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INTRODUCTION

it ccuid be. ar rqued that there is no one best approach to professional

preparation programmes in educational administration. Because each approach _is

appropriate for some learners, in some settings, and for some content; it could

be further argued that the matter is far too complex. for meanlngfui ana1y51s and

application. While this may in. fact be the -case, it would seem to -be an

abrcgation of our. respon51b111ty as teachers of educational administration to

sxmpiy accept such an argument without first maklng our own attempt to unravel

the complexitiec involved.

Although there is a. degree of confilc. over the most appropriate parad1gm for
use. in._ the area of educatlon adm1n1strat1on,1 the coritént of our subject- appears
similar across courses offered by different institutions and teachers:? What,

then, are some of the factors that need to be taken into consideration in

assessing the erfectiveness of prof0551cna1 development programmes in

educaticnal administration?

In what foIlows, it is not my intention to provide yet another "cook book® on
Y P y

how to evaluate. There 1s much written in this area that 1s read:iy acce551ble

(see for example, Henderson3). It is. my intention to examlne the complex1t1°s

involved _and in so _doing to hlghilght what I consider to be major aspects of

what needs to be assessed.

For convenience, lét mé dividé thé examination into three interreiated areas--
+he learners, setting and content.

1. THE LEARNER

What is learnt can often be d1fferent f.om what was. 1ntended by the teache

The learner will respond_not only to planned content and activities but also <o

the skills; _ qtrateg1es,"mean1ngs, and values implied as the teacher teaches. AS

well, tne learners themseives will be d1fferent.

what are some character1st1cs of the learner that will heip determlne dIfferent

responses %o what is taught? The first area examined for answers to. this

question is that of stages of adult development. Particular emphasis is
then._ piaued, on the issue of dependence. Finally, two trends in individual

"learning, to master and to belong, are discussed.

1.1 Stages of Individual ﬁeyeiopment

A comprehens1ve réview of andragogy f(adult 1earnIng) and its

1mpllcatlons for teacher tralnlng can be found eIsewhere.4 For the

purooses _of thxs paper,,however, It is worth repeat1ng in chart form a

adulty personality charac*erlstlcs,Wand;,,on,”the one hand ,etudent

learning (such as their mot:ives for education, and the attitudes

towards_  the. or1§1n and use cf knowledge), and, on the other hand,

teaching practices (such as approaches, student-teicher relationships
and evaluation).

RIC ~
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Four of LoeVinéer'ss stages of ego neveiopment are used as a base for the adult

characteristics in Chart I:® These stages are "Self-protectlve Opportunistic"

(I'II do what I'm told to do - or whacever I can get away ‘with);, "Conformist"

advancement), ”Consc1entlous €1'll do what 1is. best for the organlzatxon or what
the job demands); and "Antonomon& {1'1l do what is best for my own development

but in so doing will respect others' autcnomy and be aware of the need for

interdependence between people) .

The data concernlng developmental stages. .camn heip us thxnk more ciearly about

both content and. process. They c;arxfy the. larger motives behind the

investments of time; money and energy and behind the personal sacrlflces made by

aduit students. They show us the more fundamental purposes that underlie degree

aspirations, the pursuit of promotlon or_a_career_change; .the desire to meet new

persons, read more widely, explore new _ideas and interests. They remlnd us that

the existential questions of meaning, purpose, vocation, anrd social
responsxbxix*y, dependence, human relationships which so many adolesceats face
with difficulty, are re=confronted by many thirty, forty, and sixey-yeaf-alds;

With such information in . our worklng knowiedge we can more effectlvely

distinguish between those whose aim is 51mply professxonal training and those

people whose professxonal concerns involve <clarification of the major

exﬁéétatzons of a job or the career patterns associated with it: We can better

recognise that the th1rty—f1ve-year-old .who comes to. °ducatlonai admlnxstratlon

courses for_ clearly specxfxed brofessxonai knowIedge or competence, need fou

promotion or..a new opportnnlty will define a programme and approach it very

differently from the forty—fxve—year-old whc wonders whether all those . long
hours, fam1ly sacrxfxces, shor tchanged humanilrelatronsnxps and :atroph12§
interests are really worth its Both of these teachers or educational

administrators will be. different, as students, from the twenty-five-year-old

eagerly exploring the potentials of a first career choice.

With respect to programme evaluation; there is the ciear Implxcatlon that

courses that rely on _various._ forms of student feedback snould take into account

characteristics of respondents in .assessing the reasons behind the positive or

negative resuIts. For example, is it "good" or "bad"that 25% of respondents

disliked your course because they say it was unstructured with not enough

lectures from tnose in charye and that students had too much to say, especially
in respect to evaluation?

It would appear that few ,éanitsi;inolﬁainé 7e4ncatxonal admxnxstrators—-

naturally progress. through the. deveiopmentai stages. - Movement  from one

developmertal stage to the next occurs cirough cycles of challenge and
response, cognitive dissonance, cultural discontinuity;,; diffecentiation and

integration. It occurs when a person confronts situations for which old ways

are not adequate and which requxre new ways of thznklnq and acting. The

experience may be upsetting and uncomfortable. After all, coping with

[~ N
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CHART 1
Four -of motive for what Use is where does Teaching Student-Teacher | Evaluation
wevinger’s Education Knowledge? Knowledge Came Practices Ralationships
Ego Development From?
Stages - B - _
Self protective | Instrumeatal: |Bducacion to get | From external |lecture—exam Teacher_is By teacher cnly
opportunitistic | satisfy =~ [means to concrete| authority fram authority.,
immediate needs jends, used by- asking how to transmitter.judge
su.f to obtain | get things student is :
- - . effects inwordd | - = - - L - receiver: judaed | - .
Contormist Impress_signifi-{Education  to De: Fram external Teacher-led (as above) By teacner only
cant others social approval authority fram |dialogee or
gain social appearance; | askiny what disucssion E
acceprance, Status.used .by others expect Open . Teacher is a By teacher and
obtain credem (Self to achieve ard how to do !leaderless'’ 'model’ for peers
tials and according to it learner student
recognition expectations and centred identification
standards of discussion
significant o o
Conscientious Eagucation to 0o: Programmea By system
competance -in gration-of learning,
work_and social information correspondence
roles, used to based on - _ study, televised |student a
normative achieve = rational  inquiry(interaction recinient
standards; internal ised fram setring
1ncrease - standards of goals fram
capacity to excelience and asking what is
meet social. to Sserve society | needed, how
resporsibilities things work, and o o
why N IR
ALEINAMOUS Deepen Education to Personal Contract Stuaent cefines By teacrer, peer ,
understinding  [become: self- exderience and purposes 1n system, self,
of self, world (knowleage, self | retlection, eollegial | teacher f.nai
and life cycle, |development .| personally relationsnip with| judge
develop used to transform| generated teacher
increasing self and the paradigms, otia
capacity to world insights, between student
mANAGEe: Own judgements and teacher at
desciny the ‘outset and
- held throogioot
Contract - Teacher is By teacher, -peers,
Leatning 22 resource., system, self
Time,objectives  contributes to selt firai juoge
activities, planning and
evaluation,  [evaluation
defined generally
by student,
modifiable with
— = — experience
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dlsequxixbr10m, Iearnxng new skxlls,,assxm1lat1ng new knowledge, and resolv1ng

valiue conflicts does not always hapoen s1mply and snoothly., The principle

1nvolved here .is best illustrated in a _ lis arn1ng style based on "transforming"
rather than a learning style based on "forming."

Past expe*xence aiwaws enters into adult learnlng. Learning, therefore; focuses

on mouifying transforming and reintegrating meanings, values, strategies; and

skxlls, rather than on forming and accumulatlng them as in childhood: The

learning processes involved in transfcrmations are different from tliose involved
in formations.?

con51derable energy 1n ma1nta1n1ng establlshed patterns, whxch must be

overcome first if a pattern is to be transformad.

. Transformations requxre more time than formations.

. Transformations requiré that established meanings; valuas, skilis and
strategies be raised to a conscious level and te thoroughly examined befcre
being altered.

. Transformatzons require that the relatéd new behaviour be tested out in

safe situations before be1ng put into use in daily 1life; in order to
reduce potential threat to the self.

creation of challenge, dlssonance, d1scont1nu1ty whlch fosters xncreased

dlfferentlatlon. It is also necessary to help educational admxnxstrators as

students tc learn effective reéponses, resoive dxssonance and discontinuities sg

that 1ntegratxon can occur at a higher level of development. The d1ff1culty iy

achxevxng that optimal distance between where the student is and wr t© the new

situations reqQuire So that the student is challenged but not "bowlea over;" so

that change is possible without provokiag trauma, entrenchment, or fl:i ghtﬂ

The developmen;al nature of the work on adult stages as well as the. matétlal
presented later in this paper on stages of group development pose _a number of

questions for the teacher of educational admxnxstrat:on. Perhaps tle most
important 1is: does the . ;eacher have. a responsxbllity to develop his or her
students through. the stages? I thlnk he/she does and would therefore;  in

assessxng the quaIIty of a programme, look for evidence that the. approach took

such development into account., One gquick way of measurlng this would be to

analyse how the program handied the issue of dependence
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Always Dependenc=?

The issue that permeates much of the topzc under dIscusSIon in this paper

is that of student dependence. Factc—s in the vetting of many ccurses in

educatxonal admInIsttation make st'dent dependente on the teacher in the
;nltial stages of these courses almost inevitable., Of parvticular relewvance
here is the issue of student assessment.

Although most adults when enterxng ; new Ieazhxng ﬁxperxencc do heg1n w1th

dependent—type behaviours they will,;w-.hra,gopd program, move first to
independent behaviour and then to Jnterdeps.idert behaviour . during _the
course of the learning activities. The progression can be facilitated by a

teacher who is prepared to _provide; for._  example; _some . stracture and

direction_at  the beglnnmg of the learrn.g activities; to move then to

encouraging 1ndzv1dual actIVItIe and finally to prov1de opportunities for
Interdependent activities Wltult the group and for integrative processes
for individuals.8

On_the other hand, 1f on the basxs of hls ‘nxtial response in a class we

describe an acalt learner as using dependent behav1our, we may come to

think of that desttlption as a fixed truit. We would then proceed to treat
tne student as if he or she were a dependent person_and not. recognlse that
the initial behaviour has changed as anxlfty has diminished or as he or she

has g2ined mastery of the leacning content: At a later date the student

may come t- resent being treated as a dependent. Or this learner might

never move from the InItIal dependent behav1our ara our teachlng behaviour
would help hold him or her there and deny him or her room to develop
1ndependently.9

in,,brlef, adult 1earn1ng behavxcurs tend to change as a resu.s bf

increasing famlliarlty with a 1earn1ng program, content, or setting.

Simultaneously, teaching modes need alsc to change in response. The

predictable sequence of teaching styles wlll be. from dxrectxng throagh

fac111tat1ng to cgllaboratlng. Does the course you are assessing have such

a developmental sequence?

one 'o'f thé p"r’o’bienis for many 'p"rdcj'rémtiiés in_achieving aev'eiagsaéﬁf is that

Mastery as it is used here relates to feelings of autonomy, to

independent. behaviour . within socxety, and to a sense of - personal

contrel over the conditions of one's life. Learnings related to thls trend
1nclude meanings, sStrategies, and_ Skllls required to function 1ndependentiy

and values which reflect posxttve feeilngs about oneself as competent and

worthwhile: 3uch learnlngs lead tc a redQCtlon of feel;ngs of helplessness
and . 1nfer10r1ty and assist in meeting Survival, achievement and self-esteem
needs. This type of learning responds best to behavioural or task-related
feedback:1!?
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Belonging behaviour seems 1less emphasised in educational _administration

programmes... Belonging behaviour here relatcs to feelings of affection, to

interdependent behaviour with other members. of society, and to a sense

of 1nterpersonal involvement. = Learnings related to th:s trend include

personal and shared meanings and values, and the skills and _strategies
necessary to_function. interpersonally and cooperatively. . Such learnings

meeting security, belonging, and affiliation needs. This type of learning

lead to a reduction of feelings of isclation and alienation and assist in

responds best to feeling-oriented feedback.l2
The lack cf emphasis on belonging behavicur is somewhat surprising given

the nature of successful educational administration:

T> be brief, the crux of my argumernt is that for more Successful teaching

Qf,gduCEtibhél,éd@iﬁiéif&iiéﬁwchere is a. need to give greater emphasis to

implementation _and . that the most importai:it aspect of effective

implementation is obtaining cooperation among school paople. This, in
turn, calls for a strong emphasis on developing understandings and skills

1n the interpersonal area. . There aTe strong and predictable reascns why
effective cooperation in schools is already poor in many_schoolz!3 and will

continue to be difficult to achieve.'4 But such a situation does not
provide an excuse for the teacher of educational administration to igrore

the development of such a vital ~area--an area clearly recognised as
important by both practising édﬁéééqrsi15 students of graduate educationatl

administration programmes,'® and research which demonstrates _ positive
associations beiween having a positive collegial group on a programme and
superior field ratings and lower attrition rates.!7

Given these findings, pechaps we teachers of educational administration in
dssessing the effectiveness of programmes need to take a cleser look at the

balance in _courses between wastery and belonjing, _that 1is between

understandings and skills focusing on independence and i1nterdependence.

THE_SETTING
At least three apsects of the setting have implications for those teaching
educational administration. The first Has to do with courses that include
evaluation of participant performance and are thus prone to the
assist/assess dilemma. _ The ~second involves courses whose
participants come from separate organizations and by so doing make the
likelihood of effective "back-home" implementation more difficult. The
third revolves around the predominant use of group teaching  which

implies that the course is subject to the dynamics of the jroup itself.
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"Assist/Assess" Dilemma

Current forms of school-based student assessment, particularly at the end
of high school, have encountered the assist/assess dilemma: When teachers

are seen as assessors by their students their relationship with them

changes. _But the same effect can be seen in any relationship between a

superior and subordlnate, €4Q., - pr;nclpal and ceagher, -inspector and
principal, teacher of educaticnal administration and student. Abraham
Maslow has highlighted this dilemma for the tertiary teacher in the
following wav:

In my early years of ceachxng I cercalnly 1ooked at my
students. and felt very close to them. I learned only
Slowly that while I could keep my smiles and friendliness
and so on separacea from che grades, x.e. I couId

of psychoiogy, they rately could accepc and unoerscand
thlS. Normally, when I was friends with students they
felt I had betrayed them if they goc bad grades._ They

thought of me as a hypocr1te, Las._a. ;urncoac sis slowly

I had to gzve up, untii_now, especxaiiy in larqe

classes; I keep my dlstance and maintaia nthlSh-StYle
relatlcnshlps rather than getting very close and
buddy-1like,18

When_ the teacher 1s seen as. an assessor by the studencs a neqation of his

or _her . assxsclng role would seem to occur. Assistance is uSually made more
dxffzcult by the cypical response to the threat of being assessed; _the
playing of the withdrawal game. This game involves puctlng as_much _ socxai

distance as possible between. ,superlor and, subordlnatp, ~rupulousiy

avoiding any_ kind of. genuxne,;ersonai or expre591ve behavior.. In shoret,

each tries  to. remain as faceless as possible. Having esg stablished the

socxai d1stance (" tngllsh-scyle relaclonshlp“?) che nexc scep 1s co cry to

90951ble.

Underiylng much of the possible anguish created by the assxsc/asSess
dilemma and the ineffectiveness resulting from the playing of the

withdrawal game is the teacher's own accxcudes ~towards the
super1or/subordinace reiaczonshlp. Is It tendlnq ccward McGregor s Thaory
X or Theory Y?‘g Is it -based on Miles' s concept of Human Relations or
Human Resources?20 We need to remember that students wiil respond not. only

to planned content and activities but also to the skills, strategiss and

values implied as the teacher teaches.

I would welcome suggestions on How tc overcome the assess/assist dilemma.
Perhaps it is not a dilemma for you.
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Students from Different Organizations

;aklng individuals. ou: of edncac1onal organxzaclons and lnco courses run by

teachers of ednca“lonai admznlscraclon is very like caklng out cie_ pxece of

a. ng,saw (chac is, che organxzaclon) and, if the course. xsrsnccessful,

changing its shape only to find that it will not fit when returned to the
jig-saw. Not ony will the piece not fit but it chen. has to suffer the

anguish and_ fruscrac;on of being "knocked" back into a shape that resembles
the original and with which the remainder of the jig-saw can feeil

comforcabie.: WE Auscrallans are very good at what is caiied "Ioppxng call

poppies"-=bringiig thé beétter members of a group back to the level of the
rast of the group!

To Abe Judged effecclve we w111 need to dec1de _whether_ _a programme has

squarely faced the 3oxnc issues of responsxbxlxcy for and the most

effective approaches to back-home appixcacxon of course material. In

particular; is. assrgnmenc work and culminating. activities intimately and
systematically related to the student's practical context?

Havzng 1nd1v1duals from dlfforeht organlzacxons in our courses also poses a

dilemma for the t2acher in the_ runnxng of ciasses. -On the one hand, there

is evidence to. sdggest that aduIcs have extensive life experiences. whxch

tend to. structure and limit new learnings. Adults tend to value their own
experience as a rich resource for further. learning: On the other hand,
most .courses only have a 1limited amount_ of time at cheir dlsposal.
Rllowlng course participants to keep the dISLuSSIOH down to what for them

1s _the _least . chreatenxhg szcuaczon, buc which I would term the "lowest
common _denominator® in terms of effectiveness ("You listen qulecly whxie 1

recount what happens in my School and then ask. elaboratxve-cype questions--

then I'll do the same for you") .an absorb an inordinate amount of time.

one resolve of this dxlemma is tc make extensive use of teaching_ approaches

that provxde scudencs wxch common frames of reference during ciass contact
time, e.qg. struccured experiences, 91mulaclons,,roie pIays, case scudles,

and look for ths major integration of past and current experiences in
assignment work.

Given_the _ scrong emphasxs in thls arcxcle on che developmenc of ,xndxvxduais

and groups, it is. worth p3inting out that the use of these "common frames
of reference' W ght need to be,carefuily pianned to meet the current or

next stage development. The next section on.- stages of group development

pursues his idea further, but, for now, the followxng continuum of teaching

approaches (Chart 2) might provide a useful checklist not only for alerting

us to whecher or not_ common frames of reference are used, but also to the

extent of their use and the thought puc into their useé over the sequence of
a programme;

Pt
(e}
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Group Téacﬁinq

The predomlnant use of group teacbxng in educatlonal admlnlstratlon snould

use,of group developmenc models and cechnlques by ceachers in ruaning their
programmes,

Mosr cask—orxenced groups can pass chrough a number of clearry identifiable
and sequenclal staqes of developmenc.

More 1mporcan;}y, much . can be done

1f left to their egmugeylces some groups may not proqress beyond che earlyr
SS_ pre ”Formlnq, "storming," and "Norming." When

"Forming" group members are polite, they avoid conflict, they are concerned

less_ produccxve stages of

about being accepted or rejected and their _orientation_is_towards the task.

Then, group members become involved in conflict (" Scormxng ) because of che
concerns about _status, power and organization.. The "pecking order" or “"who
is good at what" needs to be sorted out. Next, there is more cohesion
between members as there is more affection, open~mindedness and_willingness
to share. However, the pressures to conform to the group ("Norming") may
detract from the task at hand. At the fourth scage there is a. _Supportive
group climates Concerns about interdependence and lndependence _are
resolved so that both can occur along. with the. dominant need to solve

problems 1n a,greac;ye way ( Performxng ). A final scage is "Mournlng"

Ic 1nvolves the breaklng down of group cohesion as

about to b.eak up.
members are more concerned about disengaging from the group and eacablxshed
It is also the time

relationships and reasSerthg chexr lmdlvxduallty.21

at which most student feedback on courses is gathe"ed'

11
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ﬁs,the mos“ effectlve groups, both in terms of task accompIIshment and

effeCtlve human relationships, are those_ at _the. "Perform1ng" stage of

development, there would _ appear to be some respon51b111ty on the part of

the teacher to develop his or her groups to this level., 1Is this evident in

the programme you are assess:.ng’>

But there i§ another reason why these stages of group development may be

useful in assessing the effectiveness of -programmes . It could be argued

that the stages of,group development closely parallel a necessary. sequence,

or_ hxerarchy, in teaching the content of educational ‘administration. The

necessary base of such a hierarchy_ is communication wh1ch in the main

invelves resolv1ng the issues of_ ”Formlng and "Stormlng and acts as a

preregquisite = for . the _next. stage——DeCIsIon—maklng. This second. stage

involves resoivlng rssues not only of “Storming” but also "Normlng" esg.

not only consensus but also group think. The third and flnai stage of
Action or implementation involves "Norming® and,“Performlnq.

That 1is,; _ these three functlons——Communicaitonr DeClSlon—mdklng, Action--

are._not _oniy. the foundation stones for eftectlv administration but are
themselves, like the stages of group developmen._ _also. developmental or

cumulative in nature. There can be little effective actlon in schools

without effective declsxon—maklng and little effective detlslon—maklng

without effective communxcatxon.

ff a programme is of a general and perhaps 1ntroductory nature then such a

hierarchy, Communlcatlon-—Decls1oa—mak1ng——Actlon, could be used to make

some sort of_ assessment of both its comprehensiveness and the logic in
seguence of topics.

Two of many aspects in assessxng,the content of programmes are the closeness of
fic between learning objectives and teachlng apprecaches and the "reality” of the

programme ;

3,1 Horses for Courses:

it would seem sensible to suggest that a._ goodAprogramme demonstrates some

awareness that certain desired learn1ng outcomes can best ke accompllshed
by certain teaching strategies. For example, Burgoyne and Stuart,22 as a

result of a review of the literatur. on learaing theory and the desxgn of

managementfdevelopment programmes, differentiated what they called eight

“schools of thought" about learning theory. These “schools of thought, "
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. BESTCOPY AVAILABLE

- eondxtxonlng (Telephone Exchange) Programmed Learnlng
- Tralt Modlflcatlon (Tool Klt) Proflles

- Cybernetlc (Complex Computer) Slmuiatrons

- Cognitive {Navigator with a Personal Map; ie?rﬁ4ng/Probiém Centred

piscussion.

- Experxentxal (Like Us) Structured Experiences, Encounter Gronps

- Social Influence (Actor with Rights ana Responsibilities) Role
Playing _
- Pragmatic (Learnlng is eommon Sense) Case Studles, Progect WOrk

Burgoyne and Stuart also developed a model of managemen; skllis--skxiis
which appeared to egiuate with successful managerial. performanﬂe. In br1ef

ten skills o= learning . goals are identified: situational facts,

professional knowiedge, sen51t1v1ty to everits, problem-sSolving skills,
social skxils, emotional = resiliance, proactivity, creativity, mental

agIIIty, and balanced 1earn1ng habits.

From the1r study Qﬁ,fourceenemanagement develcpment -programmes, 23 the

authors suggest that the nature of learning theories adopted affects _the

level of; and areas in which, learnlng outcomes will be those. ﬁzntended"

(or "unlntended ) by programme organisers. Conclusions on the Iearnlnq

theories that were found appropriate. for different kinds of learnlnq goals
are summarlsed in Chart 3 which follows,

——Lcarning Theones
. .:_ N :, _ 7 5 ‘Z‘ = =& v
213 & g_:ﬂ 1 Z £ g o =
R c g P e b~ c < £
SITEEEIEIE| 2528
Learntng Goals z = l = 2 Qb g S|z
c 3 -— x e
2 -2 [ © w
© |
- T i [ P <s
Situationai Fects R | M S
——————————— = p 3
Prolessional Knowledge + + | — |
— — Amttmage - ] *
Sensiivity 1o Events ) ) é R - )
= - = - p— i + |-
Peoblem Solving Skills ! - " ! R
-— et >
Social Skils: ,44, L R
T i )
Emotianai Resiiiance P
S e — = ° - - — — - -— .
Proactiviy L B B I } -
z P : - : P e——
Creanuity ) B - —_— -
e L | * i :
Monial Agility i akd | i
1
- i '-- | _ J- -; l +
Balanced Learring Hahns ” o l ! - . ] .
— m— ;e o o} ——— ——'I“T_‘_‘ — =
t e - paaiive-r 1!!9;§h-p 1 3
- - negative relationship :
+ + = cambined posilve seiationship
.o - where pingryinme is deveioping 2 umnca app'oach but not where it
o Is mor¢-cciertic - - -
tee - bt s2.3tng iioks o prrt"ce ~us ‘w :m-\e nf‘o"cndently




Q

ERIC

Aruitoxt provided by Eic:

Such a chart could perhaps be used as a checklist in assess1ng the
effectiveness of our programmes. But perhaps also, we w111 need to take
into account the_ fact that we do not live in a totally rational world. As

Burgoyne and Stuart point out:

In a totally rational world, choice would not_be problematIc.
A problem would be observed (for_example; a need to develop

social skills in_ managers), alternatlve means of solv1ng the

problem suggested (for example, to do more of what we've done

in. the past, i.e. five more iectures on communication; or, .

alternatlvely, to adopt a different teaching strategy altogether)

and a choice would ke made (for. exampie, the data ... suggest

that an experxentxal approach offers the. best means ot

achxevxng a goal of developxng soc1al skills in managers).wwﬂ

In the real world, however, all kinds of other considerations

need to be taken into account, . apar; from what is the

apparent "best" way of ach1ev1ng a goal. Take the last.

example; what_ might be some of . the constraints to adopting an.
experlentlai approach to social sklll development? From ;alkxng

with some of the management teachers in our_ sample; it appears

that such constraints are numerous and varied: ConSIderatJon must

be given to precedent,”1nst1thtlona1 norms of behavxour and conduct

available resources and fac111t1es, the expectatlons of examining

bodles, students and thelr employers, and the reactions of the

teacher's peers and colleagues, to name but a few.<24

If nothlng else, _the aboye materlai should help us quescibn strbngly tne

effectiveness of programmes that rely on single learning modes.

Reality: Unidimensional? _Always Best?25

There is no doubt tha’ the need for e&dearional administrator training to
be grounded in . practxcal experience and real life situations has become a
loud and frequentiy heard cry. "That sounds fine, but _the. reallty,xs ...,"

“ser in realxty things aren't like that...;" "... but whean get back to

the real world..." are familiar _ student . comments. The assumption

undeérlying this need is that._ tearning events that are characterlsed by high

reality are also those which maximise the opportunity for "significant”

learnxng, whlch :13 more readlly transferable to behav1our in the

‘the link becween reality and effective teaching that simple and

sEra1§hrforward? On further reflection; it could be maintained that
ansvers are required to at least three more SPECIfIC questions, What is
meant by "high reaixty is reallty a unhi-dimensional concept in _the

learnlng sxthatlon, and does it follow that high reality learn1ng events

are always the most effecrive? Let me briefly explore each of these
questions,
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Dimensions of 7
Learning-Event Content

It would . appeqr that a learning event is percelved to be of high
reality following comparison of the activities of the event with
those past, presént and conceived future experxences which
the educational administrator has, is, or will shortly be, ac_ruing
in his or her work role. Thus, reality is a subjective property
conferred on a learning event by an individual.

Is reality a uni=dimensiohal concept in learning situations?

Any learn1ng event can be descr1bed in terms of 1ts perceived,
subjective _ realIty along at least three d1mensxons:2ooﬁtéﬁt;

process and environment. For example, a discovery based
simulation aimed at developed understandlng of leadershlp roles in a
group where participants_  are requxred to build a tower of Lego

bricks may have low content reality, hlgh process reallty (in that

the decision making process requirec to achieve an un-real task

might be very similar to the decision-making processes the
administrator experiences in his or her school or system) end Tow

environment reality (in that the luxurious appOIntments of the

carpeted seminar room compare unfavourably with the stark reality of

the school staff room).

But there are also at least three modes of learning. each of wh1ch

gives a2 unique gquality tc the reality of. learnlng act1v1t1es.

reception of input (described, talked about reality), discovery

(experienced reality) and reflection (thought about,

contemplated reality).

Takxng accotnt of these dlmen51ons and modes of learnxng we can
construct a reality matrxx, as shown below, and use this to closely
define the reality of a particular learnlng event.

Modes of Learning

Described ﬁxperienced 7 Contemplated

Process

Environment
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3.2.3

Does the matrizx work? Well, without the benefit of the modes of

learning dimensions of the matrix we mxght argue that a sxtuatlon

such as a lecture on staff deveiopment given in a motel conference

room to a group of middle-level educational admlnlstrators would be

perceived as h1gh on content reality but low on both process and

env1ronmental reality. In fact, it might be concluded that most

lectures Qill have low process and envxronmﬂntai reaIIfy and
therefore +*-ansfer of learning will be poor. There is, however,an

inconsisirency in this analy51s that the matrix can help to correct.

The content reéa’ity in the above example is based on the ﬁeréeiGeﬁ
reality of what 1is bexng described, whereas process and
env1ronmenta;7 reailty are based on what i3 being experienced.

To be consistent we have to associate reality with the modes of
learnlng which are belng used.

Process and env1ronmental reaixty could be high in the example be1ng
used 1if, for exampie, the lecturer v1v1dly describes somé human
interaction and transports us from our seat to actually reliving the
scene in a familiar school.

Does it follow that hxghrreailzyvIearningucvents -are always the

most efficient?

Are there certain situations where high reairty events would appear

inappropriate and often dysfunctional? There may scmetlmes be good

cause tQ move away from real1ty in our teachlng of educational

admrnlstratron. Fcr example, hlgh reallty learn1ng events would

need for growth rather _than maintenance. or1ented learning and

where there 1is suft1c1ent threat invokeé in a high rea11ty

51tuat10n for it to be a barrier to learnlng.

Extreme high reality may lock the learner into current and past

experience and curtail visions of a dlfferent future: Technrques

such as those involving playan of unfamiliar roles mlgh* allow an

educational admlnrstrator to consider ,radlcal alternatives,
behaviour, ideas, etc. A similar outcome might result from the use

ofﬁ structured expériéncéé, _simulations; _ rBIe reversal, u51ng

in smaii support groups, and personal or group growth activities.

Too high a reéiity . may also gﬁggeféa an individual learner's

comfortable;, reconciled views of himself or herself and hls or her

administrative work. A non-accepting and unsupportive learning
climate might inhibit rather thar encourage self‘-revelation and
change,
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We must be careful not to automatically equate low realxty thh low

thréat. It is Qﬁité pbssitﬂe to threaten iearners in a Iow reallty

the learner, e g. many Sens1t1v1ty Tralnlng exercises that focus on
the 1nd1v1dua1 S personality or even videotaping Seminar performance
for later playback and group analys1s.

We must also not. forget that uitxmateiy the Iearner must retutn to

high reality when he or she resumes work. Thus wh11e low reality

desxgns would appear to be necessary -in the earlier stages of a
course, there will eventually bé a need tc include consideration of

how to help learners back to high reality.

As one of the aims of this C- »bean symposium is to explore issues

related to the professional pr .ration and deveélopment of educational

admlnistratlon in developlng aréés of the WOrld, an 1mportant aspect

practice for developlng countries;

Kxggunau et a125 revxewed 94 artlcles on organ1~at10ns in developing
couritries. They found articles that focussed on the technical and

organizational "core" of an organization, that is on a closed system,

were most likely to find no S1gnxf1cant problems in the use of Western

theory in developlng countries., The authors suggested that this

occurs because the articles concerntrate on the technica., that is suzh

thlngs as organization devélopmént, budgeting and use of computers,

which require internal organizational expertise and little interaction
with the environment.

ﬁ&%é@ér;r those articles that rocussed on thé 6rganiiatidn's

difficulties in the use of. Western 1deas thus nece551tat1ng major
adjustments = to ‘“conventional" theory. Cultural, economic and
polxthal/lnstltutlonal facters were all considered as aspects of the

“environment®,

Some of the more specific reasons for weak fit due to the culture

factor were:

- Deep personal insecurity dominated by formalism, ritualism, paper
fetish and amoral familialism ...

rooted tradltions of centralization and informaiity es s

-  Trade practices, friendship patterns, cultural norms and

expectations, patriotism ...

- Extended-famxiy concept and k1nsh1p relations, authority of the

elder, collective respons1b111ty cee
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- émoothing mode of conflict resolution, closer emotional
interactions ...

- Corruption; elxt1sm, and status reiated to personal and group

alignment rather than merit ... 27

Speciflc economic factors 1ncluded abundant labour supply vet shortage

orf - skilled labour and protess1onals, monopol1stxc patterns "infant

1ndustr1es, _rapid change, and a combination of small size, lack of

specialization and lack of competition.28

Developing countries ware seen to generally have highly centralxzed

governments, large publi: sectors, and a small middile ciass. Klggundt

et al also suggests that pclitical 1nf1uence and ccrruptlon undermine

managerial action and that this leads to management by crisis in

developi=g countries:29

While sSo called developed countries cannot claim to be free of these
chacacteristics; Kiggundu et al's conclusion remains relevant
(emphasis in original): .

in ‘general, each time the énVirdnmént is involved,

apply, tecause it assumes contxnoancxes that may

not oe valid fcr de#eiopxng countries. In these

sxtuatIGns, Jtiiization must be preceded by a
situational analysis to identify <he relevant

contingencies _ind_ their lnterreiatxonshlps To the

extent that contxngencxes for the utilization of

admtnlstratxon science in devcl opinLg countries differ
rrom those in inc dstrialized countries, the transfer.
of management knrwledge and technology (e:g; management

development,,currlculum deveiopment, technical assistance)

shculd emphasize process rather than content theories ...
and methods.30

CONCLUSION

This article has attempted to set down some thoughtS on factors to consider

in asrcessing the effectiveners of prodranies in educational adm1nxstratxon.

It has delved briefly into three interrelated aspects: the learners and their

stages of 1nd1vxdual development, their tendency toward initial dependencel

and their needs tc magster and belong; the setting,. particularly such factors

as assessment, the 1nclus1on of students from dxfferent orgaﬂlzatlons, and

m1ght be met by d1fferent teaching aporoaches and its reallty.

18
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It 1s  concluded that teachers of educational administration have a

responsibility to develop their students to higher levels of individual and
group development. In “eveloping .individual iearners, nowever, care

needs to be taken to pase teaching approaches on adult learning principles.
The essence of these principles revolves around the point that adult lsarners
are involved with transformations, as opposed to formations, in their
learning: In contrast to formations, transformations require more time and
greater effort. They Alsc require that estaplished meanings and values be

raised to conscious level and that new behaviours have a chance to be tested
in "safe" situations before being adopted.

Awareness of adult 1learning principles should also result in changes in

teaching styles as the student develops. Particularly important are changes
in teaching approaches to ensure that the student does not remain dependent

on the teacher, A sequence of teaching styles is suggested ("directing--
facilitating--collaborating") as a stimulus to further discussion.

Spending time in developing educetional administration classes through the

early and less productiv- stiges of group development, that is "“Forming--
storming-~-Noriing," an- <o the "Ferforming"” stage will also have benefits

for the learners. Not only will benefits accrue in the area of mastery of
course content; but &lso students will gain greater undérstanding and  Kkiils

in a most vital area of educational administration, che interpersonal.

Devsloping understandings and skills in the iaterperschal area, working with
and through other people should help the studént of educational

administration to more effectively cope with a somewhat neglected area in the
teaching of the suiject, the effective implementation of learnings in his
or her own educational setting.

Group teaching is, however, subject to much of the limited course time being
wasted in wunproductive student disScussions with the "lowest common
denominator" predominating. cCareful consideration needs to be given by the
teacher of educational administration. to approaches that provide students
with a common frame of reference, for example, case studies, structured

experiences and role playing. It is suggested that such approaches might be
used at different stages in a coursé depending on their inherent threat or

risk and the student's z5ility to cope wi®i: this threat or risk.

It is further concluded that, as students are likely to pick up as much

learning from the way a course is taught as from what is taught, it is
important for the teachers of educational administration to be very Clearly
aware ol their own attitudes toward the sunerior/subordinate relationship;
This is of particular significancé in teacher/student interactions, in the

continued dependerice of thé student on the teacher, as well as in the

"assist/assess" dilemma and its concomitant “withdrawal game." Teachers of
educational administration need to be careful that action by or demanded of
them at the early states of a course does not negdate development to later

stages of individual and group development.

19




Q

ERIC

Aruitoxt provided by Eic:

ft is concluded that a fertile field for further examlnatlon In the teachez
or educatlonal administration lies in the matching of course cbjectlves and

teaching strategies along the lines commenced by Burgoyne and Stuart.

Finally; 1t is concluded that “reallty ls not a un1d1mens1onal concept of

thr learning situation and that high rea11ty learning events are not always

the most efficient. Any learnirg event needs to be analysed annc at least

three dlmenslons--content, process and env1ronment--and three 1earn1ng modes

--described, experlenced and contemplated. In add1t10n, low reality learning

designs aay be necessary in the early stages of a course to help a student

break a maxntenance orientaticn or overcome the possible rhreat invoked by a
high reality situation.

countries. fgr deveiopxng countrzes suggeeted that focuss1ng on the technIcai

and organtzatlon core of an organization fac111tates a transfer of 1earn1ng.

However, cencentrating cn the organjization's relationship with the cultural,

economic and political/institutionail envxronment -necessitates .major

adjustments to developed country theory and practice, It was concluded that

utilization of deveioped country theory and practice must be . precededrby a

situation aiysxs to identify the relevant contingencies and the1r

1nterre1at10nsh1ps. Emphasis should be on process rather than -~ontent
theories ard meéthods.

For_ convenience,. the major1ty of these conclusions could be formed into a

checklist for Vassessing the effectiveness _of. professxonal deveiopmont
programmes in educational administration. Such a checkilist is appended to
this papervr.

ertlng in a confessxcnal vein, Reddln31 explalns that as a change agent

{teacher of educational adm1n1stratlon?) he has been attached to different

organxzat;ons (classes?) as "servant, master,,captxve behav1oura1 -sclentist,

visiting professor, tame seal, and resident magician." He adds, "I sometimes
have to remind my clients that I have not walked on water _recentiy.
Sometimes. I have to remxnd myself. The two points made by Reddxn, the

overdependence of the student on the teacher and the over-confidence of the

teachers of educatxonal administration. in the1r own abIIltleS and importance,

are indeed salutory ones: = Both issues nave been emphasxsed in this paper,

the former explicitly and the latter implicitly. In _respect of the latter,
It is oniy when we expect of ourselves what we expect of our students,rthat

is that performance comes to depend not only on intuitive skill or "art" but

also on explainable techniques and procedures, that we will transform a craft

into a profession.
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CHECKLTST FOR ASSESoING THE EFFECTIVENESS

OF PROFESSIONKL DEVELOPMENT PROGRAMMES

IN EDUCATIONRL ADMINISTRATION

Do _courses take into account characterlstlcs Of respondents in assess1ng

the reasons behind feedback?

Does the approach used take respon51bxllty for developlng participants
through the stages of individual development?

Does it do thls in such a way that the part1c1pant is. chal enged but not

”bowled over"--so that change/development occurs without trauma,
entrenchment or flight?

Does the programme conta*n a sequence that results in a movement of

sthdents from dependence to independence to 1nterdependence e.g. by using

teaching styles in the sequence of directing through facilitating to
collaborating? .

Is there a balance in the programme's expected outcomes be tween mastery

and belonging behaviour?

Does the programme contain an awareness of or attempts to overcome the

assess/assist diiemma?

Is there ev1dence showlng the use of common frames of reference where

Is there ev1dence that these approaches take into account the stage of

deveiopmznt of the individual and group?

Does the programme demonstrate awareness and use of group development
models and techniques?

Have the participants in the programme achleved the "Performing" level of
group developmenr?

rnature of these a-eas?
Does the programiie demonstrate awareness of different learning outcomes?

Does the programme demonstate awareness and use of different teaching

strategies?
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Does the programme attempt to match learning outcomes with the most
appropriate teaching strategies?

Is there a realization in the programme that "reality" is a
multi-dimensional concept in learning skills?

Is there an appropriate use of low-reality approaches e.g. when there is
a need for growth or where there is sufficienc threat from high reality
for it to be a barrier to learning?

Is there consideration of how to hélp learners back to high reaility?

Does the programme use theory and practice from developed countries and
1f so does it

~-restrict itself to the téchnical and orcanization core of
organizations?

--precede 1ts use by a situational analysis to identify the relevant
contingencies and their interrelaticnships?



