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THE JOB OF MANAGING IN ADULT EDUCATION: TEAM APPROACHES
Amanda Davies McMahon
ABSTRACT

This qualitative field study in education mana§ement compares five
collective adult education managing teams by app yinf a form of
cultural analysis to data from repertory grids, meetings records and
adult education programmes. Changes in managerial work(after
Mintzberg) and managerial interpretative systems(analogous to Schon's
"reflective practice™) are traced over a year, as is the
interrelationship of innovation, collaboration and balance in the
Broduction and maintenance of adult education programmes after Mee and

iltshire's 1978 typology.-

The relationship of managers' goals to managerial work was found
to be remote, though the effect of goals on projects initiated by
managers was clearer. Managers' evaluation of their work focussed on
process, not product. Team member learning, the development of joint
analyses of the work in new teams and changed analyses in established
teams, were documented, along with team receptiveness to
internally-initiated change via a system for obtaining agreement which
aided in accommodating to new circumstances. Methods for team
intercommunication were established. The process of producing and
maintaining adult education programmes showed evidence of
collaboration, balance, and innovation,

Effectiveness is found a useful sensitising concept for managers
evaluating their own work, for which basic methods are suggested. The
relationship of these managerial investigations to practitioner and
participatory research is explored, and suggestions for enhancing
objectivity when participant observation is used as a research method
are made. The relationship of effectiveness indicators to each other
~- termed "quantum® effectiveness -- is suigested for research by
managers into managerial and organisational effectiveness to aid
managerial and organisational development.
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CHAPTER 1
INTRODUCTION

This field study contrasts and compares teams managing adult
education in a northern English city. Managing by team is relatively
rare in English adult education and, through the teams' activity, the
advantages and disadvantages of team structures for organizing adult
learning opportunities in a complex organization can be seen. Behind
the urban and organizational setting and working jointly lies the
assumption that a coherent system of education for adults should be
developed both for adults themselves and for larger economic, social
and political goals. Teamlike structures seem tailor-made for the
linking and liaising which aid the development of a lifelong learning
system.

Any field study is a series of adjustments of plans to events,
and this one is no exception. The thesis which follows presents the
research basis for understanding such a study(Chapter i), the urban,
institutional and individual background for the teams and their
work(Chapter 2), the methods available and those used(Chapter 3), the
study's results(Chapters 4, 5 and 6) and their implications(Chapters 7
and 8).

This introduction discusses 1) adult education, 2) management, 3)
managing adult education, 4) teams managing adult education, and 5)
effective practice in order to explain how we might explore 6)
effectiveness of teams maﬁaging adult education. We build, little by
little, a picture of the managerial situation of the teams upon which
this study focusses, by assembling insights froﬁ adult education,
management, team and organizational studies.

i.1 Adult education

Adults themselves have always organized their own learning, as
hobbies, home repair and many a small business testify. Alan Tough
has estimated that each adult conducts an average of eight learning
projects lasting in total 700 hours every year(Tough, 1876, 1983ed).
Adults join learning networks, too, as part of their ordinary activity
in churches, trades unions, community organizations, political
parties, clubs and interest groups. This "informal" education can be

recognised by the "willing and conscious involvement of the learner in



the educational process"(Withnall, 1988, 453). Specialist educational
institutions are not necessarily involved, though they may accredit
this learning in their own courses.

The expertise gained by conducting individual learning projects
and participating in learning networks is part of the "rich life
experience" that adults bring to formal learning(Rogers, 1871, 1877ed,
68) and one reason that the "unstructured or community
approach"(Groombridge, 1982, 6) to adult education can convene
learners to interact with "what generations of democrats and scholars
and others have bequeathed them..."(Lovett, 1983, 148-149). Sometimes
what Groombridge calls "informal adult education™ does not look like
study at all, but rather learning in the process of achieving social
goals of value to participants(Groombridge, 1983). A new voluntary
organization, increased participation in local life or movement to
more formal education are equally likely results of this community
education process, which may be assisted by educational institutions.

In most local authorities, there are a number of Institutions
vhich provide courses for adult learners. The Organization for
Economic Co-operation and Development(OECD) estimates that six to
eight million British adults used some kind of part-time education or
training in 1970; about a million more had joined them by 1980. At
least two million of these adults were in what the Advisory Council
for Adult and Continuing Education(ACACE) calls local authority
"non-vocational adult education™(ACACE, 1982). In 1978, Mee and
Wiltshire characterised typical non-vocational adult education as

'parttime, ungraded, evening programmes of courses in crafts, arts and
physical skills lasting for about two terms -- roughly 20 weeks.

The Seventies were a boom time for non-vocational adult
education, with the Russell Report(1973) presenting the potential of
vell-organized educational opportunities for adults, and recommending
local collaborative councils for the development of adult education,
systematic attention to educational advice, and expansion to meet the
educational needs of the "disadvantaged". Central support for adult
literacy, adult training for the unemployed(channelled through both
the Department of Employment and the Department of Education and

Science), skill updating for the employed, work with ethnic
minorities, increased the variety of opportunities available(Charnley

2



and Stock, 1988). Charnley and Stock atate that the number of adult
learners remains more or less the same as the figure they cite for
1982/3 -- about 2,800,000 --- though the amount of "general® adult
education has decreased, as many new learners are on specially funded
projects. They define adult education as

"courses provided by adult education centres, community

centres, youth clubs, residential colleges, maintained

or assisted by local authorities, university

Aacooiation. "(ERarnIoy and Stock, op.- cit., 58) O

’ '

The phrase "adult education"™ has referred to university extramural
and responsible body liberal adult education for many years(Peers,
1958, 1959ed). Tight's definition of liberal adult education is one
with which non-vocational adult educationists would agree:

"...the process by which men and women(alone, in groups

or in institutional settings) seek to improve

Tnouledge s senaitivenses, mOTighe, 10880 &1 Sille

s ’
This definition includes individual and network-based learning as well
as organized learning settings. It is amplified by Bostock and
Seifert(1986, 19) who add Harold Wiltshire's identification of "adult
education experiences" which are

"phases or episodes of education which occur during the

or Supported. " (WiTTanire, 1og6, §3°"e Pubtiely provided

’ ’
Extra-mural and responsible bodies, too, have both profited and
suffered from central initiatives in the Seventies and early Elighties:
"compartmentalised, specially funded areas of education to which the
Government gives priority", as Cann(1986, 259-60) puts it, "has
created a system of divide and rule which has effectively killed off
liberal adult education". Changes like this are seen as opportunities
by others like Lieven(1987, 230) who wish a "genuinely plural society
in which funding [would bel available for a true diversity of
organizations with differing aims™ or Westwood(1988, 446) who sees
adult education as "a space for alternative traditions where other
discourses can be maintained and where a diversity of cultures can
thrive".

Direct sponsorship fromr the Department of Employment through
various strategies adopted by the then titled Manpower Services
Commission(MSC), itself a child of the boom, offered training
opportunities to the 16 to 19 age group during the Seventies, partly



by funding existing educational institutions to provide courses to MSC
guidelines. As the decade closed, plans to train adults for
employment emerged, and, in the late Eighties, the renamed Training
Agency is establishing its own courses for unemployed adults, often
outside existing educational settings with plans to move to industrial
control of this work. This, too, is adult education, though it is
criticised for an overly straightforward definition of what unemployed
adults need to know, termed the "new vocationalism"(Cohen, 1984) and
directed to the world of work.

During the decade of expansion, Lawson(1975, ii1, 114) concluded
that "...there is no discrete identifiable set of activities to which
the phrase 'adult education' refers". Graham Mee(1980) suggested that
adult educators did not even belong to an identifiable profession, if
profession means mustering skills based on theoretical knowledge,
training and qualifications appropriate to the job, plus a code of
conduct and goals of the service agreed and maintained by a
professional organization.

Unifying ideas did exist, however -- continuing education from
ACACE as "systematic learning, wherever it takes place...[al process
continuing throughout life"(ACACE, 1982, 1-2) or, from the OECD, as a
stage of educational provision, like initial or higher education, in a
system for lifelong learning. "Recurrent" education was seen as a
temporary strategy for getting to lifelong learning(Griffin, 1985) --
"a system of coordinated, reéurrently provided opportunities for
structured forms of learning throughout, and concerned with, the whole
of life" in Flude and Parrott's terms(1979, 75). Flude and Parrott
and others suggested starting to set up such a system by alliance of
current providers and users.

This continuing education or lifelong learning system will
include opportunities for adults never available before, as massive
central Government funding channels information and support for
vocational learning through the Training Agency(formerly the Manpower
Services Commission). Universities, polytechnics and colleges will
have more places for adults(and more reason to attract them) as the
post-school population of young students declines. The 1988 Education
Reform Act, by loosening Local Education Authority éupervision of

educational opportunities for children and adults will further
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diversify the institutional base which provides educational and
vocational learning for adults. According to Keith Hampson MNP,
speaking in 1987, the principles behind Conservative reforms of
education in the Eighties were three -- " a desire to centralise down
the line with reference to responsibility"; "...to switch the emphasis
from the 'broad brush' to effectivity -- money has to be more
directed"; and "contracting®, that is, "let people and institutions do
their own thing -- tenderlbidl for all of {t."™ This Conservative
combination of control and competition makes cooperation imperative
for coherent and broad-based local systems of adult education.

In the future, then, more opportunities and more organizations
offering them mean more linking to make sure that an adult seeking
education or training gets what s/he wants or needs, regardless of
age, or, as the new Director of National Institute for Adult and
Continuing Education put it in September, 1988: |

" ..if we are to plan effectively for a soclety in

which adults re-enter education and training on a

Neemesafion of soeioly, And to extend and engich their

lives, we need to seek a greater degree of coherence

and a common sense of follcies and préorities in our

géﬁnnlng for the education of adults."(Tuckett, 1988,

Adult educators, whatever the difficulties of defining the field
as a whole or even in part, have a role to play as managers working to
establish comprehensive learning opportunities for people after they
leave school. The job of managing adult education seen in this
context is a complex one because of the number of different providers
with different aims, varied sources of finance, and the effect of
Government intervention both legally and financially, let alone
changing learner perceptions of their own requirements. 1If a lifelong
learning system is to work by alliance, then those who might unite are
constantly changing. Managing educational opportunities for adults
involves working with adults to understand what their requirements
are, collaborating with other providers to build an integrated system
of provision, and arranging to modify this system as new needs from
adults and new requirements from local and national policy arise.

In the next section, some approaches to describing management
will be discussed with examples, when possible, from the education

management and team literature. We aim to find a way to use these



ingights to understand mare about managing educational opportunities
for adults in the complex and changing UK context.

1.2 Explanations of managing

"Problems are abstractions extracted from messes by

analysis; they are to messes as atoms are to tables and

gggggg:a.managers do not solve problems, they manage

Ackoff's vivid description(cited in Schon, 1983, 16) dramatises
managing as a disorderly process. Support comes from Mintzberg's
survey of managerial work studies, mainly American in origin.
Managers do much work at an "unrelenting pace", their activity is
characterised by "brevity, variety and fragmentation®; they prefer
live action and verbal communication -- talking, meetings, seeing
people face to face; and typically have much contact with people
outside their own managerial units(paraphrased from Mintzberg, 1973,
1980ed, 45-46).

It's possible to observe managers and see what they do. For the
UK, Rosemary Stewart(1982, 99) suggests that "it may be fruitful for
the development of our understandinglof management] to change the
focus from leadership to managerial work and behaviour." 1It's not
always clear what these observations of managers mean -- observations
must be 'explained’, in a technical sense. Explanatory models applied
to managing can be conveniently if inaccurately termed structural,
functional, social-psychological, or contingency.

Structural explanations focus on how the organization is put
together and how this affects managerial work. For example,
Cavanagh's(1983) staff in an FE college, cut off by low status from
information to act as they thought appropriate, use the informal
groups they belong to to improve their ability to affect the
institution. Matrix management systems are designed to spread
information more widely and to increase the number of potentially
satisfying working situations for an employee(Ferguson, 1980).
Instituting matrix management could well affect how Cavanagh's
informal groups behave. Lessons about organizational design are
learned from structural explanations, but they are not necessarily
independent of functional insights, as this example shows.

Where a manager is located in his/her organization matters.

Heads of Department in colleges are administrators, not academic



leaders(Twyman, 1985). This {s not surprising if we compare the
industrial middle manager's job with that of the college middle
manager, but appears contradictory if we look at further education
institutions' major aims which tend to be about learning and social
benefits to complex communities.

Functional explanations of managing deal with organizational
role, that is, what use the manager is to the organization.
Webb(1981) sees Head of Department functions in colleges as major
"forces for cohesion", as they are administrators responsible for
various forms of bureaucratic control, facilitators clearing a way
through the college's processes and liaison workers inside and outside
the institution(cited in Twyman, 1985, 338).

Characteristics of managerial jobs change with managerial level
according to Mintzberg(1973, 1980ed). Though all managers share the
work characteristics with which we began this discussion, senior
managers tend to do more representing of the organization outside it,
lower level managers more crisis handling and negotiating. At lower
levels, too, the work tends to exhibit more brevity and fragmentation,
and there tends to be more role specialization by functien, for
instance, a sales manager would concentrate more on interpersonal
activities, a production manager more on decision-naking with regard
to work flows.

Managerial 'style' is a social-psychological way to view
managerial action -- as the manager uses what s/he is to inform what
s/he does. Some group management structures are formed by managers
whose preferred style is sharing responsibility(Patten, 1981). What
is termed "delegation” can have the same effect, though perhaps not
the same cachet. Style brings managerial choice into explanations of
managing.

Managing can also be seen as a changing set of imperatives that
demand organizational, as well as individual solutions. Dynamic or
contingency models are favoured for this, like Stewart's "demands,
constraints and choices" which define a managerial situation(1982,
97). She concludes that managers have more choice than the
fragmentation of their work suggests.

Consultants hired by firms to improve performance sometimes use a

convening approach based on contingency modelling, asking middle-level
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