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The role of dialogue and modes
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The purpose of this research is to further understanding of educational leaders’ preferred modes of
study of an English and Russian Masters-level 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 semi-structured 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 fouriterations 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 pro-active 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 info the programmes.

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

9nucoH Taricym, B. Morocsn, C.10. TpanuupbiH
OkbITy hopManapbl MeH ANANOrTbIH 6iniM 6epy canacbiHblH, 6acubUiapbiH
Peceit-bpuTtaH GipieckeH 6argapnamachl 60iibiHWA MarucTpiik gabiHaayaaFbl peni

byn 3epTTeyaiH MakcaTbl 6iniM 6epyai 6acKapy ekingepiHii Peceii-bpuTaH 6ipneckeH 6araapnamacsl
6olibiHwa «biniM 6epyai 6ackapy» (MarvcTpaTypa AeHreiii) MoayniHae KaHAal oKbITy hopManapbl MeH
apiicTepiH TaHAANTbIHbIH TepeH 3epTTey 6onbin Tabbinaabl. Makanaaa MeKTenTi, KONNeAXA], yHUBepcUTeT-
Tepai xaHe biniM MuHMcTpniriH 6ackapy Kbi3aMeTKepnepiH MarucTpiik AanbiHaayabiH 6ip MogyniH Kabbin-
Aay Typarbl ainTbinagbl. 3epTTey MaTepuangapbiHa YnblOputaHuaaa xaHe Peceiie TopT MapTe »yprisin-

© 2014 Al-Farabi Kazakh National University



74 The role of dialogue and modes of study educational leaders engage with on a Masters degree ...

reH MoAy/bAiH icKe acbipbliyblHAAFbl XapThl KYpblbIMAbLI cayanaap Heri3 6onabl. 3epTrey HaTvxenepi
6inimM 6epyai 6acKkapy eKinaepiHiH AapicTep, Nnpe3eHTaLuUsNap, CEMUHAPAp KaHe KallbIKTbIKTaH OKbITY-
Abl TaHbIM MeH 6ONIMbICTbI YFbIHYAafbl BPEeKeT TYp/IepiH TYCiHiN OKyFa MyYMKiHAIK 6epeTiH oKbITy popmana-
pblHbIH anbTepHaTUBTI 8AicTepi Aen caHaTbIHbIH KepceTTi. [IuMMoKa xaHe YonkepaiH (2008) koramapiK,
/ aliMaKTbIK / NoKanbAblK M3AEHUETTIH anTbl e/leMAiK TeopuAnapbiHbIH HerisiHae Moaynb 6oMbiHwWwa 6i-
niM anywsl Pecein 6iniM 6epy 6acKapMachIHbIH XaHe WeTes eKingepiHii AMAaKTUKaAafbl neaarornkanbik
TYpFbUIapAbl KananTbiHbl )XaHEe OnapAblH KapbiM-KaTblHACTa NacCUBTI pen aTKapaTbiHbl alNKbIHAANAbI.

byn Kanaynap cabakta 6unik negarortbiH biknanbiHga 6onaTbiHbIH, an 6iniM anywbl 6aclbinap MyH-
Jali nefarorvKaHbl COCbIH 63 Kaciby Kbi3MeTiHAe KaWTanan }acalTbiHbIH KepceTedi. bputanabik 6inim
Oepyai 6ackapy eKingepi OKbITy yAepiciHAe AMaNorTbiK KapbiM-KaTbiHaCTafbl OenceHAiNiKTi anfa Woifa-
pa oTbIpbIn, 6uUNikTiK 6inimM anywel 6aclibiapbl MeH MNejarortapbl apacbliHAaFbl TEHAIKKE KypbliybiHa
MaH Gepai. TyKblpbIMAAPAbIH NPAKTUKaNbIK MaHbI3AblbIfbl BipiHWigeH, 6iniM 6epyai 6acKapyablH Xanbl-
KapasnblK KeHIiCTiK NeH KypblUibIMbIHAAFbI, aTan anTKaHaa: bonoH npoueci xanbikapanbikK NONMMaAEHNETTI
6inim 6epy 6afaapnamanapblH Xacay, eKiHwigeH, 6ackapy yinbiMaapbiHa apHanfaH 6inim 6epyai marucTp-
nik 6araapnamanap 6ovbIHILIA yibIMAACTbIPYAAH KepiHeai. ATanfaH 3epTTey HaTuxenepi GoWbliHwa Oi-
nim 6epyai 6ackapy eKingepiH, apTypii MaileHMeTTepAiH eKifaepiH OKbITaTbiH OCbiHAAN GaFaapnamanap-
[bl YbIMAACTLIPY XaHe AaiblHAAyAbIH NejarornkablK acneKTinepiH OKbin yipeHyae MaHbi3abl 60nbin
TabbinaTbIH )aHa 6iniMaep anbiHFaH.

TyitiH ce3nep: xofapbl 6inim, gnanor, okpITy popmanapel, 6inim 6epyai 6ackapy, MajeHU enLweM-
nep, 6inimai Tapaty, 6inimM 6epyai 6ipnece xobanay.

9nucoH Taiicym, B. MorocsH, C.HO. TpanuubIH
Ponb guanora u popm obyueHusn
Nno COBMECTHOI POCCUIMCKO-OpUTaAHCKOW NporpaMme
MarucTepcKoil NoAroToBKU pyKoBoauTteneil B cpepe ob6pasoBaHua

Llenbto faHHOro nccnefoBaHuA ABNAETCA yrnybneHHoe nlyyeHune Toro, Kakue Gpopmbl 06y4eHUs npea-
nouynTaloT NpeAcTaBUTENM ynpaBneHua obpa3oBaHMeEM B NPOLIECCE OCBOEHMA COBMECTHOrO0 pOCCUIACKO-
OputaHcKoro mMoayna «YnpasneHue obpasoBaHvemM» (ypoBeHb Maructpatypbl). B ctaTbe npeactaBieHo
BOCMPUATNE COTPYAHMKAMU YNPaBIEHUA LIKON, KONeAXel, yHuBepcuTeToB U MuHuctepctBa obpa3oBa-
HUA OAHOrO M3 MOAYyNe NporpaMMbl MarncTepcKom NoAroToBKU. Matepranom vccnefaoBaHUA NOCHYXKU-
2N NONYCTPYKTYPUPOBaHHbIe 0NpPOChI, NPOBeA&HHbIe B MPOLIeCcCe YeTbIpeXKpaTHOW peannsauumn Moayna B
BenunkobputaHum n Poccun. Pe3aynbTaThl UcciiefoBaHMA NOKa3bIBaOT, YTO NpeAcTaBUTENN yripaBieHun
06pa3oBaHMeM CUMTALOT, YTO NIEKLMW, NPe3eHTalumMm, CEMMHapbl U AUCTaHUMOHHOE 0by4yeHve ABAAOTCA
thopmMamMy 06y4eHUs, OTKPbIBAKOLWMMM BO3MOXHOCTU AJIA U3Yy4YeHUA anbTepHaTUBHbIX crnocoboB no3Ha-
HWS, feicTBUI 1 6bITUA. Ha ocHoBe Teopun [Jummoka 1 Yonkepa (2008) o wectn namMepeHunsx obuyect-
BEHHOW/pernoHanbHon/noKanbHoOM KybTypbl BbIABAEHO, YTO NPEACTaBUTENIN POCCUMIACKOrO YNpaBieHUs
o6pa3oBaHueM, a TaKxKe NpejCcTaBUTeNN 3apybexHbIX CTpaH, obyyaBluMecs No MOAYIIO, MpeanoyYnTaoT
ANIAKTUYECKUIA MOAXOA K NeAarorvke U npuHUMatoT 6osee naccMBHYIO posib B 06LWeHun. ITo npesnoyTe-
HVe CBUJETeNbCTBYET O TOM, Ha 3aHATUAX BNACTb CKOHLLEHTPMPOBaHa y nejarora, a obyJyatowmecs pyKo-
BOAWTENN BOCMNPOM3BOAAT TaKylo NeAarorMky B cBoen npodeccrnoHanbHol geatenbHocTn. bputaHckue
npeacTaBuTeny ynpasneHus obpa3oBaHueM B npouecce 06yyeHns npeanountany 6onee akTMBHYHO posib
B AManornyeckom obuieHuu, rae Bnactb 6bina 6onee pacnpegeneHa Mexay negaroramu 1 obyyaowmnmm-
cA pyKoBoauTensaMu. BbiBogbl MMEIOT NpaKTUyecKoe 3HayeHune, BO-MepBbIX, A5 pa3paboTKu MexayHa-
POZHbIX MOAUKYNLTYPHbIX 06pa3oBaTebHbIX NPOrpaMM Mo yrpaB/ieHUI0 06pa3oBaHMEM B paMKax Mex-
AYHapOAHbIX NPOCTPAHCTB U CTPYKTYP, TaKMX, Kak bonoHcKMI npouecc; BO-BTOPbIX, A/1A OpraHu3aumnm
nporpaMM MarvcTepcKoi noAroToBKW Ans pykoBoauTeneit obpa3oBaHus. B pesynbraTte faHHoOro ucchne-
AOBaHMA NOJly4YeHbl HOBble 3HAaHMWA, 3Ha4YMMble ANA N3YYeHUA NejarormyecKnx acneKkTos NporpamMm noa-
roTOBKW NpejcTaBuTeNei ynpasieHnsa o6pasoBaHueM, No KOTopbiM 06y4atoTcA NpeacTaBUTENy pasniny-
HbIX KY/IbTYp, @ TaKe ANA OpraHn3aunm Taknx nporpamm.

KnioueBble cnoBa: Bbicliee obpa3oBaHue, guanor, hopMbl 06y4eHus, ynpasieHe obpasoBaHuem,
KyNbTypHble N3MepeHuA, nepefaya 3HaHNN, COBMeCTHOe KOHCTPYMpOBaHMe 3HaHUN.

Introduction of part-time students are expanding rapidly. In
England in 1995-1996 there were 196,452 part-

The rising trend for part-time students to enter time students and in 2004-2005 this number had
Higher Education (HE) is established and numbers increased to 256,780 (HESA, 2005). This increase
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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 thatare
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
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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
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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
interms ofteaching/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

Table 1 — Groups of respondents taking part in the research

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.

Group Mode of Study Nationality
R group participants R1-R5 Part-time Russian
UKI group participants Full-time International
UKA group participants UKA1-UKAS 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.

ISSN 1563-0293

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-UKIS), six with group UK-A participants
(UKA1-UKA7) seven with group UKB participants
(UKB1-UKBO6) (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’.

UKB®6 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.’

UKAG6 stated there were: ‘group discussions
which were definitely student led and sometimes
tutor led’. UKBS 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, UKBS5
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)
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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'aMasters 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 evidencereveals 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
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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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