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The role of dialogue and modes  
of study educational leaders engage with on  

a Masters degree provided by  
a UK and a Russian Higher Education Institution

The purpose of this research is to further understanding of educational leaders’ preferred modes of 
study of an English and Russian Masterslevel module in Educational Leadership.We present perceptions of 
educational leaders’ from Schools, Colleges, Universities and a Ministry of Education regarding one module 
of the degree, gathered through semistructured interviews from four different iterations of the course 
module in England and Russia. Findings reveal that educational leaders identified lectures, presentations, 
workshops, and distance learning as modes of study that offered opportunities to examine alternative ways 
of knowing, acting and being. Reading the evidence through Dimmock and Walker’s (2008) six dimensions 
society/regional/local culture. The evidence revealed that the Russian and International educational 
leaders from the four iterations of the module preferred didactic pedagogies where they took a more passive 
role in the communication. Power was concentrated in the few pedagogues and the leaders potentially 
replicated these kinds of pedagogies in their professional practice. English educational leaders preferred 
a more proactive role in the dialogue where the power was more distributed between the pedagogue and 
the leaders. These findings have implications for first, the design and provision of international multi
cultural educational leadership programmes within international spaces and frameworks such as the 
Bologna process, and second, how educational leaders are inducted into the programmes. 

Key words: higher education, dialogue, modes of study, educational leadership, cultural dimensions, 
knowledge transfer, knowledge coconstruction.

Элисон Тайсум, В. По го сян, С.Ю. Тра пи цын
Оқы ту фор ма ла ры мен диа лог тың бі лім бе ру са ла сы ның  бас шы ла рын 

 Ре сей-Бри тан бір лес кен бағ дар ла ма сы бой ын ша ма ги стр лік дай ын дауда ғы  рө лі

Бұл зерт теу дің мақ са ты бі лім бе ру ді бас қа ру өкіл де рі нің Ре сейБри тан бір лес кен  бағ дар ла ма сы 
бой ын ша «Бі лім бе ру ді бас қа ру» (ма ги ст ра ту ра дең гейі) мо ду лін де  қан дай оқы ту фор ма ла ры мен 
әдіс те рін таң дайтынын те рең зерт теу бо лып та бы ла ды. Ма қа ла да мек теп ті, кол ледж ді, уни вер си тет
тер ді  жә не Бі лім ми ни ст рлі гін бас қа ру  қыз мет кер ле рін ма ги стр лік дай ын даудың бір мо ду лін қа был
дау ту ра лы айтыла ды. Зерт теу  ма те ри ал да ры на  Ұлыб ри та нияда жә не Ре сей де төрт мәр те жүр гі зіл
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ген мо дуль дің іс ке асы ры лу ын да ғы жар ты құ ры лым ды сауал дар не гіз бол ды. Зерт теу нә ти же ле рі 
бі лім бе ру ді бас қа ру өкіл де рі нің  дә ріс тер, пре зен та циялар, се ми нар лар жә не қа шық тық тан оқы ту
ды та ным мен бол мыс ты ұғы ну да ғы әре кет түр ле рін тү сі ніп оқу ға мүм кін дік бе ре тін оқы ту фор ма ла
ры ның  аль тер на тив ті әдіс те рі деп са найтынын көр сет ті.  Дим мо ка жә не Уол кер дің (2008) қо ғам дық 
/ ай мақ тық / ло каль дық  мә де ниет тің ал ты  өл шем дік теорияла ры ның не гі зін де  мо дуль бой ын ша бі
лім  алу шы Ре сей бі лім бе ру бас қар ма сы ның  жә не ше тел өкіл де рі нің ди дак ти ка да ғы пе да го ги ка лық 
тұр ғы лар ды  қа лайтыны жә не  олар дың қа рымқа ты нас та пас сив ті рөл ат қа ра ты ны ай қын дал ды.   

Бұл қа лаулар са бақ та би лік пе да гог тың ық па лын да  бо ла ты нын, ал бі лім алу шы бас шы лар мұн
дай пе да го ги ка ны со сын өз кә сі би қыз ме тін де қайталап жа сайтынын көр се те ді.  Бри тан дық бі лім 
бе ру ді бас қа ру  өкіл де рі  оқы ту үде рі сін де  диа лог тық қа рымқа ты нас та ғы бел сен ді лік ті ал ға шы ға
ра оты рып,  би лік тің бі лім алу шы бас шы ла ры  мен    пе да гог та ры ара сын да ғы тең дік ке құ ры лу ына 
мән бер ді. Тұ жы рым дар дың прак ти ка лық ма ңыз ды лы ғы бі рін ші ден, бі лім бе ру ді бас қа ру дың  ха лы
қа ра лық ке ңіс тік пен құ ры лы мын да ғы, атап айт қан да: Бо лон про це сі  ха лы қа ра лық по ли мә де ниет ті 
бі лім бе ру бағ дар ла ма ла рын жа сау, екін ші ден, бас қа ру ұйым да ры на ар нал ған бі лім бе ру ді ма ги стр
лік бағ дар ла ма лар бой ын ша ұйым дас ты ру дан кө рі не ді.  Атал ған зерт теу нә ти же ле рі  бой ын ша  бі
лім бе ру ді бас қа ру өкіл де рін, әр түр лі мә де ниет тер дің өкіл де рін оқы та тын осын дай бағ дар ла ма лар
ды ұйым дас ты ру  жә не  дай ын даудың пе да го ги ка лық ас пек ті ле рін оқып үйре ну де ма ңыз ды  бо лып 
та бы ла тын жа ңа бі лім дер алын ған. 

Түйін сөз дер:  жо ға ры бі лім, диа лог,  оқы ту фор ма ла ры,  бі лім бе ру ді бас қа ру,  мә де ни өл шем
дер,  бі лім ді та ра ту,  бі лім бе ру ді бір ле се  жо ба лау.  

Элисон Тайсум , В. По го сян, С.Ю. Тра пи цын
Роль диало га и форм обу че ния  

по сов мест ной рос сийско-бри та нс кой прог рам ме  
ма гис терс кой под го тов ки ру ко во ди те лей в сфе ре об ра зо ва ния

Целью дан но го исс ле до ва ния яв ляет ся уг луб лен ное изу че ние то го, ка кие фор мы обу че ния пред
по чи тают предс та ви те ли уп рав ле ния об ра зо ва нием в про цес се ос воения сов мест но го рос сийско
бри та нс ко го мо ду ля «Уп рав ле ние об ра зо ва нием» (уро вень ма ги ст ра ту ры). В статье предс тав ле но 
восп риятие сот руд ни ка ми уп рав ле ния школ, кол лед жей, уни вер си те тов и Ми нис терс тва об ра зо ва
ния од но го из мо ду лей прог рам мы ма гис терс кой под го тов ки. Ма те риалом исс ле до ва ния пос лу жи
ли по лу ст рук ту ри ро ван ные оп ро сы, про ведённые в про цес се че ты ре хк рат ной реали за ции мо ду ля в 
Ве ли коб ри та нии и Рос сии. Ре зуль та ты исс ле до ва ния по ка зы вают, что предс та ви те ли уп рав ле ния 
об ра зо ва нием счи тают, что лек ции, пре зен та ции, се ми на ры и дис тан ци он ное обу че ние яв ляют ся 
фор ма ми обу че ния, отк ры вающи ми воз мож нос ти для изу че ния аль тер на тив ных спо со бов поз на
ния, дей ст вий и бы тия. На ос но ве теории Дим мо ка и Уол ке ра (2008) о шес ти из ме ре ниях об ще ст
вен ной/ре гиональ ной/ло каль ной куль ту ры выяв ле но, что предс та ви те ли рос сийско го уп рав ле ния 
об ра зо ва нием, а так же предс та ви те ли за ру беж ных ст ран, обу чав шиеся по мо ду лю, пред по чи тают 
ди дак ти чес кий под ход к пе да го ги ке и при ни мают бо лее пас сив ную роль в об ще нии. Это пред поч те
ние сви де тель ст вует о том, на за ня тиях влас ть скон цент ри ро ва на у пе да го га, а обу чающиеся ру ко
во ди те ли восп роиз во дят та кую пе да го ги ку в своей про фес сио наль ной дея тель ности. Бри та нс кие 
предс та ви те ли уп рав ле ния об ра зо ва нием в про цес се обу че ния пред по чи та ли бо лее ак тив ную роль 
в диало ги чес ком об ще нии, где влас ть бы ла бо лее расп ре де ле на меж ду пе да го га ми и обу чающи ми
ся ру ко во ди те ля ми. Вы во ды имеют прак ти чес кое зна че ние, вопер вых, для раз ра бот ки меж ду на
род ных по ли куль турных об ра зо ва тель ных прог рамм по уп рав ле нию об ра зо ва нием в рам ках меж
ду на род ных прост ранс тв и ст рук тур, та ких, как Бо ло нс кий про цесс; вовто рых, для ор га ни за ции 
прог рамм ма гис терс кой под го тов ки для ру ко во ди те лей об ра зо ва ния. В ре зуль та те дан но го исс ле
до ва ния по лу че ны но вые зна ния, зна чи мые для изу че ния пе да го ги чес ких ас пек тов прог рамм под
го тов ки предс та ви те лей уп рав ле ния об ра зо ва нием, по ко то рым обу чают ся предс та ви те ли раз лич
ных куль тур, а так же для ор га ни за ции та ких прог рамм. 

Клю че вые сло ва: выс шее об ра зо ва ние, диа лог, фор мы обу че ния, уп рав ле ние об ра зо ва нием, 
куль турные из ме ре ния, пе ре да ча зна ний, сов мест ное конс труиро ва ние зна ний. 

Introduction

The rising trend for part-time students to enter 
Higher Education (HE) is established and numbers 

of part-time students are expanding rapidly. In 
England in 1995-1996 there were 196,452 part-
time students and in 2004–2005 this number had 
increased to 256,780 (HESA, 2005). This increase 



ISSN 1563-0293                         KazNU Bulletin. «Pedagogical sciences» series. №3 (43). 2014

75E. Taysum et al.

is not restricted to the teaching professions and has 
arguably occurred due to a strategy of widening 
access to HE. Part-time study has long featured 
in professional educationalists’ Continuing 
Professional Development (Wikely and Muschamp, 
2004). Farley-Ripple et al (2012) argue that as the 
understanding of the importance of administrative 
leadership develops the role recruiting, developing, 
supporting and retaining quality leaders is vital 
to educational reforms at both local and national 
level. Giles and Smith (2010) argue that educative 
processes need to prioritise being critical and the 
experiential element of leadership needs to be 
modeled in Masters courses where the humanity of 
leadership is brought to the fore. The significance 
of leadership development is the basis upon which 
educational professionals undertake part-time 
courses such as postgraduate courses in Higher 
Education Institutions (HEIs). It is important 
to gather and further understand the leaders’ 
perceptions of their learning and modes of study to 
inform the improvement of educational leadership 
development programmes. Giles and Smith (2010) 
suggest there is growing international interest in the 
reform and development of such programmes that are 
professionally transforming for educational leaders. 
This paper contributes to the research literature 
about how programme providers might develop 
postgraduate programmes to enable educational 
leaders to gain the thinking tools to improve work 
for social justice in their local communities. It is 
important to work for change and social justice 
in educational institutions. Educational leaders 
engaging in such civic work need to operationalize 
educational policies that are sustainable (Moos and 
Kofod, 2009). In Russia and England two such 
educational policies that educational leaders are 
operationalizing are the ‘Russian Education – 2020: 
A Model of Education for an Economy based on 
Knowledge’ (2008), and ‘The Education Act 2011’ 
policy agenda. However, it is important to note that 
educational leaders in this study operate within their 
own national and local policy agendas. 

The current tendencies in higher education with 
the increased number of international joint study 
programmes and student mobility, pose questions 
about the influence of students’ cultural background 
on the quality of their learning. This is emphasized if 
the learning takes place in new educational settings 
where students are exposed to new modes of study, 
teaching styles, methods, tools, and new learning 
activities. Such questions give rise to explorations 
of various issues related to cultural differences 

in teaching and learning. A recent investigation 
conducted by Bartram and Bailey (2009) explored 
the extent to which differences in understandings and 
expectations of ‘effective teaching’ might impede 
successful induction of international students into 
academic life in the UK. The findings of this study 
indicated that UK and international students, despite 
some differences in emphasis, share similar views. 
However, the findings of another recent research 
devoted to cross-cultural investigation of students’ 
perceptions of the effectiveness of pedagogical tools 
demonstrate that students from the Middle East, the 
UK and the USA have a different opinion regarding 
the impact of various teaching tools on their learning 
outcomes (Mahrous and Ahmed, 2009). Students 
from the US and UK had previously engaged with 
interactive modes of study, whereas those from the 
Middle East expected their teachers to be absolute 
authorities and to tell them what to study. These 
differences can be read through Hofstede (1997) 
‘power distant’ and ‘power distributed’ cultural 
dimensions. The US and the UK students represent 
a power distributed system that addresses a desire 
for equity. The Middle East students represent 
power distance where the less powerful members 
of organisations or institutions accept and expect 
that power is distributed unequally. Power distance 
represents inequality that is endorsed by the 
followers and the leaders (Hofstede, 1997). This 
paper reveals that there is a difference in power 
distance index between England and Russia in 
educational contexts. According to Hofstede, 
there are several differences in terms of teaching/
learning between small and large power distance 
societies (Hofstede, 1986). This research generates 
new knowledge about preferred modes of study for 
students doing a dual Russian UK British Degree in 
Russia (BRDIGE) Masters module. A sharp focus is 
on the dialogic power share between the teacher and 
students in different modes of study.  

The project is a British initiative sponsored by 
the Department of Innovation, Universities and 
Skills, and administered by the British Council. 
BRIDGE project funds enabled Russian and UK 
academics to develop a dual-award Masters in 
Educational Leadership, which was the focus of 
joint research. The sample is made up of four 
groups of educational leaders engaging with the 
dual award BRIDGE Masters module. Three of the 
groups were studying part-time with two of these 
groups located in England and one group located 
in Russia. The fourth group was studying full time 
in England and made up of international students 
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who were predominantly from Asian nation 
states. However due to issues of confidentiality 
these cannot be identified which is a limitation of 
the research.  The research seeks to address the 
following research questions. First, to what extent 
are different kinds of dialogue found in different 
modes of study on a multi-cultural BRIDGE dual 
Masters degree module? Second, to what extent do 
different kinds of dialogues enable different kinds 
of pedagogical power sharing between programme 
providers and educational leaders engaging with the 
BRIDGE Masters degree? Finally, to what extent 
can engagement with different modes of study and 
different dialogic power sharing outside learners’ 
habitual ways of acting and being in the world 
improve curriculum engagement? When engaging 
with this research it is important to note that we 
have tried to objectify what we write in this paper. 
We have the advantage of coming from different 
nation states and therefore writing as a team we 
have a wider range of prior experiences that shape 
our understandings and explanation of power 
distribution. However, we are also mindful that 
the authors that we represent also have positions in 
their research which influenced their development 
of a culturally-defined framework. The literature 
we refer to is fairly diverse and we do not assume 
that all or the majority of the cited scholars regard 
the issue within the same framework. We therefore 
invite readers to think about and challenge 
the understandings and explanations of power 
distributions in this paper.

Different kinds of dialogues found in different 
modes of study

Modes of study are traditionally associated 
with certain modes of communication. Lectures 
or presentations may be limited dialogues with the 
voice of one dominating and transmitting knowledge. 
Lectures and presentations are basically monologues 
with a one-way communication pattern. They do 
not exclude two-way interactions (dialogues), but 
that primarily depends on the lecturer’s intention as 
to how much feedback, views, opinions, questions 
he/she would like to take place. In other words, it is 
the lecturer who decides how much dialogue his/her 
lecture would involve, which determines, in its turn, 
the extent and the range of communicative activities 
of the students. The students may be mainly 
engaged in perception, listening, comprehending 
(i.e. receptive communicative activities, the 
productive one’s being limited to note taking). Or 

the students maybe more active, engaged also in 
dialogues: asking questions, expressing opinions, 
counter-arguments. Seminars and workshops may 
be dialogues more participatory in nature involving 
discussions and sharing and recognizing opinions 
among all present (Taysum, 2010). The dialogue 
may be face to face and take place in real time in 
the same room, or education technologies may 
enable audio telecommunications, video meetings/
conferencing, or text dialogues to occur through 
computer mediated communication (Salmon, 2007). 
Salmon (2007) argues that computers may facilitate 
synchronous and a-synchronous dialogue through 
distance learning. Arguably the kind of dialogue 
found in a particular mode of study that enables 
engagement with alternative views is important 
within postgraduate research programmes that focus 
on educational leadership (Hall 1998). Dialogue 
may facilitate thinking critically which is deemed 
as a requirement of a Masters programme by the 
Quality Assurance Agency for Higher Education 
(QAA) that operates in the UK and internationally. 
QAA (2010) state at Master level students need to: 
‘Evaluate critically current research and advanced 
scholarship in the discipline’ (p. 16).

The Russian system of education from September 
1, 2009, started a European model of education 
(Bachelor-Master) providing further integration 
of Russia into the European educational space, 
bringing clarity and comparability of diplomas and 
degrees. This transition is accompanied with new 
state standards of education quality. The Federal 
Service for inspection in the sphere of education 
(2009) states the Master should demonstrate the 
following competencies: 

‘perform a constructive analysis of the content 
and results of activities, an evaluation of the level 
of the results of the activities, a development of 
suggestions for improving of systems and processes 
of management, to be able to use the methods of 
evaluating progress and the sphere of improving 
quality.’

Leal and Saran (2004) argue that the kind 
of dialogue required to meet QAA and Russian 
Masters levels needs to focus on deep listening and 
trying to understand one another. This is important 
when addressing complex problems in educational 
contexts. Leal and Saran (2004) suggest that rushing 
to an answer or ‘solution’ to relieve a symptom or 
change a behaviour operates at the surface level and 
potentially prevents deep listening from occurring. 
Deep listening may provide opportunities to explore 
alternative possibilities for addressing the root 
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cause of a particular kind of problem (Grint, 2010; 
Bottery, 2012). Addressing root causes of problems 
requires engagement with values and beliefs 
systems (Hodgkinson, 1991). 

For deep listening all present at the dialogue 
need to share in the meaning making. Bohm 
(1996) argues that dialogue implies a stream of 
meaning flowing among, through and between 
the participants, it creates a flow of meaning in 
the entire group so that some new understanding 
emerges. This in turn creates a ‘shared meaning’ in 
the group that can glue the group together (Bohm, 
1996). According to Bohm, one of the conditions 
for dialogue to take place is to learn to listen to what 
is on someone else’s mind and to suspend one’s 
own judgment without coming to a conclusion. 
On the one hand, dialogue requires listening to 
the opinions of others, to learn about different 
perspectives. Here Bohm describes dialogue as 
a communication system that has a potential for 
bringing about a new world view. To bring about 
a new world view dialogic relationships need to be 
built on a foundation of getting to know people who 
hold different beliefs, values and understandings 
who will engage in ‘I – you’ respectful relationships 
(Shields, 2010). Arguably at best such relationships 
need to be founded on an unconditional positive 
regard for difference that operates within ethical 
frameworks, and at worst, a tolerance for difference 
that operates within ethical frameworks (Taysum, 
2010). On the other hand dialogue may require 
‘empty spaces’ to give all those present the necessary 
space to articulate their opinions and be recognized 
(Bourdieu, 2000; Cribb and Gewirtz, 2003). Thus 
dialogue has the potential to facilitate cultural 
change whilst offering the chance to explore a sense 
of self through dynamic social interaction. Dynamic 
social interactions enable identities to be performed 
through social constructivism where the identity of 
the individual shapes her/his environment which 
in turn shapes the identity of the individual in an 
ongoing iterative process (Taysum, 2010). This is 
in contrast to identities being formed through the 
passive reception of transmitted knowledge from 
pedagogues who represent the knowledge in their 
lectures through limited dialogues or through 
monologues. 

Different kinds of dialogues for different 
kinds of pedagogical power sharing

Ainscow et al (1999) argue students need to 
have the pre-dispositions, or a readiness for the kind 

of dialogue and modes of study that a particular 
institution uses for curriculum engagement. 
The disposition to engage with dynamic social 
interaction that includes deep listening is important 
if alternative ways of thinking and doing are to be 
considered. Dynamic social interaction of dialogue 
enables educational goals to be achieved using 
a taxonomy of pedagogical goals (Bloom, 1956; 
Klarin, 2007). Moreover comparative analysis 
of various educational models such as social 
constructivist theory (Vygotsky, 1956), activities 
approach to teaching (Leontiev, 1975), theory of 
stage-by-stage development of intellectual actions 
(Galperin and Talysina, 1985), theory of problem-
based teaching (Mahmutov, 1977; Hutorski 1998), 
and theory of developmental teaching (Zankov, 
1957; Davydov, 1995) appear to support an approach 
to dialogue with Olson and Clarke’s (2009) notion 
of a signature pedagogy of deep listening and being 
critical. Dimmock and Walker (2008) shed light 
on this by presenting six dimensions of societal/
regional/local culture that draw on Hofstede’s 
(1991) framework. Dimmock and Walker (2008) 
argue that in some societies:

‘power is widely distributed, for example, through 
decentralization and institutionalized democracy, 
inequity is treated as undesirable and every effort is 
made to reduce it where possible’ (p. 30).

Understanding the distribution of power in this 
way illuminates signature pedagogies of critical 
thinking and deep listening during dialogues. 
Dialogues of this nature generate new ideas and 
methods and are located within the generative 
element of Dimmock and Walker (2008) generative/
replicative dimension of their presentation of six 
dimensions of societal/regional/local culture.    

On the other hand, passive modes of study 
such as a lecture as monologue potentially lead to 
dependence on the lecturer. Passive modes of study 
are located within didactic forms of teaching where 
the learner plays a passive role (Bespalko, 1989). 
Using Dimmock and Walker (2008) conceptual 
framework the power is: commonly concentrated in 
the hands of the few, inequities are often accepted 
and legitimized. People in high power-concentrated 
societies tend to accept unequal distributions of 
power (p. 30). 

The lecture mode of study presents a passive 
position that may affirm stereotype thinking 
and traditional cultures (Pring, 2007) where the 
passive learner replicates (Eraut, 1994) with a 
desire to delegate responsibility. The signature 
pedagogies within which lecture modes of study 
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are located affirm a passive learner who replicates 
the pedagogue. This is located within Dimmock 
and Walker (2008) replicative dimension of their 
presentation of six dimensions of societal/regional/
local culture. Dimmock and Walker (2008) argue:

‘In replicative cultures, people are more 
likely to adopt innovations, ideas and inventions 
developed elsewhere. Whereas these sometimes 
undergo partial adaptation, they are often replicated 
in toto, with little consideration of alignment to the 
indigenous cultural context.’ (p.31)

Thus, one system of training cultivates a 
community of free, thinking people, the other 
– a community of people who replicate what is 
transmitted to them. However, students may engage 
with passive learning pedagogies and reflect upon 
these deeply in private and have the opportunity 
and the rights to associate with the knowledge and 
co-construct it within open systems that will affect 
what they can and cannot do and say. For example, 
during the Soviet period in Russia it was common 
that what people said openly in public places was 
absolutely different to what they said in private, 
«in their kitchens», when only their relatives and 
friends were around. However, where opportunities 
to associate with the knowledge do not exist there 
are potential barriers to participation and what 
Dimmock and Walker (2008) call a social inequality 
of individuals and social groups, and a social 
inequality of countries and nations (Dimmock 
and Walker, 2008). A system of education reflects 
specific cultural features, in this case-power distance, 
one of the five dimensions of culture identified by 
Hofstede (1997). According to Hofstede, power 
distance is the extent to which the less powerful 
members of organisations or institutions accept and 
expect that power is distributed unequally. Power 
is concentrated within the few, inequality is defined 
from below, not from above and a society’s level 
of inequality is endorsed by the followers as much 
as by the leaders (Hofstede, 1997). However, if 
there is not a transmission of knowledge there is a 
danger that those co-constructing knowledge will 
be trapped within cycles of knowledge, ways of 
acting and ways of being without being exposed 
to different forms of knowledge generated by 
others beyond the sphere of those co-constructing 
knowledge. The result of this may be a replication 
of inequalities within a closed system (Bourdieu, 
2000). The argument is presented that there needs 
to be balance between critiquing received wisdom 
that is evidence informed (Taysum, 2010) and 
co-constructing knowledge based on learners’ 

knowledge, ways of acting and ways of being in the 
world.  

A difference in power distance index between 
the UK and Russia is evident in educational contexts. 
According to Hofstede, there are several differences 
in terms of teaching/learning between small and large 
power distance societies. Hofstede, (1986) argues in 
terms of the following nine oppositions. First, that 
a focus on impersonal truth might be considered 
as opposed to the personal wisdom of the expert. 
Second, a teacher might respect the independence 
of students whilst students respect the expertise of 
the teacher. Here the teacher may be ‘an expert’ 
and the student is a novice albeit an independent 
one. Parkinson (2002) argues that such a dialogic 
approach has been applied in most American law 
schools since the 1860s and aims at identifying 
contradictions within a particular case. Perceiving 
educational leaders as novices is problematic and 
potentially limits the democratization of knowledge 
if educational leaders are not part of the knowledge 
constructions (2001). Third, there may be student-
centred education as opposed to teacher-centred 
education. Fourth, teachers might expect students 
to lead communication as opposed to the students 
expecting the teachers to lead communication. 
Fifth, teachers may expect students to lead their 
own learning journeys, whilst students expect 
teachers to provide a route map for their learning 
journeys. Sixth, students may speak spontaneously 
in class as opposed to students being invited to 
speak by the teacher. Seventh, students may be 
expected to critique as opposed to students may 
be expected to accept and not critique. Eighth, 
excellence of learning may be dependent on two-
way communication as opposed to the excellence 
of learning being dependent on the high quality 
of the teacher and teaching. Finally, two-way 
communication may be hallmarked by dialogue that 
may aim to reach a provisional consensus through 
democratic processes. Dubravka, et al (2010) 
draw upon Heckmann, (1981), Kessels (1997), 
Saran and Niesser (2004) and Brune and Krohn 
(2005) to provide the following definition of such 
a dialogue that takes an alternative approach to the 
dialogue defined by Parkinson (2005). Dubravka 
et al (2010) state a philosophical group dialogue 
may be defined as: 

‘Participants guided by a facilitator and a 
number of ground rules striving to reach a consensus 
in answering a fundamental question on the basis of 
a real-life example or incident with the purpose of 
achieving new insights’ (p. 1106).
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Such a democratic approach may underpin 
students and teachers developing pedagogic 
relationships. However, further research is 
required to engage with cross-cultural focus groups 
where students with different preferred learning 
pedagogies explain how their learning pedagogies 
influence their relationships within the community 
and the extent to which these relationships are 
hierarchical or distributed. When engaging with 
this research we obtained new knowledge. Further 
research is recommended to discover more about 
learning pedagogies and underpinning ideologies 
and how this knowledge may have the potential to 
influence building bridges of understanding where 
there are diverse communities. 

Leaders’ pre-dispositions for curriculum 
engagement

The above oppositions are suggestive of the fact 
that students from lower power distance cultures 
may be predisposed to a proactive role in the 
classroom and Dubravka et al (2010) definition of 
dialogue. Students from a higher power distance 
culture may be predisposed to experiencing a 
more passive role with the expert teacher using 

limited dialogue that is closer to a monologue to 
transmit knowledge to novices which ties in with 
Parkinson’s (2002) definition of dialogue. The role 
the leaders take in the classroom has the potential to 
influence their knowing, ways of acting and ways 
of being in the world (Barnett and Coate, 2005). 
Arguably within multi-cultural programmes such as 
the BRIDGE Masters degree, programme providers 
may need to consider the dialogic power sharing 
in the pedagogic dialogues to enable curriculum 
engagement. Inductions into new forms of dialogues 
may be required (Unt, 2003). This is significant 
because Barnett and Coate (2005) suggest that 
students may calculate how much intellectual and 
personal energy to put into a programme of study. 
If students do not have the predispositions to 
engage with a particular dominant mode of study 
of a particular Masters course they may choose to 
invest less energy into the programme. Barnett and 
Coate (2005) go on to argue this is important when 
considering the importance of retention rates on 
programmes particularly when these programmes 
provide important learning opportunities for 
educational leaders to work for sustainable and 
peaceful economic and cultural justice in and for 
multi-cultural environments. 

Table 1 – Groups of respondents taking part in the research

Group Mode of Study Nationality
R group participants R1-R5 Part-time Russian

UKI group participants Full-time International
UKA group participants UKA1-UKA8 Part-time uk
UKB group participants UKB1-UKB6 Part-time uk

Research Design

The strategy of the research is that of a survey 
of four iterations of a British Degrees in Russia 
(BRIDGE) Masters module that was provided in a 
HEI in England and a HEI in Russia. In the first 
iteration of the module there were eight Russian 
educational leaders engaging with the Masters 
module on a part-time basis. In the second, were 
thirteen international students engaging with the 
Masters module on a full-time basis. In the third 
iteration of the Masters module there were seven 
educational leaders studying on a part-time basis. 
Fourth were a group of eleven educational leaders 
doing the Masters module  on a part-time basis. 

Denscombe (2003) suggests to survey is to: ‘view 
comprehensively and in detail…obtaining data for 
mapping’ (p. 6). This paper focuses on qualitative 
data gathered by interviews. At the beginning of 
the module students were invited to take part in 
the research. After six months the programme 
participants were invited to take part in individual 
semi-structured interviews using purposive sampling 
(Cohen et al, 2001). There were twenty-seven 
interviews held: five with the Russian participants 
(R1-R5), eight with the International participants 
(UKI1-UKI8), six with group UK-A participants 
(UKA1-UKA7) seven with group UKB participants 
(UKB1-UKB6) (see table 1). Some of the interviews 
were audio-taped, and some were not as negotiated 
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between the researcher and the particpant. Each 
interview lasted on average between thirty minutes 
to sixty minutes. For trustworthiness of the research 
(Furlong and Oancea, 2005), the data collection tool 
was piloted, and the UK participants had a formal 
opportunity for respondent validation to confirm 
what had been said.  

The sample sizes were small with 27 participants 
in total. Generalisability can therefore be argued to 
be problematic in this qualitative research. However 
the approach of this research has been underpinned 
by different perspectives and recognises that no one 
view is correct. Further, Donmoyer (1990) suggests 
that the contribution of qualitative research is 
becoming immersed in a study that requires passion. 
The important elements of research Donmoyer argues 
include passion for understanding people, passion for 
communication and passion for people and it is this 
human aspect to research that appears to be missing 
when issues of generalisability are raised. 

All research conformed to the University of 
Leicester and Herzen State Pedagogical University 
of Russia ethical codes of practice. The respondents 
were briefed in full as to the purpose and scope 
of the research. The respondents will remain 
anonymous and confidentiality is assured. This is 
problematic however since a quote may be used that 
may instantly identify the speaker through idioms 
or by other such means. This brings sharply into 
focus the clash between responsibility to society 
and responsibility to confidentiality over the source 
and content. Pring (2000) says of this: ‘and there 
are no higher level principles to be appealed to 
for resolving that clash. Such accounts are often 
obtainable only under conditions of confidentiality’ 
(p. 147). To try to address this important issue, 
respondents were given the right to withdraw from 
the research at any time. The research was designed, 
reviewed and undertaken to ensure integrity and 
quality and conformed to the Economic and Social, 
Research Council framework (ESRC, 2010).   

The findings of our research will be published 
in accordance with British Educational Research 
Association Ethical Guidelines (BERA, 2011): 
«Educational researchers should aim to report their 
findings to all relevant stakeholders and so refrain 
from keeping secret or selectively communicating 
their findings» (p. 1). 

Dialogues, modes of study and power sharing 

All groups identified that dialogue was 
important and facilitated deep listening (Leal and 

Saran, 2004). However, respondents articulated that 
the mode of study that facilitated dialogue, and the 
amount of dynamic dialogue that existed within the 
modes of study was different. 

The Russian participants R1, R2, and R4 said 
that lectures were useful. These findings were similar 
to those found in The UK International students’ 
group (UKI) with UKI13 articulating that lectures 
were the preferred mode of study. The lecture mode 
of study has a signature pedagogy of being didactic 
where the learning is passive which synthesizes 
with Bespalko (1989) understanding of didactic 
learning. Moreover, the knowledge is transmitted 
by the expert teacher where the students are passive 
novices which affirms Parkinson’s (2002) definition 
of dialogue. Such an approach potentially underpins 
replication of culture and identity (Bourdieu, 2000) 
where the locus of power is with the teacher. This 
synthesizes with Dimmock and Walker (2008) 
notion of power-concentrated and replication within 
the six dimensions of society/regional/local culture.  

It is interesting that respondents from UKA 
and UKB did not identify traditional lectures as a 
mode of study. Rather their interactions took the 
form of workshops (seminars): ‘our classes were 
workshops: there were few of us and this definitely 
did not look like lectures’ (UKB2). UKB 3 stated: ‘I 
found it useful sharing, being able to talk about the 
specifics of an individual context’.

UKB6 stated:
‘I enjoyed the discussions immensely and I 

enjoyed the chance to hear other people’s points 
of view. I really enjoyed that part of the course. 
I enjoyed working with small groups. I enjoyed 
discussing issues within small groups and hearing 
other people’s points of view as well as giving my 
own.’

UKA6 stated there were: ‘group discussions 
which were definitely student led and sometimes 
tutor led’. UKB5 stated the seminars were: ‘very 
discussion based’. 

The two English groups found the seminars/
workshop dialogues useful where students overtly 
shared or distributed the power in the discussions. 
This moves towards Dubravka et al (2010) definition 
of dialogue though participants were not asked if a 
provisional consensus was achieved or indeed sought 
which is distinctively different from Dubravka et als 
(2010) definition of dialogue. The evidence reveals 
that signature pedagogies of UK based students 
in UKA and UKB engaged with the curriculum 
through power-distributed signature pedagogies. 
UKA and UKB engaged with the kind of dialogues 
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that include listening to other’s opinions which has 
the potential to stimulate thinking and generate new 
ideas and methods (Dimmock and Walker, 2008). 

However, there were two interesting exceptions 
to this within the two English groups. First, UKB5 
stated that they felt comfortable contributing to 
the discussion but preferred to listen and stated: 
‘I guess I probably found myself learning more 
from listening to the more experienced staff, so the 
deputies were saying about the way they approach 
or the way they’ve handled things in the past, and 
their views on things, because they already have that 
knowledge from the middle management courses 
that they’ve done already.’

In this case the power share in the dialogue 
is concentrated with the ‘expert’ who is not the 
pedagogue rather the expert is a leader higher up in the 
institution’s hierarchy. Although there is an ‘expert-
novice relationship’ other participants in the dialogue 
overtly framed it as being co-constructivist (Dimmock 
and Walker, 2008) moving towards Dubravka et 
al (2010) definition of dialogue. However covert 
hierarchical power structures are at play because one 
of the participants is choosing to remain silent to defer 
to the ‘expert’ senior colleague. It is only through this 
research that it was possible to shed light on this case 
where the realized dialogue is nearer to Parkinson’s 
(2002) definition of dialogue. The power structures are 
located within the leadership structure of the institution. 
The less experienced educational leader is complying 
with a novice-expert relationship where a way of 
thinking and being in the world is subtly transmitted 
to them. Therefore overt power distributed dialogues 
contain subtle and covert power concentration located 
in the few who are higher up the institution’s hierarchy. 
Those in a lower position within that particular 
hierarchy accept the ways of acting and being in the 
world (Barnett and Coates, 2005) as inculcated from 
those higher up in the hierarchy (Hofstede, 1997; 
Dimmock and Walker, 2008). This is potentially a 
covert barrier to cultivating a community of free 
thinking and critical people (Dimmock and Walker, 
2008) and is similar to the overt power concentrated 
relationships found in the Russian and International 
dialogues where the pedagogue was the expert. 

The second exception is where UKB6 stated: 
‘a particular student was very vociferous in leading 
sometimes....you need the tutor there.’ Here the 
educational leader identifies that one student  
intentionally or unintentionally tried to dominate 
a dialogue and the pedagogue was needed to 
facilitate or chair the dialogue. Here an educational 
leader in the group prevented what Bohm (1996) 

calls listening to the opinions of others, to learn 
about different perspectives. The dominant leader 
intentionally or unintentionally took the role of 
expert within Parkinson’s (2002) definition of 
dialogue. 

Interestingly there were two respondents from 
the International group that demonstrated a shift in 
disposition from lectures and passive learning to 
working with more dynamic dialogues and working 
in groups. UKI1 argues that various kinds of classes 
are needed and that different people may perceive 
the same kinds of classes differently. UKI 4 states: 
‘Working groups were initially not very comfortable 
but eventually a very effective way of learning’.  
This reveals a shift away from power-concentration 
to power-distribution that occurred during the 
Masters course.  Also R1 from the Russian group 
stated: ‘Probably it should be common discussions’ 
recognizing that more dynamic dialogues may be 
useful. 

There are clear differences in opinions between 
the Russian and English International Students’ 
Groups who found lectures useful where the students 
were passive, and the two UKA and UKB groups 
with English students where the dialogues between 
the groups and pedagogues were more dynamic. 
Using Dimmock and Walker’s (2008) framework of 
power/distributed power/concentrated dimension, 
it is possible to locate the Russian and English 
International students’ Group within the power/
concentrated dimension where the pedagogue 
maintains the control. The UKA and UKB groups 
are located within the power-distributed dimension 
of the six dimensions of society/regional/local 
culture. However there is some indication that 
students were undergoing a shift in identity as their 
dispositions adjusted so that they could engage with 
the curriculum using a wider range of methods.    

Discussion

The purpose of the research was to gain a deeper 
understanding of the preferred modes of study for 
educational leaders to engage with dialogue to 
explore different knowledge, ways of acting and 
ways of being in the world (Barnett, and Coate, 
2005) whilst doing their postgraduate Masters 
degree. The evidence reveals that attitudes of the 
participants of the programme to face-to-face 
lectures, presentations, workshops and Distance 
Learning as modes of study were very different. 

The Russian and English International 
participants found lectures and presentations more 
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useful than other modes of study. The lectures and 
presentations are passive modes where the lecture 
and presentation is a monologue. Such didactic 
forms of teaching and passive modes of learning 
potentially lead to dependence on the lecturer 
or presenter which synthesizes with (Bespalko, 
1989). The didactic form of teaching locates the 
power in the hands of the few which synthesizes 
with Dimmock and Walker (2008) conceptual 
framework of power. Dimmock and Walker argue 
that where the power is located with the few there 
are unequal distributions of power. Moreover, the 
lecture mode of study presents a passive position 
that may affirm stereotype thinking where the 
passive learner replicates the dominant pedagogy 
(Eraut, 1994) with a desire to delegate responsibility. 
The signature pedagogies within which lecture and 
presentation modes of study are located potentially 
promote a passive learner who replicates the 
pedagogue. This is located within Dimmock and 
Walker (2008) generative/replicative dimensions 
of their presentation of six dimensions of societal/
regional/local culture. Here, innovations, ideas and 
inventions that have been developed elsewhere 
are replicated without consideration for the local 
context (Dimmock and Walker,2008). 

However, the evidence reveals clear shifts 
emerging in accessing the curriculum through 
more power-distributed signature pedagogies for 
the International Students’ Group and the group of 
Russian educational leaders who began accessing 
the curriculum with more power-concentrated 
signature pedagogies (Dimmock and Walker, 2008). 
The evidence suggests that students pre-disposed 
to passive learning through didactic signature 
pedagogies were able to begin to gain the kinds of 
dispositions needed to access the curriculum through 
more power-distributed signature pedagogies 
(Dimmock and Walker, 2008).

For the two English groups the evidence 
reveals that the power was distributed between 
the pedagogue and students and there does not 
appear to be examples of modes of study where 
the learning was passive on the Masters course. 
However, there were two exceptions where a middle 
leader preferred to listen to the senior leader which 
may prevent the development of free thinking and 
power distribution (Hofstede, 1997; Dimmock 
and Walker, 2008). A further exceptional barrier to 
power sharing within a power distributed dialogue 
in the two English groups was where an educational 
leader was ‘vociferous’ and the tutor was required 
to prevent the leader dominating the dialogue. The 

leader was pre-disposed to dominate the dialogue 
which potentially prevented the development of 
free thinking (Dimmock and Walker, 2008).

The evidence reveals that students pre-disposed 
to passively receiving knowledge and power-
concentrate signature pedagogies found being 
introduced to dynamic social interactions at the start 
of a Masters course challenging. Conversely, students 
who are pre-disposed to co-constructing knowledge 
through power-distributed signature pedagogies did 
not experience dialogues where the pedagogue or 
expert overtly dominated the dialogue. However, 
an exception to this was where a student who was 
a middle leader believed they were engaging with 
a democratic power distribution within a dialogue. 
However, they were engaging with power distance 
ways of acting and being in the world as they took 
on a novice expert relationship with a leader more 
senior in the institution’s hierarchy. Here the power 
distance is actualized through the middle leader 
replicating a senior leader’s ways of acting and 
being in the world. The middle leader may believe 
themselves to be a novice and the hierarchical 
leader within the institution’s leadership structure 
the ‘expert’ but this limits a free space for critiquing 
and reflecting on ways of acting and knowing in the 
world (Barnett and Coates, 2005). 

Students may choose to co-construct knowledge 
through dialogue rather than engage with power-
concentrated signature pedagogies, or they may 
believe they are co-constructing knowledge through 
dialogue when in real terms they are acting as 
transmitters of inequalities inculcated by hierarchies 
where power lies with the few. It might be argued 
that these dispositions may be a conscious or 
subconscious ways of acting and being. We argue 
that by sharing these frameworks and this research 
with educational leaders it may help them begin to 
reflect about their learning. We argue that when they 
reflect on their own learning they may begin to think 
about and their students’ learning in new ways. 

We argue that a balance is required between 
power-concentrated and power-distributed 
pedagogies if engagement with the curriculum is 
going to enhance the opportunities learners may 
have of transforming their knowledge, ways of 
acting and ways of being in the world (Barnett and 
Coate, 2005). Therefore, we argue that the readiness 
for particular modes of study may be dependent on 
the students’ prior experience and cultural context. 
Further, if a student’s prior experience and cultural 
context does not include particular signature 
pedagogies the tutors/pedagogues of Masters 
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courses need to make adjustments to the curriculum 
and the planned engagement with the curriculum. 
The adjustments need to provide the students with 
knowledge, ways of acting and ways of being in the 
world to enable them to fully engage with all parts 
of the curriculum. Full engagement with the course 
may enable the student to invest appropriate levels 
of energy, resources, and time in the programme of 
study with commitment (Barnett and Coate, 2005). 
Thus the evidence reveals that readiness for engaging 
with particular modes of study, or recognition of 
the importance of induction into unfamiliar modes 
of study of a postgraduate course is important if 
students are to fully engage with their Masters course 
curriculum (Shchedrovitski, 1995; Asmolov, 2002; 
2007). We argue that failure to recognize students’ 
pre-dispositions for particular modes of study, 
coupled with a lack of induction facilities provided 
by the Higher Education Institution is a barrier to 
engaging with the curriculum. Further we argue that 
it is important to explain to educational leaders that 
there are different modes of knowledge on particular 
Masters programmes. Further we argue that it is 
important to reveal to the educational leaders/
students the implications of the different modes 
of knowledge in terms of power concentration and 
power distribution and to facilitate the educational 
leaders thinking about their learning and their 
own pedagogical relationships within the learning 
communities in light of this knowledge.    

The evidence reveals that power within dialogues 
may contain overt or covert power concentrated 
and/or power distributed signature pedagogies. 
Therefore it may be more important that the claims 
made about particular forms of dialogues, and the 
actualisation of those dialogues are coherent and 
consistent. Further it is important that participants 
are clear about the terms of reference for the 
particular dialogue they are engaged with so that 
they recognize what is expected of them in terms 
of their role being passive or dynamic. We argue 
that enabling educational leaders to experience a 
balanced approach to different forms of dialogues  
transparent and authentic communication system 
may have the potential for bringing about a new 
world view (Bohm, 1996).   

Finally, we argue that there may be strengths 
found in a whole school leadership team learning 
together as a cohort on a Masters programme.  
However it may be noted that middle leaders may 
be reluctant to share their concrete experience in 
dialogues because they perceive themselves to 
be a ‘novice’. Therefore there may be benefits of 

having cohorts of educational leaders from different 
institutions. 

Conclusions

In sum the role of dialogue is important as 
a mode of study for the Masters course here 
studied.  The evidence reveals that International 
full time, and Russian part time participants were 
pre-disposed to passive learning through didactic 
signature pedagogies with a power-concentrated 
signature pedagogy (Dimmock and Walker, 2008). 
The evidence also reveals that English participants 
were pre-disposed to more pro-active learning 
through didactic signature pedagogies with power-
distributed signature pedagogies (Dimmock and 
Walker, 2008). UKA and UKB groups engaged with 
the kind of dialogues that include critical thinking 
and the generation of new ideas and methods 
(Dimmock and Walker, 2008). 

However, within apparent dynamic power 
distributed dialogues middle leaders saw senior 
leaders in the hierarchy as experts and chose to 
listen rather than contribute to the dialogue which 
placed the overt power distributed dialogue within 
the power concentrated dialogue (Dimmock and 
Walker, 2008). Further one of the English group 
participants articulated that a leader was vociferous 
and the tutor had to prevent them from dominating 
the dialogue which had the potential of moving 
a power distributed dialogue towards a power 
concentrated dialogue. 

There were two respondents from the 
International group that demonstrated a shift in 
disposition from lectures and passive learning 
to working with more dynamic dialogues and 
working in groups. The evidence suggests these 
educational leaders were able to begin to gain 
the kinds of dispositions needed to access the 
curriculum through more power-distributed 
signature pedagogies (Dimmock and Walker, 2008). 
It is not clear if this occurred through a deliberate 
induction process offered by programme providers 
to different modes of study or whether it occurred 
through the two learners accommodating to new 
modes of study because their grammar of thinking 
or dispositions enabled this kind of curriculum 
engagement. The evidence reveals that inducting 
international students to different modes of study 
for curriculum engagement is important. A sharp 
focus here will be the influence of a cultural change 
upon educational leaders’ committed investment 
in the programme and the transformation of their 
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knowledge, professional practice, or actions and 
their ways of being in the world (Barnett and Coate, 
2005).  

Therefore the evidence reveals that consideration 
needs to be given to the pre-dispositions of students 
to engage with the curriculum using particular modes 
of study with planned inductions to potentially new 
modes of study (Unt, 2003). The evidence suggests 
that modes of study might compliment each 
other (Novikov, 2007). Thus dialogue as a mode 
of study might take a mixed methods approach 
drawing on didactic power-concentrated and 
social constructivist power-distributed signature 
pedagogies (Dimmock and Walker, 2008). 

The evidence here presented identifies the need 
to consider dispositions of leaders when designing 
and providing international postgraduate leadership 
education programmes for the advancement of 
learning. Such programmes may then present a 
balance of modes of study and pedagogies. They may 
also include induction programmes to these modes 

of studies and pedagogies to enable educational 
leaders to gain the necessary dispositions to engage 
successfully with their own leadership development. 
Bringing a balanced approach to modes of study and 
pedagogies of international educational leadership 
development Masters programmes has the potential 
to act as a bridge between existing knowledge 
and the co-creation of new knowledge. Further 
educational leaders have the potential to mobilize 
knowledge across boundaries and disciplines for the 
benefit of all.

Further research is recommended to examine 
the quality dimensions of postgraduate research. 
It is also recommended that this is done through 
an international network so that societal/regional/
local cultures can be considered. These dimensions 
are important when examining the quality of the 
postgraduate programmes and the pre-dispositions 
of educational leaders engaging with particular 
modes of study found on Masters courses for 
educational leadership development.  
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