Chapter 5

Managemeint Improvement

INTRODUCTION

The Literature Review in Cha>ter 2 has revealed that during the last
decade there has been a great deal »f discussion about the adeguacy of
management education and its provision. In Australia, debates of this
nature have been accompanied by a large increace in the provision of MBA
programmes in most institutions of higher education and, at least during
the years of prosperity in the late 1980s, increased interest among
employers in sponsoring these progr-ammes (The Australian Financial
Review:1993). The university busiress schools appear to have played a
major role in this change - by increasing the number of student places and
the variety of courses at post-gradiate ard post-experience levels in
business and management studies. .~or example, some of the university
management education and developmzant programmes are conducted in
conjunction with employers in the workplace, using in—-company schemes,
or with commercial training organisations which traditionally are not

associated with institutions of high2r education.

However, despite these develipments and reported changes for
improvement on the part of the universities and business schools,
literature to date still reports diss.itisfaction with graduate management
education. It is therefore important to investigate this dissatisfaction,
through exploring the respondents’ rerceptions of the critical areas needed
for managerial improvement, their preferred methods of improvement, and
their ways of assessing the value ard effectiveness of the methods at the
operational level of managers and organisations. Perceptions of this
nature should reveal parts of respondents’ needs and expectations relative

to the management education enterp-ise.

Within the chapter, the follow ing main sections form the framework
of presentation:

] Critical Areas for Managerial Improvement,

2 Methods of Managerial Improvement, and

3. Value of Managerial Improvement to Management Performance.
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CRITICAL AREAS FOR MANAGERIAL IMPROUEMENT

The Most Critical Areas

Respondents were asked about th 2ir perceptions of the most critical areas
where typical Australian middle and ser ior maragers need to improve significantly.
Table 5.1 records their response.

Over recent years, a new set of catch phrases ras entered the corporate
language and been adopted by the managzment literature. ‘Downsizing, rightsizing,
restructuring’, ‘entrepreneur’, Te-eng neering’, 'Pacific Rim" and others, all
reflect the realities of daily life for orgenisations attempting to cope with
competition, economic unpredictability deregulation, demographic realignment, and
technological change. It is not surprisirj that all three groups of respondents
commonly regard the areas of strategic nanagement/planning and leadership as
critical areas for managerial improvem :nt. Also ranking high i1s the concern with
international 1ssues and competition at jlobal 1evel, a though this is apparently not
recognised by the student/graduate grotp who, together with the employer group,
regard entrepreneurialship as of highly critical importance.

From the data, it is clear that th2 background, sxperience and preferences of
the respondents affect their perceptions. An educator's research or teaching
interest, an employer of chief executive status whose organisation is short cf certain
management expertise, or a student wh¢, working as ¢ mid-level manager ir the
civil service, seeks career planning, are examples of factors which influence their
perceptions. When asked to explain the r apparzntly righ interest in the area of
managerial use of computers, the major ty of the educators in one business school
highlighted their school's recent, and ccstly, twinning arrangement with a computer
company to introduce computer simulations in i.s middie management and executive
programmes.

Interesting too are the underlyinjassumptions of the respondents which
influence their perceptions of the critical areas. The area of leadership skill, for
example, has been given prominence by 1l three groups of respondents. Views of the
respondents suggest that this is perhaps. due to the area's difficulty of transfer to
students (as acknowledged by nearly all of the ecucators), of teaching well (as
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Table 5.1

Perceived Critical Areas For Managerial lmprovement

Critical Areas

Strategic management/planning
Leadership

Corporate culture/values/ethics

Entrepreneurs/business managemen.

International/global economy &
strategies

Human resource planning

Coaching and counselling

Finance/accounting/financial planniag

Negotiation

Managing change/organisation
development

Managerial uses of the personal
computer

Performance management
Management of quality
trnovation

Developing/identifying managerial
talent

Team building
Managing People
Managing for productivity

Marketing/cross-organisational
effectiveness

Skilful use of influence
Labour relations

Career planning and management

Students/
Educators Employers Graduates
% Rark % Rank % Rank
92 1 96 1 91 1
72 ..... PR 88 ...... 2 ........ ;}.(.; ...... 2
24 ..... Lo 80 ...... S 35 ...... 8
e e 80 ...... S e 5
84 3 76 4 - -
88 2 ....... 65 ...... 5 ........ R o
e e 50 ...... A s S
88 2 ....... 50 ...... 6 ........ .4.5.) ...... 6
52 ..... 5 ...... 50 ...... 6 ........ e e
84 3 50 6 66 5
84 3 42 7 33 8
72 ..... PE 42 ...... e 41 ...... =
40 ..... c PRER e R =
SRR RRHRE 42 ...... e e 3
- - 19 8 - -
52 ..... 5 ........ ] ..9 ...... 8 ........ 33 ...... 8
52 ..... 588 ...... 2 ....... S 3
e S S PR 70 ...... o
84 3 - - 66 5
e e SRR R PR S
s S SRR e 417
SRR ERRERRE e PR =
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assumed by the majority of employers that ‘'management educators are incapable of
teaching management skills well) and c¢f uncertainty in scope and nature (as claimed
by a farge number of students/graduate:; that neither educators nor employers have
clarified the aspects of leadership expected cf them). In addition, the perceived
importance Of an area - such as the frecuency cf tasks, skills or knowledge used cn
the job, whether the area is essential to all levels and functions of managers, easy to
make errors on the job without it, the consequence of the errors, how critical it is to
effective performance, or whether it is ilready part of the management education
curriculum or not (for example, the areas in "innovation” and ‘'management of
quality’ are indicated as areas often neglected in MBA programmes) - determines it
as critical for managerial improvement

Nevertheless, regardless of individual values and convictions or neecs and
aspirations, the views of respondents su jgest that the areas presented are among the
most in need of managerial attention anc development today, and will possibly remain
so for the next generation of corporate 1:aders. Respondents’ perceptions in this
regard can be well represented by the fo lowing cbservation of one of the senior
educator respondents when commenting »n the varied nature of the list of critical
areas for managerial improvement:

Management education is not merely about developing managers. Nor
is it purely about strengthening organisations. Its real purpose is
its impact on the clients those organisations serve. So, ultimately,
our society must be better o'f.

(Ed:15)

This statement suggests an expar ded, even futuristic, view as to how
management practices should be regarded. What educators, employers, students/
graduates of this research regard as cri ical for managerial improvement, imply
that they are seeking alternate ways of rianaging organisations. From leadership
with a global sensitivity, to understandir g of the dynamics of the businesses,
entrepreneurial spirit focused on wealtl: creation, teamwork, strong interpersenal
and people skills, the ability to solve cor flicts before they occur, the capabiiity to
motivate people to do things they do not viant to do, ethical values to ‘do the right
thing, a client focus, orientation towards profits sufficient to reward shareholders,
growing the business adaptability based on sound judgement, courage for risk-
taking, founcation in basic disciplines such as financial analysis, curiosity teing
stimulated to look for new solutions to p ‘chlems, and even a passion for what one is
doing, are all points that come out. Any ¢f these characteristics is important, not



only for the organisation but also to the hation. Indeed, all these facets of
management practices were repeatedly stressed, yet rnostly found lacking, by the
respondents as they perceive today's majagers attempting to cope with rapidly
changing work environments.

Emphasis On Managerial Behaviour

Furthermore, the data reflect that the employer and student/graduate groups
tend to emphasise managerial behaviour in effective management - ‘knowing all the
management thecry in the world does nct ensurs that we will be better (improved)
managers’. A smaller number of educato -~ respondents than that of these twc groups
agree that management involves both cojnitive and benavioural skills. Literature
has revealed that traditional managemen. education has stressed for too long the
cognitive academic elements far above tae need for benavioural skills. Ina
sophisticated occupation like managemer t, it is difficult to imagine that the
preparation for it does not involve both c cademic and practical elements.

Perhaps what the data alsoreflect is that the challenge in managerial
improvement hinges on confronting and addres<ing reality. There appears to be an
underlying assumption among employers and students/graduate respondents that they
are more in tune with management realiy than the educators. However, their
individual motives - such as students se2king marketable qualifications like the MBA
in order to negotiate higher salaries and the freqguent urgent demands of business,
which render employers need for ‘quick -fix’ solutions - may well distort reality.

In addition, more than 50% of Australia"; managers have no formal educational
gualifications beyond secondary school (The Australian Mission on Management
Skills,1991:1). This apparent iack of managemsant-related education or training
make comments of the educator respondents such as ‘ernployers do not know how to
utilise MBA talents’, 'ask what the empliyers want ...... may get something totally
incoherent ... none of the organisaticns knowe anything about good management’,
difficult to ignore. As argued by one of tt e educator resoondents who believes that
employers are not always correct about nanagement reality:

In Australia we have a very hadly educated workforce. In some way

we [business schools] should be looking at raising the level of

education out there. The Au¢tralian businesses perform very badly.

Do they have the right to tell us or our best students what the right

kind of education that studen s should have, when they have not been

very successful in their own games” Particularly the manufacturing
industry which has been in dcwnward shift since the 1950s

L

(32
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What are the implications to mar agerial improvement of this conflict among
respondents? Whose reality is appropriate as ¢ basis for improvement?” The
majority of educator respondents also af pear to claim that they are more capable
than employers to assess the strengths a d weakresses of managers before designing
learning opportunities to develop the apoiropriate managerial behaviours. This
suggests a specific planning of mahagerxa] improvement. what approaches and
methods do they use, and what is the comaatibility of these to the needs of employers
and students/graduates?

METHODS OF MANAGERIAL IMPROVEM INT

Respondent perceptions about methods of managerial improvement appear to
revolve around the approaches of management education, development and training,
together with modes of on- or off-the-job learning. The emphasis, particularly of
the employer respondents, is that any of these approaches or modes 'must relate to
what participants are doing in their worl and no: to some kind of academic fairy
land"

Nevertheless, as respondents ider tified tre methods of improvement, the
boundaries between management education, development and training became
blurred. The gene~al understanding of th:se approaches among the respondents
appears to be that: management education is formal, award-based, systematic,
conducted at academic institutions, of longer duration; Management development 1S
non-formal, of shorter duration, topical, conducted by academic or non-academic
institutions on- or of f-the-job; and menagement training is skill-base, formal or
non-formal, mainly short programmes conducted at technical training level on-the
job. Furthermore, all three approaches :an be interlinked with experience
gathering However, few respondents atte mpted to classify the methods of
improvement. For example, a targe numt.er of the respondents are of the opinion
that the development of managerial skills should be part of the managemert education
curriculum. Table 5.2 shows the categor es of method of managerial improvement as
identified by the MBA-related educators, employers and students/graduates, the
percentages of mention and the rank orde - of the mentions.
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Table 5.2 Perceived Methods 0 Managerial Improvement

Students/

Methods Edicators Employers Graduates

% Rank % Rank % Rank
Self-directed reading 24 5 S0 3 54 4
Correspondence courses 84 1 34 S 54 4
University or institution 84 1 40 4 62 2

programmes

On-the-job experience 60 2 65 1 70 1
On-the-job training 52 4 53 2 58 3
wWorksheops/conferences 56 3 - - 70 1

Relepance To The Workplace

Respondents in general indicated that the perceived relevance to the
workplace determines their preference “or a pa~ticular method The emgloyer and
student/graduate groups, for example, tank on-the-job experience and on-the-job
training activities higher than more forrial academic courses in universities and
other institutions. This preference for iriprovement methods also suggests that what
managers need to learn to improve thems.elves and the workplace is very different
from what is conventionally taught in uriversit'es. There appears to be a ‘practical
viewpoint' (zs emphasised by all employzars) and an ‘academic viewpoint' (as
maintained by all educators) within the data, resulting in different, if not opposite,
emphases of the two groups as they regar d the same topic areas.

Data presented earlier in Chapte - 4 reveal thet employers, in particular,
perceive job skills and experience as extremely impor:iant to managers. Thus the
methods of improvement will respond to :he needs of the specific jebs. To them,
interpersonal skills include the abilities to be social, develop others and relate
interpersonally, and problem-solving is lefined by skills such as strategic,
conceptual and critical thinking; and only 2 few skill areas - such as financial
analysis or technical report-writing - cay be ascociated with those offered in
specialised degree programmes like the I'BA. Whereas to the educators, management
improvement programmes should emphas ise the interpersonal roles of being a
figurehead/leader, or the liaison and infcrmational roles of being a monitor,
disseminator, and spokesman; and decisi)ns-making roles should include being an



entrepreneur, disturbance handler, resoirce allocator, and negotiator (adopted from
Mintzberg,1373,1389). In short, where emplovers consider that experience and
training-on-the-job should focus on ‘per sonal values', educators consider that
educational or developmental programme s of fered by the business schoels should

focus on 'scientific values'

Employer respondents in particu ar, while recognising that a strong and
generalist foundation within managemen: education programmes broadens the
experience of a management career, empiasise that these programmes have not
responded to their concerns for managerient imorovement. Here, the employers
reiterate the absence of managerial job skills in busiress school programmes,
particularly those of the 'personal values' - from leadership skills, interpersonal
and organisational communications to shhwing initiatives, developing optimistic
outlooks about people and organisation, :ntrepreneurial and international skills, and
others. As respondents attempted to define leadership skills as follows, there seemed
to be a consensus among the employers that current management education
programmes of more ‘'scientific values' have failed to address this aspect of job skilis
of the managers:

leadership skills:

*Negotiation skills
"developing impartiality end gain'ng acceptance as a mediator.”
“creating an atmosphere for negotiation.”
"cutting through to the nitty-gritty and to deal with the real issues.”
“negotiating a best soluticn for tre organisation and the employees.”
*Establishing a purpose directior:
“creating and communicating a vision of the future.”
“establishing progressive joals consistent with organisational gozals.”
"planning the steps requir 2d to achieve the goals.”
*Coaching
“guiding and motivating staff to parform well and achieve goals.”
“providing feedback on pe~formance.”
“developing skills of staff "

Intellectual Emphasis Us Mari:et Dernand
Educator respondent views on thic matter are quite diverse and not as

unanimous as those of the employer respondents More than half of the educators
interviewed stress the intellectual empaasis of university management education
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which teaches students rationality based on analytical criteria, judgement based on
evidence; even intuition, it is based onreasonirg. They regard management
development or training as only meetin¢ the short-term needs of managers and their
organisations, thereby neglecting the lchg-term educational purpose.

These educators also maintain thit to educate the next generation of business
leaders, it is essential to teach business understanding and management skilis as a
complex whole instead of aset of disparate functions or skills. Recognising the rapid
changes of the organisational environments and in an attempt to make education more
practical and less theoretical, they stress that they have re-designed the curriculum
by including, for example, team-work axd leadership, placing greater emphasis on
globalisation and quality and adding real -world consulting projects and field
assignments as experiential learning me thods. |1 addition, they view university
management education as playing the roie of developing learning organisations for the
managers through identifying new goals monitoring progress and generally
upgrading the quelity of managerial imp-ovement

A smaller number of the educato s interviewed, on the other hand,
acknowledge the importance of meeting riarket cemands. They advocate that
management improvement be customise 1 for individuals or organisations not only in
content, but also in structure and modes of learning. In their exploration of the
needs and expectations of the employers ind stucents/craduates for management
improvement, thereby making it possible for educators to address the specific
problems business and organisations are facing, cne of the three business schools
actively engages its educators in executive development programmes. The educators
of the school emphasise that, apart from economnric considerations, these programmes
are the chief source of strength for thei-MBA programme. They claim that the
school is closely involved in tailored exe tutive crogrammes and has ‘becorne one of
the largest acadernic institutions offerir g executive education in Australia’

In addition, the school's managerr ent devzalopment centre has had some 6,000
people from over 500 companies attend ~he programmes, as well as people from all
branches of government. They also emphasise that the base of knowledge acquired
through this teaching industry has enabled the school and its faculty to identify and
develop the core concepts and key learning factors unaerpinning an appropriate
management education for today's and t¢morrow’'s managers. Furthermore, joint
research ventures of the school with con panies - another process of generating the
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most up-to—date teaching materials anc units in the M3A course options - and a
range of consuitancy services enable them to practise what they preach.

Different Types Of improvement Serve Bifferent Purposes

The data suggests that one appr¢ach or method of managerial improvement is
not necessarily better than another. It ¢ ppears that different types of improvement
serve different purposes. Among the orjanisaticns in which the employer and
student/graduate respondents work, excmples of integrating university and
institution programmes with on- or off -the-joo development or training, and guided
mentoring, are not uncommon. Within tye emplcyer group, training officers of the
larger, national organisations report thit increasingly they are combining internal
and external programmes - for example, ‘bringing in external professors to teach
certain modules, but there is that direct link to the existing corporate culture that
we want to develop’.

In these organisations there ism ich more detailed analysis of what the needs
and objectives of the organisation are ar 3 who can meet those needs before exploring
external management education or development programmes. Another employer
respondent indicates that his organisation, in contrast to the previous practice of
solety relyirg on business school prograinmes, ras now adopted a culture of ‘growing
its own' top managers where junior managers of the best intellectual capacity,
strategic, innovative and entrepreneuria potential, are selected for a series of
internally designed experiences and prourammes stretched over a period of 10 years
and that at the end of this period managers will oe eligible for senior executive
positions.

Organisations are cost-conscious, and rightly <o. The apparently increased
emphasis on maintaining corporate iden’ ity, culture or objectives in managerial
improvement programmes may well be a way of meeting organisational needs anc
addressing the specific problems relativ 2 to the organisation, thus generating real
benefits of the programmes to the organ sation. But does this approach really
enhance managerial and organisational effectiveness?

DALUE OF MANAGEMENT IMPRODEMENT TO MANRGERIAL PERFORMANCE

Rank orders displayed in Table S.2 suggest that conflict exists between
educators, employers anc students/gradiates about the perceived value of the various



methods of managerial improvement listed. Earlier observations in this Chapter
(pages 145 and 146) explain the high v ilue given to on-the-job experience and on-
the-job training by the employer group. Student/graduate respondents also value
on-the-job experience highly. The follovving comment of a graduate reflects the
perceptions of this group:

| might have gained some tools and some confidence from the MBA
programme. But the degree i:self has not qualified me as a manager.
| become qualified only through performance in the workplace when
my colleagues, and subordina:es, think of me as a manager.

(5/6G:03)

However, the majority of educator respordents expressed concern about the
needs-focused or organisation-designed and -ccntrolled management improvement
approaches increasingly favoured by employers. All three schools indicate that they
have been approached by some employers for accreditetion of similar type of
programmes. There is an example of a bank which attempted to negotiate a Master of
Management Degree which would be of 2 years duration, with 40% of the curriculum
in-house based, and would cover "a wide " range 2f management skills more
appropriate for general mangers than the MBA brovides'.

In fact, the literature reveals the t the Association of Professional Engineers,
Scientists and Managers (Australia), orijinally a professional body, operates its own
MB.A. (Technology Management) in conjunction with Deakin University. The
Association is now one of the largest pr vate providers of MBA degrees in the country
(Karpin,1995:302). The Australian Management College at Mt Eliza too, renowned
originally for its short-term executive jevelopment programmes, has achieved
accreditation from Monash University for its graduate Corporate-MBA programme

There appears to be an emerging trend that employers and non-academic
institutions are either seeking or have begun to operate MBA status education outside
the business scheol environment. Howey er, conrments from respondents also reveal
that the costs to organisations to 'tailor-make’ courses are high and may require tens
of participating students to make them cost-effective. For this reason, only the very
large organisations, or groups of organications are able to consider this approach.

Quality And Status

Concerns of the educator responcents regarding corporate-operated
management education appear to revolve around the issues of quality and status. They
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stress that this type of management education emphasises corporate lives and values,
thus destroying the main learning exper iences. Participants may learn to be better
specialists of functions relative to the ¢rganisation but they lose the cross-
fertilisation of ideas with a wider spectrum of managerial talents. In contrast,
university-operated management education provides the tink to these talents and
develop experienced functional specialists into generalist managers. The narrowly-
focused corporate context does not serv:: this purpose.

Furthermore, the possibility tha. any organisation may be able to create a
degree for itself, without an identifiable core common to the standard and rigour of
the national or international managemen: education, to as high as graduate education
level, and ultimately free of independent and diligent academic checks and
evaluations, is a majo~ concern of these educators. Tris possibility undermines a
wetl established and distinctive approach to mar agement education. The following
comment of an educator reflects this any iety:

Unless universities impose their standards and continuously question
and criticise things, which is the nature of the university, degrees
of this nature have no effect Employers approach universities to
seek respectability because reople there understand well why things
are the way they are. So unl:ss you teach the why as well as the
how of standards, you are really prostituting your own institutions.

Among the educators, there also ¢ppears -0 be a significant sense of
powerlessness. They acknowledge, onor e hand, tye dileamma of having to eventually
meet the employers’ demand for an alterr.ative managernent education if this is what
the market wants - the same way as the 7 have been making changes in order to
maintain market shares. On the other hend, the likely event of proliferation of
corporate-based graduate management gualifications and the lack of consumer
protection agencies in Australia is extremely disturbing. A small number of
employer and student/graduate respondents also share their concern.

Methods Of Euvaluation

when asked about the methods ot evaluation of the managerial improvement
programmes and ways of yielding benefits of the orogrammes to the organisation,
respondents surprisingly provided very ittle data. Only 15% of the organisations
represented by the employer and student '‘graduate respondents of the research
conduct some kind of cost/benefit analys<is of th2ir managerial improvement efforts.



These organisations practise limited an 1 unstructured avaluation methods, by
relying essentially on factors such as irnproved sales results, change inbehaviour,
beliefs, expectations or performance, a2 d sometimes by simple 'reaction’
questionnaires. The others do not evaluate any programmes at all, often due to its

low priority or that 1t is not a requiren ent.

The educator respondents strese that employe~s' ‘intuitive’, ‘common sense'
or ‘'uncontrolled’ approaches to evaluation rendsar the validity, reliability and
accuracy of measurement methods questionable |t appears that although evaluation
is, seemingly, an important concern to the three grours of stakeholders cf this
research - in terms of the time, effort ¢nd costs expended by each group - it is the
least explored by them. In fact, the literature also gives little coverage of
measurements or cost/benefit analysis >f manacerial improvement methods. The
absence of reported extensive investigations on evaluation issues may have
contributed to the respondents’ apparent lack of information and ability in making
evaluations or, in turn, fuller utilisation of management improvement.

Nevertheless, there appears to be a consansus among respondents that many
factors and variables distort evaluation. Apart “rom a great range of values and needs
in a diversity of environments of the dif ‘erent stakeholders, there is also a great
range of roles and activities expected of managers. History on management has alsc
shown that many successful leaders and managers have emerged from places other
than business schools or any development or training orogrammes. it is therefore
difficult to claim that there is one best inethod >f managerial improvement, or to
assume that the search for alternatives should only revolve around graduate

management education.

The educator respondents tend to believe that the current management
education or development programmes v hich they are operating empower the
participants and develop them as leaders for corpetitive and creative organisations.
There is a high level of satisfaction invisw of the perceived success of the MBA
education (as reported in the Titerature -egarding the large number of students
applying for admission and the good sale~ies paic to graduates). Hence, they are
satisfied with the quality of the job they are doing in educating students for
productive careers in the business worlc and advancing the knowledge anc practice of
business and management.



This degr=e of pride may have generated a leve! of complacency which
precludes the need for measurements of their acticns which they claim as responsive
to the demands of the markets. They als) stress that instead of evaluating the
institutional machinery in detail, scarc time and financial resources should be
invested in studying various proce.ses ¢f management education inside and outside
business schools and its impact on the Zustralian community.

The employer respondents, amid these optimistic perceptions of the
educators, increasingly seek alternative and mcre suitable means of improving
management performance, claiming curr ent management education impractical, toc
theoretical and lacking skill-focus to core with the needs of business and
organisations. None of them, however, I as indiceted a plan or policy of assessment.
On the other hand, there is a tendency to believe that any attempt at improvement
‘benefits in some way' and is 'an approp! iate thing to do.

Among a smali number of employer respondents, there is a belief that
managerial imprevement ismeant for th: select few who have the best potential and
that, inreality, the majority of managers are not employed for executive
development purposes. Therefore, little or no emphasis is placed on concarted
efforts to transfer learning, or utilise 1* to maximise managerial or organisation

effectiveness.

The student/graduate respondents tend to agree with the employer
respondents that management improverient ‘benefits (them) in some way'. Their
assessment of the value of a method is based on the suitability to their tasks, of what
they have learned and their enhanced, or otherwise, ability to perform the tasks
after learning. Naturally, they appear tc¢ be chiefly concerned with benefits to
themselves in terms of credentials, capabilities, marketability. Any method
enhancing these qualities is therefore ef “ective. Inaddition, similar to the educator
respondents, this group of respondents 13 MBA-relatec and appears to share the
educators’ pride in business school educz: tion. As one graduate pointed out:

What contributes to this pride? It is part of building up a mystique
of how difficult the course ic, how challenging it is. There is
nothing like previous graduat2s who keep reinforcing that mystique.
I am too honest, sometimes | tend to underplay perhaps how difficult
parts of it were.

(3/6:232

So it appears that even the MBA xperierce along, in overcoming the
pressures of competing within an imprecsive crowd of students, sharing and gaining
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knowledge, which serves to complement a sophisticated education experience aimec at
elevating participants to view points aniresponsibilities of leaders at more senior
management, already assures a sense of value and effectiveness 1n the minds of these

respondents.

CHAPTER SUMMRARY

This chapter has revealed that ccnflict abounds among educators, employers
and students/graduates regarding the cr tical areas of management currently in need
of improvement, the various methods of improvement, and the ways improvement
programmes are utilised and evaluated for maximising managerial and organisation
effectiveness. D:fferences inpriority determinz needs and expectations. While
educators favour the objectives of broacening the manager's frame of reference,
understanding and perspective, employer s and students/graduates call for less
analysis of prescription, more soft mate-ial and ‘nsights into how the world of
organisations really work, as opposed th how it shouldwork - a more practical
process said to be best tearned in real managerial environment and usually found in
non-formal and non-qualification progre mimes conducted inside organisations.

The essential argument is that thzre is no ‘'one best model” of management
improvement, and therefore 'no one best way’ of educating, developing or training
managers. At best, there appears to be g range ¢f broad models which illustrate
particular aspects of managerial reality. The contrasting needs and expectations of
the three groups raises several questions impacting on the future provision of
education for managers: What facts, technigues or attitudes have participants gained
from the current provision of managemerit education? How satisfied with the
education are the participants? Does the gain lead to effective managerial
performance? What is the effect of this gain on the employing organisations?



154
Chapter 6

The Current M.B.A. Programmes

INTRODUCTION

How well do the MBA prograinmes c¢ffered by Australian universities
satisfy the needs and expectations »2f the three major groups of
Stakeholders in the management edication enterprise? The previous two
chapters have analysed some of the stakeholder needs and expectations and
the values influencing the satisfaction of these needs. This chapter
focuses on how each group perceives the current MBA programmes

operated by the Australian univers ties.

Issues such as curriculum, structure, students and faculty, teaching
and learning - all of which reflect ‘he purposes, role and practices of a
business school - are being explored in this chapter. The aim is to seek
further evidence on whether and/or to what extent overall operaticns of
the MBA programmes may or may nct be meeting the needs and
expectations of the respondents, so that in later chapters implications for
the future of MBA education and re:-ommendations for appropriate

management education can also be crawn from this analysis.

Within the chapter, the following main sections form the framework
of presentation:
!. How Suitable 1s the Curriculum Content of the MBA

Programme?,

2. How Appropriate Is th: Structure of the MBA Programme?,
3. Are the Correct People Attending the MBA Programme?; and
4. How Effectively Taugh: is the MBA Programme?

HOW SUITABLE 1§ THE CURRICULUM CONTENT OF THE MBA PROGRAMME?

The Titerature review in Chapter 2 reveals that in all the debates about
developing managers, there is very little about the specific curriculum content
suitable for this purpose. Unless the 'syllabuses’ - whrich have been widely
criticised - are known and understood, d scussicns will continue to be full of
misunderstanding. At the apex is the ME A, currantly of fered in one form or another



155

by over 38 institutions in Australia (The Australian rinancial Review, 1896) and
countless others elsewhere, especially 11 the United States.

The relevant literature claims tr at the MBA has been hailed as the common
currency for top level management in mmJch of the world. In many countries it is cne
of the key routes to career advancement. In fact, all the educator respondents of this
research stress that their MBA progran mes cater for the aspiring senior manager.

Range Of Curriculum Content

A survey of the curriculum of ME A programmes offered in the three
nominated business schools of this rese:rch reveals ar extensive range of content and
specialisations. Some of the specialisations are < follows:

- General Management

- Finance and Accounting

- Marketing

- Organisation Studies

- Operations

- Information and Decision Analysis

- Law and Management

- Strategy

- Public Sector
- Research

Under these specialisations, core and elective units are designed. Figure 6.1 shows
the range of subjects offered by the thre: business schools. The subjects are
classified under context, strategy and skills. Each of the three Deans claims to have
developed one or more distinctive charac:eristics from these subjects into sources of
competitive advantage. Intwo of the schools, finance and accounting are specialities,
while in the other school it is the operat ons and logistics of manufacturing
management. All three schools emphasise international perspectives in their MBA
programmes.

According to the educator respondents, the specialisation in Organisational
Study covers topics such as leadership, jroup behaviour, motivation, ethics and the
like which have been generated by social scientists observing managers managing.
The remaining specialisations are about the env ronment of the manager, which fills
the larger part of the MBA syllabus. This covers topics such as the economic forces
which affect the organisation in which tf e manager works, both the effects of
national and international macro-econor ic policy; the demands of the financial
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Figure 6.1 MBA Curriculum Content Bange

Context Strateqgy
Management Politics Management Foundations
Ethics in Management Financial Management
Management Environment Marketing Management
Human Resource Management Strategic Management
Public Sector Management Investment Management
Management Economics Global Strategies
Organisational Behaviour Enterprise Management

Management Consulting

Skills
Managem¢nt Accounting
Technology Management
Information & Decisicn Analysis
Operatiors & Logistics Management
Management Communications
Corporate Acquisitions
Marketin¢ Research

institutions - banks and stockmarkets, the tools of information and control such as
accounting, information systems and qu: ntitative analysis; and structure of the
organisation - its legal framework, the ~ole of urions, the nature of procuction,
marketing and distribution.

It is unanimously claimed by the educatcr respondents that ‘anybody engaged
in the world of business definitely profits from this type of curriculum’, and that the
work of the business school should not b : dismissed as irrelevant to the activity of
management. Rather, what has been taujht in the MBA programme is necessary for
the well-educated manager.

Emphasis 8f The Curriculum Content

In reference to the suitability of MBA curriculum content, respondents
1dentified the emphasis they saw as beir 3 given to these content areas. Table 6.1
shows the categories of these emphases, the percantage of mentions and the rank
order of mentions. It is interesting to no e that some o the categories such s
Initiative, Oral Communication, Risk Taling anc writtzn Communication are not
listed within the curriculum of any of tr2 three schools, yet time and again they are
raised by the respondents as essential eriphases of the MBA. These, along with
Leadership/Interpersonal Skills, are con monly known as 'soft’ content. Data suggest



that respondents are generally of the opir ion that. these aspects are given low
emphasis in the MBA programmes.

Earlier analysis on managerial s :1lls (Chapter 4; page 128) and on the
critical areas needed for managerial improvement (Chapter 5; page 140) reveais
that today's business is urgently inneed of the 'soft’ skills. Datain Table 6." appez-
to support this analysis as a large percen.age of the emoloyer and student/graduate
respondents do not perceive emphasis ha’ing beer given to the Leadership/People

Table 6.1 Perceived Emphasis Which 1s Currently Given To
The Development Of Uarious Management Expertise In An MBR Curriculum

Students/

Emphasis Educators Emplovers Graduates

% Rank % Rank % Ranrk
ANALYSIS 40 1 61 2 41 4
COMPUTER 16 4 42 6 54 2
DECISION-MAKING 32 2 65 1 50 3
INITIATIVE 8 6 - - 8 9
LEADERSHIP/PEOPLE ISSUES 12 5 34 7 20 8
ORAL COMMUNICATION 12 5 30 8 25 7
PLANNING/ORGANISING 20 3 53 4 58 1
RISK TAKING 4 7 46 5 29 6
WRITTEN COMMUNICATION 16 4 57 3 37 5

Issues content, declaring the MBA progra:nmes as ‘'mainly business study courses and
not addressing the 1ssue of management s<ills’. While the data of the educators
indicate some concern about the 'soft’ con:ent, emphasic is placed more on issues of
Analysis, Computer, Decision-making ani Plann'ng - the "hard skills usually based
on guantitative or statistical techniques (r models.

Respondents appear to define the cifferences between 'People’ and "Analysis’
content as follows:

People issues: motivation, organ sational culture, human dynamics,; people
and technological change, particularly in ~elation to wcrk practices, work
organisation, personal skills, and job desijn metrodologies that have become
counter-productive; alternative work pa:terns; continually re-skilling the
workforce; encouraging people to be innosative; appropriate reward systers;
personal development strategies to matct corporate strategic planning.

Analysis issues: finance and acccunting for strategic planning and

management, including strategic planning and management of technology; firance and
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accounting for non-cost bases for competition and market success; the iimitations -
particularly for strategic purposes - o™ conventional analysis and money
management techniques; technology ani:lysis and forecasting; competitor analysis.

Educator respondents’ argument for the analytical issues is that these are
skills which improve a manager's prob em understarding, reduce subjective
judgement, allow deeper analysis of a groblem, enable justification of a decision and
more confidence in the final decision. ~'0 them, these techniques are invaluable to
senior managers as management is abot t making choices in terms of costs and
benefits. They stress that the major drawback against the use of these skills is the
employers' and their organisations’ genzral lac< of knowledge about the skills, hence
the more reason they should teach man: gers thase sk lls.

Associated with the quantitative issues are the views of employer ard
student/graduate respondents that thece conteat emphasise ‘theories’, rather than
‘real-life’ and 'practical’ use to amanajer's work. To this, a large number of the
educator respondents argue that theori:s uncerpin practice. MBA students who have
had some vears of work practice requir: theories which enable them to understand
how and why a management practice me:y be effective or otherwise. This
understanding is essential if MBA gradu ites are expected to adapt and handle change
in their work environment. These educ:itors maintair that the key issue is to ensure
that the theories are relevant to managerial prectices and demonstrate how the
theories underpin practice.

However, views of the educator respondents reveal other underlying
assumptions. The majority of educator “espondants acknowledge that 'soft’ skills
(perceived as important to managers) a-e areas which have not been well developed,
hence educators have difficulty of ‘'doir g it right’ = amajor reason which explains
the perceived inadequacy of MBA conter t. Howzver, the greater underiying
assumption appears to be that the MBA ¢ ducators do not regard the 'soft’ content
required by the managers suitable to th2 MBA curricutum. As pointed out by two of
the educator respondents:

There are always tensions whenever we talk about adding more skill
emphasis such as leadership or people management in the MBA
curriculum. There seems to be no strong reasons other than
conservatism perhaps.

(zd: C2)



The major reasons we don't tz2ach these critical issues well is
because if it is seen that we teach these often untaught things well,
it will be more difficult to t2ach and justify what we already teach.

It appears that traditional business sche ol values are very much adhered to by the
educators.

It is of significance to note that v/hile sorme of the educator respondents claim
that 'dramatic’ changes have been made in the MBA curriculum to suit current
managerial needs, they tend to choose wt at they wish to teach rather than what
business organisations really need. Som: of them believe that skills or
competencies, including for example cress-cultaral skills which hinge onvalues and
attitudes, cannot be conveyed in a course or at graduate level but should be embedded
in work experience or work training. Furthermore, as it takes a significant amount
of time for managers to acquire the skil s through the workplace - skills which are
subject to change and specific to situations - the MBA programme should not aim at
serving this purpose.

There appears to be a significant jap between what the educator respondents
consider as suitable content for a senior manage-ial education and what employer and
student/gracduate respondents regard as “he work and involvement of a manager.
Within this gap, while the understandinc of @ ‘'manager’ is uncertain, the
understanding of a'senior manager' is evan more unclear. It is also interesting to
note from one of the Dean's view that he :s not in & ‘production line’ business of
‘turning out’ managers, and that he attemts to provide an education which gives
students a ‘different approach’ to manage nent - a willingness to analyse assumptiors
and an ability to think and act creatively

Design O0f The Curriculum Content

Perhaps closely related to the emohasis of content in MBA programmes is the
issue of how the curriculum content is de signed, which judging from the cverall
views of the respondents also explains wy emplover and student/graduate
respondents at large regard some content as irrelevant and not addressing the needs
of the managers. There appears to be litt e practice among the educator respondents
of designing the content for more gualitetive or 'thick’ descriptions - that is, ‘paying
homage to the overt and covert, the emot onal and rational, the flux of changing
patterns, the layers, depths and contrad ctions' (Quillien,1893:20). One of the



160

educator respondants, a professor in Accounting, who stresses the importance of
qualitative treatment of the MBA conten:, expiains that

A conventional feature of a unit like Accounting is that it is
accurate, it balances. It is z great quantitative discipline. It is all
about judgement. ... Lying behind those numbers are whole
strings of value judgements. There is also a whole 1ot of arbitrary
assumptions. And we should get intc those parts much more.

This is how | think trat good managers will have to
understand the future.

(Ed:11)

About a third of the educator respondents appear to share this view. This is
reflected in Table 6.2. These data appez~ to support those of Table 6.1, viz that
employers, together with similar concerns indicated by the student/graduate group,
regard the current MBA content as more juantitative than qualitative.

Table 6.2 Perceived Amount Of Quantitative And Qualitative Emphases
in MBA Content

Students/
Educators Employers Graduates
Quan./Qual. Quan./Qual. Quan./Qual.
% % % % % %
TOO MUCH 12 16 65.3 11.5 45.8 8.3
ABOUT RIGHT 60 64 26.9 23 41.6 50
TOO LITTLE 25 20 7.6 6.3 12.5 41.6

One of the chief concerns of the e nployer and student/graduate respondents is
that MBA subjects appear like a series ot 'seminars on basic business functions such
as marketing, finance and operations. The content does not cover cross-disciplinary
issues such as quality management, customer se~vice, change management,
entrepreneurialship or international bus ness - areas which demand the
integration of the knowledge acquired from the various MBA subjects anc areas
which may well provide opportunities to nake educaticn iess theoretical and more
pragmatic. There appears to be a consensus among these respondents that educators
over-emphasise function-specific knowl:dge with litt e regard for developing the
cross-functional aspects of management, thereby discouraging development of the
broad insights necessary for managemen'.



This results in the MBA curricul 1m focusing on developing analytical skills
while sacrificing the equally important and often cross-functional interpersonal,
leadership, social responsibility, global or other 'soft skills. These respendents
also perceive that there is an ™BA philcsophy’ which demands building the course
around traditional subjects, and educatc~s deal with subject probiems only, thus
failing to develop students to think across disciphinary boundaries and address
complex organtsational problems. The fcllowing commrents of a graduate, now a
senior executive, reflects the concern o1 he and his counterparts that their
expectations cf the MBA were higher thay what the programme was able to offer
them:

) have had near 20 years of rianagerial experience. | was seeking
the ability to frame problems adequately and make discerning
judgements about what really is a critical factor and what is less so
in this messy world of globa isation, political fragmentation, foreign
assignments, unpredictable muarkets and so on. In short, | need an
appreciation of the complexit/ of organisational life, not just
specific knowledge, models, -ationality or managerial control.

(5/6:21)

This suggests that cross-disciplnary thnking 's essential for the type of
qualitative cor 'thick’ emphasis of conten: required by MBA graduates. It also appears
that gualitative answers within an MBA program me will dominate, well above the
need for statistical analysis.

Academic Values Prevailing Uson Curriculum Content/Design

Linked to this inadeguacy is also ~he employer and student/graduate
respondents' perception that most of the educzators are locked into a set of academic
values. To them, educators appear to de ine their career in terms of research,
advancing their own discipline and addres.sing tha requirements of the academic
community rather than that of the busin2ss community. As aresult, their p~oblem-
solving approach is likely to be different and inadequate in addressing the problems
and concerns of business. Furthermore, 2zademics seer to be accustomed to
operating as individuals, designing syllat uses and teaching in styles deemed
appropriate by themselves. In so doing they ensure the replication of the traditional
institutional value of structuring a busin>ss school where ‘people of economics
department and accounting department never tal< to each other’. Hence, as the school
develops, the same disciplinary problem arises.



The employer and student/gradua e respondents pointed out that these
educator and business school values - which impact di~ectly on their actions, the
MBA programmes they provide and, ultinr ately, the satisfaction or otherwise of their
clientele - are not usually examined. They also stressed that their declared need for
‘'softer’ and relevant managerial skills in the MBA curriculum should signal a change
in the cultural values of the educators. However, more often than not, these values
constitute substantial barriers to change.

Only a small number of educator ~espondants appear to share these views,
pointing out that there 1s an extremely snail literature available dealing with the
advantages of the gualitative approach ar d it is difficult to build courses around such
an approach uniess the traditional acaderic way of structuring and fearning also
changes. Nevertheless, change is taking place as faculties attempt tomeet on a
regular basis to ensure that what is taucHt in one discipline is quickly linked to
another. Team teaching, computer simul ations, multidisciplinary case studies and
field preojects are also added to the core subjects, but 'so much more work has been
heaped on the students that staff have sirce had to scale back additions in course
reguirements, examinations and leadersrip exercises. One of the educators indicated
that:

This is a slow, evolutionary grocess. | am not proud of the fact that

we have not taken the leaderchip in curriculum change and moved
significantly. | think it sets a tone for the entire business school.

(Ea:207

Once again, whose values and whese needs are more important, what to
include and what to remove from the cur “iculum, are issues yet to be resolved. The
observations in this and earlier analysis :hapters suggest that proponents of the
‘hard and 'soft’, ‘skilled and 'non-skillec’, ‘quantitative’ or ‘qualitative’ approaches,
are continuously locked in a 'dialogue of the deaf , where personal needs and
expectations will not be surrendered. A raspondent even suggests that the title
Master of Business Administration is at fault, creating uncertainties where the
educators emphias:se content for Busines'; understanding and the employers and the
industry at large emphasise content for s«\dministration understanding. it appears
lkely that it will oe some time before suitable MBA content are widespread within
the business and school communities.,
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HOLW APPROPRIATE IS THE STRUCTURE 1)F THE MBA PROGRAMME?

Just as there 1s no single definit on of mznagement, no single structu-e of the
MBA programme can be right for every ctudent. Students’ ability to perform
effectively in MBA studies hinges on their learning experience and the structure of
the programme influences this experien:e. The three business schools vary in the
structural design of their MBA programmes - number of years in duration, full- or
part-time and number of semesters per year. The literature atso reports of
distance-learning, company-focused anc consortium MBA structures in other
institutions .

Figure 6.2 shows the structures >f MBA programmes found within the three
business schools. In its early days, gradiate management education was gearsd
primarily towards full-time students. 1oday, however, many business schools
offer, and sometimes concentrate on, prcgrammes designed for students in
employment and with less time to study. Cne of the schools of this research cffers
the traditional 2-year full-time structure, whil2 the other two schools offer the
intensive 12 months or 18 months full-time structures, which can aiso be studied
part-time. The intensive MBA programm es, having fewer contact hours than the
traditional structure and covering the basic curriculurn, cater for executives with
advanced business backgrounds.

Figure 6.2 Structures 0f MBA Programmes

Business School Business School Business School
1 2 3
Duration/ 24 mths f-t 1Z rths f-t 18-24mths -t
part-/fuil-time 24-36 mtns p-t 20-36 mths p-t
No. of Semester 4 3 3
on-/off-campus on-camepus ch=Carnpus oN-campus

(a'soinplan
‘open-learning’
mode)

Criteria For Selecting An MBA Programme

Respcndents cited the following criteria for seiecting an MBA prograrmme:
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- reputation of the business school (pub ished ranking; whether the school 1s
a 'good’ school);

- size of the business school (nurnber of staff; respectable’ premises and
settings catering for matire students, such as the availabiiity of
syndicate rooms and a reireshment area);

- content of the MBA programme (subjec:s of interest to student;
specialisations In areas nnportant to student's job needs, such as in
organisation behaviour, iyternationalism, entrepreneurialship or
finance);

- teaching staff (reputation; type of instruction and its effectiveness);

- structure of programme (durziion; fLli- or part-time; timetable and

hours of attendance per week);

- facilities (library; placement cervice; support systems such as in
computing and photocopy ng);

- location (proximity to work or home),

- culture (research or teaching c jiture ard effect of it on students);

- graduate comments (atmospher : of learning; degree of difficulty of
programme; overali effectiveness of programme); and

- fees (up-front and hidden).

Of these factors, the selection of an MEA programme, in the majority of cases
among the student/graduzate respondents, is detarmined by how the structure of the
programme compares with their person: | needs - career plan, work or education
background, interests, capabilities, fam ly commitments, and others. Whiie there is
a selection of study modes to complete th2 degree, economic necessity and time
constraints appear to be the most criticet factors determining their plan of study.
These factors are more associated with thye structure rather than with the fees of the
programme. To some of these responden s, the need to be inemployment, or not
choosing to give up two years of experiece, salary and promotion or other
advancement possibilities, have prohibit 2d them from attending the two-year or
full-time programmes, in which case th: one year intensive or part-time
programmes are suitable to them. Those who selected the two-year or full-time
programmes were mostly self-supportec with only 3 ¢f them sponsored by
employers.

impact 0f Structure 0n Studeat Performance

S0 how does an MBA structure - full-time, part-time, 2-year or t-year -
impact on student performance in the MEA? First, respondents were asked to



indicate the advantages of each of these structures of the MBA programmes. Figure
6.3 shows the advantages identified by tem. Tre advantages of the full-time
structure also reflects the disadvantage s of the nart-time structure, and vice versa.
Likewise, the 2-year and 1-year comparicon incicates advantages and disadvantages.
It appears that each structure has its distinctive merits and shortcomings which can
not be dismissed, and the selection of or e is very much a personal need. In addition,
these perceptions suggest the significart influence a structure may have on the
student’s ability to perform effectively in a programrme. For example, the full-time
student's regular interaction with the feculty and the part-time student's
opportunities to apply learning immediztely in he workplace, each of which
enriches learning experience in differer t ways.

One of the Deans stressed that pc pular managerment literature often implies
that business schools provide a variety of offer ngs chiefly for the economic purpose
of increasing student numbers. What is (ften neglected is educators’ attempts to meet
these realistic concerns of the students as shown inFigure 6.3. As can be seen, not a
single structure can address all or most of the concerns. Variations of structure in
the MBA programme are designed to suit students’ personal situations and goais and to
ninimise the inadequacies of aparticular structure they may have selected. For

Figure 6.3 Perceived Advantages 0f MBA Structures

Full-time

*total immersion in studies
*more time for study and
peer discussions
*shortened time period before
graduation
*more well-rounded school life
*increased opportunities to
network/make friendships
*closer faculty relationships

2-year

*broad spectrum of management
subjects
*less intensive and pressure

Part-time

*broadening career options without
interrupting earnings
*day-to-day application of tearning

*pbenefits job performance

*more realistic and meaningful
learning experience

*employer evaluation enhanced

*costs stretched over longer time

*¥employer more willing to fund
study

l-year

*less foregone earnings
*shorter time heightens motivation
to complete

example, utilising school facilities thre agh summer and holiday periods and on

weekends year-round, allows students to enter an MBA programme at any semester,
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thus allowing greater flexibility, lessening study pressures and work strains, and
even reducing the time required to comg lete a prograrnme.

One of the three schools which i renowned for maintaining the traditional
values of the 2-year full-time programine 15 in the process of designing a
sandwiched ‘open~learning MBA prograrime to address the needs of sponsoring
employers. Within this education proce 3s - ancther siructure different from those
discussed above - sponsored practising nanagers, instead of undergoing full-time
study at one stretch of time, exit at app -opriate stages of the programme, having
acquired what is felt is necessary by the sponscring organisation. Data from the
employer respondents suggest their relLctance o sponsor MBA students. This type of
structure, which appears to incorporate the me~its of both full-time and part-time
structures as shown in Figure 6.3, may well help increase employer sponsorships

There 1s, however, controversy emong respondents about the calendar length
of MBA programmes, although it does no” appear to be a key criterion affecting the
design or selection of anMBA structure. As traditionally the MBA has been a two-
year full-tirme on-campus degree, there is inevitably conflict between the
proponents of one versus two years, ful -time versus part-time and on-campus
versus off-campus. The argument is cer tred on guality. Believers of the traditional
model claim that it is impossible to achizve adequate depth or quality in lesser time
and in a less concentrated mode. The opposite viaw is that if the course is intensive
and well planned, then an adequate tevel can be achieved, particularly given the
maturity of those attending the programines. A real issue, of course, is about costs
in terms of time, fees and foregone earn'ngs. There is 1o evidence in the data which
indicates Tow quality of the MBA due to calendar length. On the contrary, data reflect
a positive perception of the characterist cs about the non-traditional mogels.

ARE THE CORRECT PEOPLE ATTENDING THE MBR PROGRAMME?

Mintzberg (1989) argues that it s wrong, socially as well as econormically,
to educate relatively inexperienced peopls in management and that management
education should be directed at those whe have substantial organisation experience
coupled with proven leadership potential as well as the requisite intelligence.



Entrance Requirements

The entrance requirements to th2 MBA p~ogramme of all three business
schools appear to have observed this arcument. The schools reguire MBA students to
have obtained a first degree and at least wo years of work experience. Two of the
schools require the achievement of amid-poin: score or higher (scale of 200-800)
of the Graduate Management Admission “est (GMAT) - a standardised measurement
for general verbal and mathematical abilities. The other school, mainly catering for
its eExecutive MBA programme, does not require this ¢riterion but has raised the
minimum work experience to 5 to 8 yea s which must be certified by referee
reports.

It seems that a certain degree of flexibil 'ty exists with respect to the
entrance reguirements. Data reveal that applicants can also be admitted intc a
programme without first degrees or GMAT scores if they have proven senior
managerial experience and potential. Wt ile there does not appear to be a corflict
among respondents regarding entrance reguiremsants, it is of some significance to
note that the GMAT is regarded more as ¢ selecticn/rejaction device to cope with over
demand for limited places, rather than g short-"isting mechanism. There is also a
widespread uncertainty among the resporidents aoout the use of the Test in zssessing
the quality of students. One of the senior educators commented as follows:

People who get in [the MBA [rogramme] are not necessarily better
than the ones who get exclud:d. But the GMAT helps us to ascertain
that on strictly intellectual «rounds those selected are capable of
continuing the programme.

(Ec:22)

It appears that the various mechznisms of selecting quality students for the
MBA programme have yet to ensure the p-ovision of those personal qualities needed
in effective managers. In other words, <tudents may succeed in the MBA programme,
but might never succeed as managers. '

Motivation In Studying The MBR Programme

while the business schools select suitabie students, student motivation in
studying for the MBA and their choice of a programme also play an important part in
the overall quality of MBA participants. Jemograohic cetails of student/graduate
respondents (Figure 4.3 of Chapter 4) show that at the time of studying the MBA,
21% of these respondents were without first degrees while 17% of them had higher



degrees, but their work experience was spread between 3 to 23 years. All 07 them
were full-fee paying students. They car expect to pay up to AJ25,000 for en MBA
programme or At45,000 for an Executi e MBA orogramme - ‘postgraduate courses
in administration, business and managerr ent attract the most number of students and
are the most expensive programmes for which fees are charged (Higher tcucation
Council,1996:6-7). Only one in three of them was fully or partly sponsored by an
employing organisation, with a very larje 77% self-funding their own MBA studies.
In addition, at Teast 45% of them had for ‘eited employment for full-time study in the
MBA programme. The background of thes: respondents is such that they wanfted to be
absolutely certain of what they could ga:n from a carefully-selected MBA course and
they demanded value for money from the business schools.

Respondents were asked to give their thr2e most important reasons for
students wishing to pursue the MBA. Their replies were coded into categories of
motivations. Table 6.3 shows these cate jories, the percentages of mention by the
respondents and the rank order of the mentions. The most popular reasons are
Career progressicn or advancement and ‘mproving or updating managerial
performance. These two categories - 'iriprovers' and ‘careerists’ - are easily the
top tworeasons in all three groups of recoondents and the category on academic
challenge appears to occupy less importance. The 'improvers’, such as those whe
have been mid-level managers, wish to tpgrade managerial performance,

Table 6.3 Perceived Motivations For Studying An MBA

Motivations Educators Emplovers Graduates
% Rank % Rank % Rank

Career progression, advancement 56 1 50 2 66 1

Improving/updating managerial 48 2 53 i 62 2
performance

Personal development 24 3 15 S 37 3

Money (to get a higher salary) 8 6 3 7 25 4

Broadening skilis from present 4 7 3 7 20 S
technical/specialised areas

Marketability (able to move and 16 4 26 3 16 6
change jobs)

Getting the formal quatifications 24 3 19 4 8 7

Academic challenge 12 5 15 S 4 8

Job-specific reasons (new duties, 4 7 7 6 4 8

starting own business)



the ‘careerists’, such as those who have 22en engineers and systems progremmers,
wish to achieve director level in their workplacs; and the ‘academics’, such s those
who want to learn new ways of doing bus iness, rew hiring expectations, analytical

and strategic skills, wish also to acquire a second degree at Master's level.

It is "‘nteresting to note that stucent/graduate respondents rank marketability
quite low and employers rank this category relatively high - which reflects the
reputed concern of employers over 10sinj sponsored MBA graduates. This is perhaps
areason why such a small percentage (2 3%) of the MBA student/graduate of this
research have been sponsored by employ ers.

The majority of the student/gradate recpondents are over 35 years of age
and tend to indicate reasons other than c.ireer advancement. Part-time students tend
to differ from conventional full-time stucents i1 their motivation for study. They
tend to produce a greater range of reasor s - such as job-specific reasons - than the
full-timers as most of them were inemploymert. For example, an older student
approaching 50 years of age, who is also an experienced manager, expanded on his

reasons for joining the MBA programme s follows:

Not promotion, | run a divisiox now. Where next? Out to grass |
suppose! Very few opportunities abcve me. | tried to explain on the
application form and make a case for a geriatric. Business is
changing so rapidly, it is necessary for all managers to cope with
change, not just cope but be ¢head of it. One should continually try
to learn new things, keep the brain active.

(5/6:08)

Similar to the graduates, the part-time student respondents acknowledged that their
motivations changed during the MBA pro-jramme.

High Expectations 0f The MBR Programme

Nevertheless, data do not reflect significant variance in the perceptions of the
respondents with respect to individual motivaticn. However, motivation also signals
very high expectations - such as career ;hifts, or earning high salary after gaining
the MBA - of the MBA programmes by all three groups of respondents. Educators
have similar perceptions to that of the students and in view of what they generally
believe the possession of an M3A can ach eve, appear to equate motivation with high
expectations, thereby suggesting an assumption that current MBA programmes have
met these expectations. By contrast, em»loyers, having similar perceptions to that
of the students, appear to suggest that ed icators hiave not met the high expectations,



particularly inview of their widely repc-ted dicsatisfaction in the literature of
current MBA programmes. Could it be that the "wrong’ students (having potentially
unrealistic motivation) are attending th: MBA programme if, in fact, the educators
are not likely to meet the high expectaticns? Can the educators realisticatly meet the
high expectations?

Only a small number of the emplcyer and educator respondents answered
these questions with some insight. Acco ding to these respondents, the reasons such
as re-tooling oneself or acquiring new skills in crder to pursue a new career are
poor reasons for studying the MBA, as an MBA carnot easily do this and employers
almost always prefer experience. A one -year or two-year programme does not make
a desirable senior manager out of a civil engineer or any other professional. The
MBA canonly add to an individual. It canyot really change the graduate. It reinforces
strengths and exgeriences rather than replaces them. Employers well-reported
long-standing skepticism and suspicion ¢f the past decades of MBA prograrmmes
appears to strongly endorse this view.

To most of the employer respondents, the MBA means nothing by itself - 1t
assumes relevance only when looked at ir the context 07 an individual's past
experience and future potential’. This also expleins why employers generally do not
provide MBA graduates with special carer paths (Chapter 5; page 152) and do not
pay them more than non-MBA employees in sim lar jobs, even though MBA
graduates, and their educators, tend to beTieve that they deserve higher salaries,
citing broadened experience and newly acguired generalist management know-how as
the primary reasons.

Mismatch Of Expectations

S0, herein Ties a significant mismatch of expectations among the three
respondent groups - a mismatch of educe tors' assumption that they have met the
expectations of the MBA programme, with: the students’ assumption that educators
canmeet their expectations and, finally, with the employers’ assumption that
educators have not and most probably cannot meet the expectations. It appears that
what an MBA programme canultimately ¢ o, at most, is to enhance the performance
of graduates to do abetter job. To some «f the employer respondents, this seemingly
‘leavening effect to the organisation app2ars to 2e satisficing as they admit that ‘an
MBA can never be all things to all people and thet ‘ever a born manager will be that
much better with a proper education whey a skil ed workforce is a major strategic
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weapon of the organisation’. As to the student/graduate respondents, when asked
whether it is still worth it if anMBA is "ot likely to come with the kind of guarantee
perceived by them, the following comments of & Jraduate reflects their response:

The MBA may well look worse off if it can't guarantee me a high-
paying job, but I am still better off. In an increasingly competitive
job market, everything count; The person with the MBA has a
perceived status, and value to a company, whether the employers
like to think so or not. The person is still likely to have an
advantage over the person wto lacks one, even if the degree isn't
the first-class ticket it once seemed to be.

(5/7G:70)

Would this motivation alone ensure the ':orrect’ students (of potentially realistic
expectations) attanding the MBA?

HOW EFFECTIVELY TAUGHT IS THE MBA PROGRAMME?

The Academics In Business Schools

In Australia, Karpin's (1985) wide-ranging study on leadership and
management skills reports that academics in business schools are altowed to teach
without formally developing skills in the area and therz is little evidence of
systematic performance assessment of academics in these schools. Some schools
attempt to develop limited systems, usuc 1y based on student feedback. The study also
reports that the development of academics is gererally focused on doctoral studies,
attendance at conferences and sometime: research and publication. There is "ittle
evidence of private and public sector placement of academics as part of professicnal
development and continuing education. V’/ith this general background and the
reported dissatisfaction with the MBA programmes in the literature, it is important
that this research explores the effectiveness, or otherwise, of the teaching of the
MBA educators before assessing its impact on the effectiveness of the programmes,

All three Deans of the schools emhasised that faculty members have oeen
selected for the MBA programmes becaus 2 of excellence in teaching and research,
each member having academic qualificat ons, professicnal experience and research
interests. Demographic details of the ecucator respondents (Figure 4.1 of Chapter
4) show that 80% of them hold doctoral legrees and 56% of them are sen-or
academics holding professorial status. E: ch educator interviewed emphasised active
involvement in research and publication iy the areas re zted to the teaching of the
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MBA. Their research interests are wide-ranging. Very little data have been

ollected of the managerial experience o thes2 educators, as the majority of them
appear to emphasise the importance of thair consultancy experience which provides
them with interaction with senior mane gement 'n the business, public or military
communities. In these experiences, the ' usuzlly perfcrm as change agents, or they
design and conduct management and prof :ssiona development programmes to client
organisations. The 20% of educators without the doctoral degree indicate their
current pursuit of the degree as profess-onal development and enhancement of
teaching quality. These demographic det: i1s suggest that the educators aspire to
generate anc disseminate innovative 1deas for the practising manager.

IDhat Qualifies An MBAR Educa or?

wher indicating their perceptions about what qualifies an educator to teach
the MBA, respondents covered the following dimznsions of teacning quality. They
stressed that MBA educators should

- have managerial experience;

- have wo~ked with, or taught, managers in countries of their interest,

- have worked in a number of As an codrtries;

- have corcluded original research in tne sudjects they teach, and

- be used o teaching senior managers.
Respondents also rated the guality of tezzhing in the MBA programmes on the scale of
1to 10. Table 6.4 shows their perceivec ratings. These ratings reflect evidence of
low-medium standards of teaching being tolerated in the business schools, ard

employers in particular are of this opin on.

Table 6.4 Perceive 1 Ratings 0f MBA Teaching

Rating Scale: 1 to 10 (Icw _to high)

EDUCATORS 6.2
EMPLOYERS 5.4
STUDENTS/GRADUATES 7.3

A wide range of reasons was given by the respondents for their ratings on the
educators’ teaching - from the inability to exglain concepts clearly, to lack of
preparation for sessions, teaching in the abstract, uninteresting subject mazter,
rigid approaches used in teaching and anc iysis, inability to demonstrate relevance of
the subject to the real world or provide 1 eeidack crn assignments or other presciibed



work, being Jnavailable for consultatior, and narrcwly trained educators who are
specialists rather than experienced maragers or leaders. In adcition,
student/graduate respondents often expr2ssed d fiiculties and pressures ascut
studying the MBA programme. Whether these difficulties are partly due to the
1nadeguacies in teaching is not clear frorn the data. However, a student poirted out
that:

They [educators] deliberately test us at times by making sure that
if we are doing three subjects in one semester, that we would have
major presentations in all three subjects in the same week just to
see whether we could get our reports and presentations all done.
Sometimes these are on the sime night, just to see that we could
manage our time, so we finist all the reports on time and at the
right time, knowing that they are overtapping.

Experiences Expected Of MBA Students

Respondents expect students to giin a seres of experiences from an MBA
programme, as summarised inFigure 64 The respondents suggested that these
experiences are common to all the subject areas o7 the MBA.

Figure 6.4 Perceived Student Experiences Expected In Bn MBA
Procramme

*Increase capability in the theoretical and practical side
of business

*Learn a creative apprcach to solutions of business and
managerial prob ems

*Develop ability to work with a team or in a group

*Gain an understanding of gereralist management

*Develop ability to recearch complex organisation problems

*Learn a flexible apprcach to management

*Improve ability to thiak critically

*Learn an in—-depth app.-oach to business

*Improve analytical sk 1ls for solving management problems

*_earn how to obtain r:levant information from business
literature and various sources

*Improve grounding in workplace interpersonal skills

*Improve skills in written communication

*Gain some idea of the business context of managerial work

*Improve skills in oral communication

*Improve ability to thiik in abstract terms

*Improve ability to lezrn independently

*|mprove ability to sol/e new problems in my work by using
basic managerial princiaoles and concepts



The experiences reflect the emp oyers' ard students/graduates’ needs and
expectations of MBA teaching and the educators’ objectives of their own teaching in
the programme. Data reveal that the riore common teaching objectives of the
educators appear to be:

- developing an awareness of the theories of business and managernent

~ developing an understanding of the technigues and principles associated

w'th senior management;

- developing a broad view of the role a generalist manager may have in

industry and society; or

- improving understanding of the phasec of menagerial work.

On the other hand, the more common Jeeds and expectations of the employers
and students/graduates appear to be:

- Increased awareness of the skills necessary for managers;

- better understanding of the variety of aoproaches to management,

- improved ability to successful y interact with people, individuals and

in groups; or
- increased awareness of the soc al basis of management.

These objectives and needs appezr to oe mismatched, some of the employers
stressing that this might well be the recult of business schools having emplicyed
educators incapable of teaching the 'true’ managerial skills. It also appears that the
teaching objectives of the educator respondents are broadly based, which is in
contrast to the more focused and 'deep’ learning (Ramsden: 1952) expected by
employer and student/graduate responde ts. In some cases, these expectations also
include the development of intuition abo it organisation realities or the learning of
better written communication skills

Dalued Educator Practices

Respondents also indicated the teaching ettributes and practices of educators
they would value in an MBA programme. Among these are:

- educator’'s knowledge of the sut ject;

- preparation and organisation i1 teaching;

- use of practicai examples and relevance;

- both small and large group tea: hing,

- lectures presented at a pace sucn that the students have time to comfortably

take notes and listen;
- useful handouts; or

174



- attempts by the educator to redice the time spent transmitting centent to
increase the time availabie for student activities.
Here, the respondents appear to be in cor sensus. including those educator
respondents who may not have adopted or e or mere of these practices.

The above observations about MBs\ teaching suggests that many of the MBA
educators have failed to adopt the 'deep’ teaching/learning approaches and the quality
of their teaching has thus been greatly reduced as a corsequence of their seemingly
‘'surface’ approach. However, there was 1 smaller number of conscientious educators
among the respondents whose views refle cted thzir corstant efforts in enhancing
teaching guaiity. Those educators are conscious ¢f ‘teaching an MBA class which
demands a much greater ability to absort and respond to student feedback - a reason
why many of the MBA classes are conducted in discussion format. This way of
constantly receiving feedback enables st ff to mo-e effectively impart the knowledge,
enthuse the students and ensure their understanding of key concepts.

Some of them, in their efforts to blend theory with real-life examples, teach
the MBA subjects in ‘acting terms and ‘parform’ to the students - ‘picking up the
lines all the time, ‘being provocative, challenging, witty’, ‘preparing leciures with
jokes, anecdotes and highly personal, sometimes embarrassing, stories abcut
yourself'. They use different teaching me thods - from syndicate work, case studies,
games, videos, special speakers, exercic2s, verbal arguments, computer
simulations, readings/texts/handouts, p ant trips, asssssment instruments,
individual and group assignments/evalua ions, to speech coaches, writing coaches,
assigned mentoring system, and consultirg projects which aim at integrating
students’ learning experience and enablin j them ©o assume the role of advisers to top
management of client companies. Usuall # their assessment of an MBA programme 1
based on an evaluation of classroom cont “ibutions, written assignments, verbai
presentations, informal tests and examir ations.

These dedicated educators also encourage student syndicates to decide on their

own learning focus, such as in the approa:h adop:ed by the following educator:

Groups decide what they want to do and | would go away and prepare
a book of reading, so that every student will have something to read
for each week, and they are expected to interrogate the group which
does the presentation. The id:a is to bring students together to
learn from each other rather than relying on the teacher all the
time. Starting from the first year with lots of input from me, my
input becomes less and tess. | actually become more of a facilitator
towards the end of the progremme.

(Ec18)
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They regard this interactive and facilita:ing apprcach as suitable for graduate leve!
learning, allowing students 'much more buoyancy and much more thinking through
the issues’. They stress, however, that naintzining similar types of appreoaches
throughout semesters, pacing themselve 3, maintaining students’ interest and
‘constantly bringing students along towe~ds a ccnclusion’ is extremely difficult.
Those who have succeeded regard themselves as ‘very special people’.

This small group of educator res,)ondents found the employers' perception of
MBA teaching as 'surface’ or 'superficial offensive. They believe that the
development of analytical skills and jud¢ement should be the aim of graduate business
education, as this type of teaching enables students to reach decisions for themseives.
It appears that written assignments pla’ a crucia’ role in developing analytical
skills. For example, students analyse and evaluate selected business and management
articles, with logical processes of argurient and insight and their reports a~e
rigorously marked by the educator. Thic type o7 full or short report isaregular
class exercise, after which syndicates are formed to analyse, then encapsulate the
key ideas and produce executive reports which grovide their consensus views.
Students select their own articles, nomirate their syndicates and assign a
spokesperson to give verbal report of th:ir views which are thrown open to
guestions from the fioor. Evaluation is a so basec on the peer assessment of the
answers to the questions. An educator eriphas:ses the merits of this teaching process
as follows:

At the end of the day it has to be what they believe. | certainly
don't impose my views on them. | either attempt to summarise what
| see as the issues or | tell tiem my view because, | tell them, | am
entitled to my view just as tiey are entitled to theirs.

(Ed: 09)

This apparently rigorous traininj helps axplain the pressure experienced by
the MBA students, indicated earlier in this Chapter (page 173). It perhaps also
partly explains the graduates’ sense of p-ide about their MBA experience of having
survived such pressures. Most importan:, through thic analytical process, students
gain different views and the ability to mike sourd decisions for themselves. The
following statement comes from a gradu: te who was particularly : opreciative of the

process:

It gives you the opportunity to improve your skills rather than
teaching you any so-called kn)wledge. It makes you think, not so
narrow minded, lateral, and encourages us to think for ourselves.



You think outside your circle, just like reading the newspaper -
don't believe everything you read. | have learned to look at things
more broadly.

(S/G:C1°

Other student resoondents emphasised th at this process also develops their Tearning
skills and interper~sonal skills as they ro ate among syndicates. It helps them to see
that the guality of verbal and written co nmunication is important, promotes
teamwork and cultivates in them a sense of responsibility and self-confidence.

Perhaps what really sets these e jucators apart from their counterpa-ts is
their enthusiasm for teaching and their ¢ enuine interest in their students. These
educators also claim that they spend a great amount of time preparing for the MBA
classes and they expect their students to do the seme. One of the three Deans of the
schools indicated that his school has been engaging in active efforts to nurture and
reward good teaching. Examples of these efforts are teaching workshops, mid-course
evaluations, meriz-pay awards, student cuality circles which offer weekly feedback
to lecturers and being active and responsive to student requests. Also planned are the
industry/managerial experience prograrr mes for educetors, launching of systematic
evaluations, detailing teaching requirem :nts for recru tment and tenure decisions,
de-emphasising individual competition g d cultiveting a more co-operative and
integrative learning environment, and fa:ulty mentoring system where new
academics are assigned senior faculty m--ntors anc co--each their first courses.

It appears that the practices and intentions of this school may well be the
beginning of a re-examination of the inst tutionzl cultires of the business =chools
and their educators and, 2s a consequence, graduate management education

Research Us Teaching

Employer respondents in particular are of the opinion that, when compared
with research, teachinghas not been givn priority by the MBA educators. They
quoted a variety of examples of business schocls putting far greater value on
scholarly research than teaching ability, of mediccre teachers gaining promotions
and tenure only because they are prolific researchers, of educators knowr: for
research on highly general and abstract khowledge or analytical modelling which are
impractical to teaching or business, of th: need ts achieve fame and make money
through publications, competitive resear th and consultancies, of promoting research
as the right side of the binary line between teaching and research, and of a lack of
interest or ability by staff to provide MB,. studerts with the quality teaching they
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need. None of the educator respondents « ttempte=d to refute these criticisms. Their
responses focussed on the need for rigor ous res2a~ch which 1s the raw material of
superior teaching, and that their researct examines ths associated issues of teaching,
business or management - a chief way tc also reach out to the needs of employers and

students.

Once again, the data indicate that the vie #s of these three groups of
stakeholders, more often than not, form a circle of anxiety-producing arguments as
each attempts to redefine the changes n:eded fcr the MBA education. Furthermore,
the pursuit ¢f change appears to isolate -hem from one another as they define the
advocators and the deviants. The change >eing sought 15 one that must meet students’
needs and expectetions and also satisfy bath the academic and the business
communities - a challenge that seems as problematic as it was several decades ago.

CHAPTER SUMMRARY

This chapter has analysed the per ceptions of the respondents regarding the
content, structures, students and teachers of the current MBA programmes offered in
Australian universities. In the process, .he practices of the business schools and the
assumptions of the educators, employers ana stucents/graduates about these
practices and their intentions, have beer explored These assumptions also reflect
the values, needs and expectations of the three ccrstituent groups of MBA education

There appears to be more conflic’ than consensus, if not ambiguities between
the respondents about the educational icsues of current MBA programmes. There are
different expectations about the most approprizte content of an MBA curriculum.
Design of structures is perceived as meeting the student’'s need rather than the
employer's need. Student motivation for the M3A qualification is regarded as
unrealistic by the employers. Students ¢ nd employers call for better quality of
teaching.



