is the changing concept of the whole adult educational
field based on voluntary participation and self-directed learning because often
participants must attend these programs in order to maintain welfare benefits [1].
Such an involuntary engagement could be an explanation for the programs’ high
dropout rating, and low levels of participation.

In the postmodern world literacy is often understood as a series of discourses
to be mastered depending on the situation and context the individual is placed in.
J. P. Gee (1996) explains this new notion of literacy as “integrated-social-cultural-
political-historical literacy studies” [8, p. 122]. He critiques traditional approaches
to literacy understanding as economy driven and dependable. Even those with high
school certificates and college degrees often need additional education in the
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pursuit of lifelong learning in response to constantly changing demands of the
world around, such as technology improvement, globalization, migrations, changes
in the workplace, and self-actualization. Literacy can also mean the acquisition of a
“secondary discourse”, which is the most common practice in the US for every
immigrant entering the country. ESL programs, as the kind of adult literacy
education, are one of the most important ways for newcomers to get the
understanding about the country, its history, geography, economics, social and
political order, its cultural diversity and values. There are the channels through
which the processes of newcomer’s socialization, their secondary
discourse/language/culture acquisition is happening. “Discourses are the ways of
being in the world, or forms of life, which integrate words, acts, values, beliefs,
attitudes, and social identities” [8, p. 127]. Thus, adult literacy courses only for
employment purposes with emphasis on resume, cover letter or job proposal
writing, can result in educating resistant, passive and socially ignorant citizens. It
will also continue the process of minority groups’ marginalization, viewing them as
powerless, outsiders, “the others”.

Even workplace adult education that one can argue is the most economy and
market driven and the one that addresses recent policies about preparing adult to
compete in global market economy shouldn’t ignore the issues of a holistic lifelong
learning. Competitiveness, which is emphasized and promoted by capitalist
economic relations, appears as one of the standards for adult literacy. It makes
workers to become alienated and isolated from each other. Instead of empowering
the workers, it results in their passiveness and fear to lose a job. The main problem
of this outcome, according to Tara J. Fenwick (2000), is the lack of
acknowledgement about power dynamics and identity struggles that are rumbling
underneath program solutions and the lack of understanding that learning and
development is not essentially the individual process but a complex communal
activity that weave workers and situation together [7].

Today adult education forms and types are becoming more diverse in terms
of goals, process, organizational structure, curricula and pedagogy. They demand
on the revisiting and reconsidering traditional educators’ roles, because of the
blurred barriers between education, leisure, and entertainment. Democratic
education or education for democracy means education without suppressing
differences, diverse range of interest and locations within the social formation.
Moral education, Usher (1997) argues, has been known as something that adult
educators should know and dictate, because education must have a moral purpose.
He proposes “the lessening of the power of the adult educator to define what
constitutes worthwhile knowledge and serious learning, questioning the notion that
learning must always be shaped by the values of progress [15, p. 24]. Thus, he
welcomes all voices in the classroom to be heard, and everybody’s opinion to be
valued. Adult education consumers should become the main judges for program
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effectiveness. They, alongside with teachers and administrators, should become the
main participants in program development who define its context, curriculum and
instruction.

Conclusions. From this analysis we come to the conclusion that adult
education roles have overlapping meanings, which depends mostly on the activity
that educators perform. In both American and European traditions, researchers
indicate a lack of training for adult educators, and a huge amount of volunteers and
part-time educators, who often do not view themselves as adult educators. Among
the roles that are recognized in the UK, except the traditional teaching role, adult
educators are often involved as tutors, organizers, administrators, managers,
entrepreneurs, animators, advisors, campaigners, leaders of the group, moral
leaders, and “change agents”. In the USA the roles of adult educators are
distinguished within the context they appear in. Their spectrum is wider and the
responsibilities are better defined. They include teaching, program development,
training and human resources development, community actions, but their roles also
include teacher’s equal and active participation in the educational process when
they perform as critical analysts, provocateurs, co-learners, consultants, activators
and “change agents”, whose responsibility is to empower students. The description
and comparison of those overlapping adult educators’ roles are vital and very
important for promoting the concept of adult education “professionalization” that is
still often questioned. Those roles should be reflected also in training that adult
educators receive.

The notion of educator as a “change agent” coincides in both countries. It
again supports the goal of adult education, which is students’ empowerment and
changing unequal power relations. Education is never neutral. It is a tremendous
ideological force for the state to establish its political and economic priorities.
Recent adult literacy policies, which address only employment skills and job
acquisition, thus indicate the strengthening state’s priorities in the global market
economy participation, while ignoring the priorities and voices of major consumers
in adult literacy — its students. Their voices and needs must be taken into
consideration. Community, individual, and family development literacy are just as
important as the workplace achievement. Seeing those areas as equal would be the
most beneficial for both: learners and society.

It also should be mentioned that for the world adult education practice the
policies prevailing in the USA and UK — two major players on the global market
arena will have a huge effect on other developing countries. Focus only on human
capital/resources development will result in similar policies in other countries, who
are dependable on the US and UK funds. It will continue the process of
colonialization and market dependency, thus neglecting the process of civil global
society development.
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HNOPIBHSIHHSI AMEPUKAHCBKOI TA €BPOINEACHKOT KOHIIEMIII
POJIEI AH/IPATOT'IB /LISl PO3BUTKY TEOPII I IPAKTUKH OCBITH
JIOPOCJIMX B YKPATHI

Haranisa I'opyk

Jlvsiscoruli Hayionanvuuil yHieepcumem imeri leana @panka,
eyn. Tyean-bapanoscvrozo, 7, Jlvsis, Yrpaina, UA—-79005

Po3risiHyTo  0COONMBOCTI  BIPOBA/XKEHHSI TMPAKTUKU HaBYaHHS JIOPOCIUX B
aMEpHKaHChKHX Ta €Bporeiicbkux Kpainax (Ha npuknaai CIIA Ta BenukoOpuranii) ta
KOMIIETEHTHOCTI THX, XTO 3a0e3ledyye mpouec HaBYaHHA AopociuX. JlociipKeHHs
OOIPYHTOBaHO Cy4YaCHHMH TEOPISIMH OCBITH JOPOCIHX, SIKI BKJIIOYAIOTH Oe3NepepBHY
(CIIA), TpuBany (BemmkoOpuraHisi), TpoMazcbKy, HapoaHy, Oe3nepepBHY, HOBTOPHY,
He(pOpPMaIbHy OCBITY TOIIO. Pi3HOMaHITHICTH TEOpid i TEPMIHOJOTII YCKIAIHIOE OITUC
npodecii aHmparora Ta pojed, sKi BiH BUKOHYE Y IPOIECi CBOEI MisUTBHOCTI, OCKLIBKH
HaBYaHHS BiAPI3HAETHCA B 3aJCKHOCTI BiJ OCOONUBOCTEH CITOKMBAYiB OCBITHIX ITOCIYT.
[opiBHSJIBHUIT aHAJI3 Jae 3MOTY CTBEp/XKYBAaTH, IO B aMEPUKAHCHKHU 1 €BpOMNEChKUX
KOHLEMIIAX aHIPAarord BHUKOHYIOTh MHOXHHHI ~pOJi, 110 MOTPeOYIOTh pI3HUX
KOMITETEHTHOCTE, ajie JOCHIIAHUKU BKa3yIOTh Ha Opak abo BiJICYTHICTh y HUX MPOoQeciiHOT
HiATOTOBKYU 4epe3 BEJMKY KUIbKICTh BOJIOHTEPIB a00 BUKIIA/Ia4iB 32 CyMICHHUIITBOM, SIKi HE
BBaXKalOTh ceOe OCBITAHAMH JOpociux. OCHOBHUMHM POJISIMH, SIKi BioOpaxaroTs GyHKUIT 1
JisUTBHICTH  aHAparoriB  y BenukoOpuranii, OKpiM TpaAMIIHHUX, €: PpPENeTUTOPH,
aJIMIHICTpaTOPH, MEHE/KEPH, ariTaTopH, paJHUKH, HiANPUEMIT, JIiAepH, Ta “areHTH 3MiH".
Y CHIA oCHOBHMMHM BHAAaMH JSUIHOCTI a@HIParoriB BHOKPEMIJIEHO: HaBYaJIbHY,
MeTonuuHy (po3poOKa HaBYaJBHMX IIpOrpaM 1 METOJIIB), OpraHizamiiiHy, pPO3BHUTOK
JFOJCBEKUX pecypciB, TPOMAJChKy, B IPOLECi SKOi BOHH BUCTYHAIOTh y POJISIX KPUTHYHHX
aHAJIITUKIB, IPOBOKATOPIB, CHIBaBTOPiB, KOHCYJIFTAHTIB, aKTHBATOPIB, arCHTIB 3MiH TOIIO.
Omnmuc Ta NOPIBHAHHS POJIEH, SIKi BUKOHYIOTH OCBITSHH JOPOCIHX, € OCOOIHMBO BaXKIIMBUMHU
JUIsL PO3BUTKY 1 mpodecionanizaiii oCcBITH J0pOCInX B YKpalHi Ta IUIaHyBaHHS IIPOLECY
MiATOTOBKM MalOyTHIX aHIIParoris.

Kmiouosi crosa: ocBiTa OOPOCIHX, AHIPAror, AOPOCIi, aHAPAroridHi poyii Ta
KOMITETEHTHOCTI.



