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ABSTRACT

The purpose of this study was to explore the negotiation strategies that adulbrsduszd to
plan educational programs for adults in the context of asymmetrical polifiz@bdnships. The
following research questions guided the study: First, in what situations do aduloeslucat
experience asymmetrical power relations at the planning table? And secondegatiztion
strategies do adult educators apply to negotiate planning issues with other, menfellpow
stakeholders? A gqualitative study was conducted; ten women and two men rangaframag
the 30s to the 60s were interviewed by using an in-depth and semi-structured forthat and
critical incident technique. The 12 participants were from nine different oegemmg distributed
over five different geographic locations in Georgia, including Athens, Atlanta, Gowing
Gwinnett, and Kennesaw. Data analysis was based on grounded theory and revealed the
following two findings. First, organizational hierarchy, cultural norms, andiohal credibility
were major themes influencing the participants—program planners—so thatititbgif they
did not have enough power at the planning table. Second, a total of six strategielkentdred
under two main themes—exercising power and ceding power—when an asymrpetricail

relationship occurred in the planning process. The strategies for exgmisuer include



building relationships, establishing credibility, and facilitating infaioraflow, and the
strategies for ceding power include going along with a questionable deabgerving to learn,
and leaving the table. Five conclusions can be drawn from the findings of this Bixsdy.
asymmetrical political relationships result from an array of compiexacting factors—
organizational hierarchy, cultural norms, and individual credibility. Second, tlue owagflicts
in the planning process result from differences between organizations’ adatiedudeology.
Third, relationships play a key role in negotiation. Fourth, making strategsiatecabout
exercising or ceding power is central to negotiation in asymmetricalcpbsttuations.Fifth
and finally, win-win theory is the most strategic stance when negotiat@gymmetrical
political situations in terms of the following three negotiation theories—dheagy, win-win
theory, and fairness theory.
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CHAPTER 1
INTRODUCTION
Educational programs for adults play a role in helping organizations solveealract
problems or helping individuals engage in lifelong development. Program planning isla socia
activity in which educational program planners and stakeholders discuss andteggosanal
and organizational interests to produce and deliver educational programs for acullsniAg
table is a program planning activity in which planning decisions are madgrby@of people,
including program planners and related stakeholders. According to Cervero aod {2166),
the planning table can be either a physical one where people meet to make deceions
metaphorical one where people make decisions with others on the telephone, inshaltway
privately in offices. In program planning practice, adult educators, alsmgldne role of
program planners, are marginalized (Bierema, 2010; Cervero & Wilson, 2006; Chapman, 1990;
Clark, 1956a, 1956b, 1958; Donaldson & Edelson, 2000; Glowacki-Dudka & Helvie-Mason,
2004; Merriam & Brocket, 1997; Sheared, 2006; Sheared & Sissel, 2001) or have reldtigely li
formal power compared with administrators elsewhere in the organizagove{G & Wilson,
2006; Goody & Kozoll, 1995; Gordon, 1987; Knox, 1991; Szilagyi & Wallace, 1983; White &
Belt,1980). Under these circumstances, adult educators will be more liketgta &tuation in
which they feel powerless or less powerful compared with other stakeholderglarthing
process. In terms of negotiation, if one party demonstrates an overwhelming power over the
other party, the situation as an asymmetrical negotiation will be describading that the
power between the two parties is unbalanced. For example, if an adult educatmiisgpla

interests run counter to those of his/her boss or the funder, this type of negotiation can be



described as asymmetrical because of the asymmetrical powernstad between the boss or
the funder and the adult educator. In program planning, negotiating interestataaeto
planning (Cervero & Wilson, 2006). Potential areas of conflict regarding neggtiaterests in
program planning include program purposes, necessity of implementation, lesvautg
subjects, learners’ needs, audience, content, format, learning activities;tors, schedule,
location, logistics, funding, cost, and so forth. This study aimed to gain better undieic af
power differences at the planning table and to explore negotiation strategiadult educators
use in the planning process in organizations. All participants recruited foutlyevgtre
working in higher education when the data were collected. Each participantked<@share a
critical incident regarding a specific situation in which he/she plannedumratonal program
and faced an asymmetrical power relationship at the planning table. The plannexgsctbratt
the participants shared in the study included continuing professional education, continuing
education, higher education, and community education. Organizations involved in the study
included continuing education centers in universities, a nonprofit organization, professional
associations, a research institute, university systems, and a county government
Background of the Study

Adult educators plan educational programs for adults to help organizations scheapra
problems or improve the quality of service in terms of achieving the organizateaisl dg-or
program planners, applying planning principles to create an educational progem is
important. However, the organizational and social contexts cannot be ignored, althguayle the
often seen as noise that impedes application of the principles (Cerversén\Wib94a). In
organizational settings, educational programs demand one critical elememtetdirsaipport.

Without it, educational programs cannot be implemented, even if the CEO of the organizat



knows the importance of matching educational programs to the learning needsayesspind
organizational objectives. In addition, without financial support, adult educatoteseiltheir

role in the organization. To improve adult educators’ social status in the organizadion, a
educators strive to get funding approved in order to play a role in the organizationforEhé¢ne
question concerns who has the right to approve the funding. Generally speaking, thesanswer
“leadership.” What is leadership? Cervero and Wilson (2006) answer that “lepdsriséiter
understood as a relational social process” (p. 188). Donaldson and Edelson (2000) point out that
“the effective use of power is an essential ingredient in leadership” (p. 200). flisus)portant

for adult educators to know how to construct a good relationship with leaders if ¢htey ar

finance their programs. On the other hand, once the funding is approved, how do adult educators
convey their messages on needs-assessment, objectives, and instructionalidhesthemw
stakeholders who probably will be in the leadership group in the organization? DOollhey

the ideas of leaders or insist on their opinion even if it runs counter to the leader®’ ideas
asymmetrical political relationship at the planning table is shaped by tbeateg between

adult educators and other powerful stakeholders.

How do adult educators compare with other units in organizations? White and Belt (1980)
state that “most adult education administrators have relatively litl@alqgower compared with
administrators elsewhere in the organization” (p. 230). Gordon (1987) indicates that adult
education units are the first to be cut when the parent organization faces afioasis. In this
situation, Chapman (1990) indicates that “most adult educators can convincinglipat#teit
unit maintains a marginal status within their parent organization” (p. 1). The wardifrality”
was first used by Clark (1956a, 1956b, 1958) to describe the characteristics of adtlbreduca

organizations. Clark asserts that adult education agencies are marginat lnéthes relative



position and status within an administrative structure. In addition, Beoraland Edelson (2000)
argue that “the field’s understanding of marginality has been primafdrmed by functionalist
thinking” (p. 202). Functionalist thinking refers to educational programs that are rgvaltyte
related to the core or central tasks of the parent organizdtimther, Cervero and Wilson (2006)
point out that “an awareness of marginality is useful for understanding not onlyrglanne
marginalized self-perception but also their actual location as ‘low’ on izagamal hierarchies

of responsibility and authority” (p. 191). Moreover, Cervero and Wilson (2006) also interpret
this marginality as “being peripheral to and dependent upon organizations with atieypri
goals” (p. 189), and they add that “most adult educators have a visceral sense dd@uthese
third-class organizational citizenship” (p. 189). Additionally, Bierema (20403 ssthat “you

may be an adult educator, but not part of the group of faculty who controls the education, or the
editors who decide what gets published in the journals, or the leaders of assottiations
determine policy” (p. 140). These statements indicate that adult educatoos eoasidered to

be integrally important to the overall success and performance of the orgen{&ailagyi &
Wallace, 1983).

Under these marginal circumstances, adult educators need to acquire resocnea®e an
educational program by attending the planning meeting. Therefore, communiadtiogher
stakeholders to get their understanding and support is a major task for adulbrsduecatioing
so, understanding the context of program planning is essential. AccordingdceCaf{i2002),
the context in program planning is defined as the human, the organization, and the wider
environment. Imagine a couple of stakeholders (or maybe more) workingoé¢ sotparoduce an
educational program for adults. They exchange ideas and discuss possibiditexsto the

program. Sometimes they are satisfied with the outcomes of the discussionintesmee may



complain about the program because his/her interests are not accepted. Pragnarg s

complex because it involves stakeholders who attend planning meetings as wedlasvbb

may not have a voice at the planning table. Indeed, program planning is closely oellaged t

structure of power because adult education happens in a social location that éluefine

particular social vision in relation to the wider systems of social, economiculindhtrelations

of power (Cervero & Wilson, 2001). Moreover, the culture, organization, and their associated

structural and historical dimensions influence and shape program planningionregiower

(Ryu, 2008). In fact, the socio-political and socio-cultural nature of program planfiirgnces

the process and makes planners anticipate how people think, how they interpret iofgrinoati

they respond to one another, and how they understand stakeholders and the wider environment.
The context of program planning helps us understand more about creating an educational

program, but it does not explain what adult educators actually do at the planning tableo Cerver

and Wilson (2006) indicate that people undertake many forms of practical actienpédrining

table where they confer, discuss, and argue in making judgments about what to do to peoduce t

important features of the educational program. They add that the overall coeseqibing these

interactions isiegotiation not because there is always conflict involved but rather because all

human interactions are, in part, political. In addition, Cervero and Wilson (2006) state that

“decision making about the features of the educational program is a form of praiberg’s(p.

95). In this view, Zartman (2008) contends that negotiation is a search for a formuiavesd

as a more positive and creative attitude to the resolution of conflict. Therefone, @methand,

planners exercise power to represent their own and others’ interests in sllagagpeal and

political outcomes. On the other hand, planners negotiate their interests witbtakiedolders

when conflicts occur among them at the planning table. Thus, negotiation is not only a chance



for adult educators to reshape the political relationships with other stakeholdefsplzutvay to
make better decisions to suggest actions for people who are working togetthiecamgruent
goals.

The scope of negotiation ranges from one-on-one to complex multiparty interactions
Thompson (2005) indicates that there are five factors which make negotiatiormportant
and more complicated: “the dynamic nature of business, interdependence, combéti
information age, and globalization” (p. 3). Further, most literature focusesategstss, not
theories. Nevertheless, theory can provide the basis for explaining whyeggttan work in a
certain context. Three major negotiation theogesne theorywin-win theory andfairness
theorycan be applied in the context of program planning and will be discussed in chapter two. In
addition, most of the negotiation literature is embedded in the fields of business, mamagem
law, diplomacy, labor relations, and conflict resolution. Very litleelated to program planning.
Moreover, very little literature addresses negotiation in asymmesitcations. Although
Cervero and Wilson (1994a) mentioned that “most often, planners must negotiate between
conflicting interests in an arena where the power relationships are asyeah@nd complex” (p.
xii), they clarify that not all relationships of power that planners faceetaitonships of
domination. Even in asymmetrical power relationships, there is always sameffnegotiation
in performing the activity at hand.

Statement of the Problem

In the practice of program planning, political activity cannot be avoided anthen table
between adult educators and more powerful stakeholders. In the context of orgasizati
fulfilling goals is the primary purpose of the organization. Educational pragoéag an

auxiliary role in facilitating the organization to achieve their goalsadttition, organizations are



really “informal, relational, processual social constructions, produced througinhdistourses

in localized contexts where power plays a central role” (Donaldson & Edelson, 2000, p. 197).
The power-engendered relationships “produce and govern organizational aotivityeaaction”
(Cervero & Wilson, 2006, p. 188). Therefore, in the process of program planning adult educators
not only communicate messages related to meanings and purpdsegafgram to stakeholders,

but also develop organizational relationships with the leadership group to improve thaitgow
make their messages heard.

Comparing adult educators with other units in the organization, Cervero and Wilson (2006),
Clark (1956a, 1956b, 1958), Donaldson and Edelson (2000), and White and Belt (1980) all
believe that adult education agencies are marginal because both theie pathon and status
within an administrative structure are low on organizational hierarchiespafirability and
authority. Therefore, financial problems or resource allocation willyeasdermine or interfere
with the programs that adult educators start or continue. Thus, the program playingrtp&a
role of adult educator will be more likely than other stakeholders to face asyoaingower
relations during his or her career. When this asymmetrical situation happerisltaeges are
that the voices of the marginalized stakeholders are heard infrequently, andictirae of the
discussions or the outcome of the program may not be fair to those who are affebeed by t
program. The problem will be more likely to be solved if adult educators implestain
negotiation strategies chosen to develop their power through the process of pragranygpl

Based on this conspicuous problem, some scholars (Kipnis, Schmidt, & Wilkinson, 1980;
Mosley, 2005; Yang, Cervero, Valentine, & Benson, 1998; Yukl & Tracey, 1992) have
conducted studies related to exploring adult education practitioners’ power andaafsigles

and their relationships to organizational political contexts. Most of these sttidraptad to



develop instruments to measure power and influence behaviors in organizationsstittiese
include a profile of organizational influence strategies (Kipnis et al., 198®)flaence tactics
used with subordinates, peers, and the boss (Yukl & Tracey, 1992), an influencestadtics
(Yang et al., 1998), and negotiation of sociopolitical issues in medical educatioarprogr
planning (Mosley, 2005). Very few studies have focused on exploring negotiationist atied
the types of power which made these asymmetrical relationships happen betweedwcators
and other stakeholders. Further, there are no studies exploring negotiatemestiaased on
negotiation theories in terms of asymmetrical power relations that adult@ducey often
encounter in the process of program planning.
Purpose of the Study

The purpose of this study was to explore the negotiation strategies that adulbrsdused
to plan educational programs for adults in the context of asymmetrical poktfiggbnships.
The study was guided by the following research questions:

1. In what situations do adult educators experience asymmetrical power
relations at the planning table?
2. What negotiation strategies do adult educators apply to negotiate
planning issues with other, more powerful, stakeholders?
Significance of the Study

This study aimed to make a contribution extending theoretical letuy®l of program
planning theory and practical applications of negotiation. This shayded both theoretical
and practical aspects making it significant. Those theoreti@hlpractical aspects are addressed

below.



Significance of Theoretical Contribution

First, this study attempted to extend the knowledge of Cervero andriVgild994a, 1994b,
2006) theory of program planning practice. Cervero and Wilson develop eptoalcscheme
that delineated four different ways that power relations andceded interests can structure
situations in which planners must work. The theory suggests thabtimteracting strategy is
considered the best way for planners to deal with situations inhwhiey are engaged in
asymmetrical power relations and also have competing inteng$tsother, more powerful,
stakeholders. In these situations, planning seems to serve thststr¢hose who have the
most power rooted in planning contexts. Although Cervero and Wilson sulggesiunteracting
strategy, we need more details about how to counteract power becauderacting power is
more difficult to do than other strategies in their theory (®eitig, networking, and bargaining).
Second, most negotiation literature addresses the fields of busnassyement, law, diplomacy,
labor relations, conflict resolution, and so forth. There is muchsigsslarly writing related to
negotiation in the field of program planning. In addition, most nagoti theories and strategies
are derived from the literature of those fields, other thanah#te program planning field, and
very few focus on asymmetrical negotiation. This study intendeéxfore negotiation
strategies and theories from the perspective of program psanemed the situation of
asymmetrical power relations to address the gap in theoretical knowledge.
Significance of Practical Contribution

In the practice of program planning, what adult educators have learned aboatprogr
planning models and theories does not yet provide an adequate foundation for practiee becaus
the mode of technical rationality lacks the crucial ethical, political, andtatal dimensions that

make sense of planners’ actions in a contest of interests and power. Therefdrallehge of
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linking agency and structure and integrating planning and practical human aitticoeval
settings has to be met in practice. Thus, the practical contribution of thisrnstady provide
program planners with clearer knowledge of negotiation strategies thatinaswite even-
handed inclusion of all interests in the practice of program planning. Although iawesthat
one study directly impacted practice, there might be some information fremstuily that
effectively was translated into practice. At least, according to thg,sthd translation of
asymmetrical power relations in the context of program planning helped us make§éhe
planning practice in which political activities in organizations were choug by people to
acquire, enhance, and obtain preferred outcomes by using power and other resoduc®sSi

where there were uncertainties or disagreements (Pfeffer, 1981).
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CHAPTER 2
REVIEW OF THE LITERATURE
The purpose of this study was to explore the negotiation strategteadult educators use
to plan educational programs for adults in the context of asymuldepraditical relationships.
The study was guided by the following research questions:
1. In what situations do adult educators experience asymmetrical power
relations at the planning table?
2. What negotiation strategies do adult educators apply to negotiate
planning issues with other, more powerful, stakeholders?
With regard to this purpose, this review of the literatureiges on three relevant areas.
First, power and politics in adult education are addressed bepalitseal activities cannot be
avoided in the process of program planning. Second, negotiation theoiggested strategies,
and relevant studies are addressed, compared, and analyzed to ohitaiknbaledge about
strategies and tactics of negotiation in order to help the researcher tcihmslvesearch and make
sense of the findings. Third, negotiation in the context of program plgamd relevant studies
are described to combine negotiation strategies, program plammdagdult education to shape
the whole picture of this study.

Power and Politics in Adult Education

Concepts of power and politics have appeared in almost every gattim@ncient times to
the present and have existed as long as there has been humaniantémasocial activities.

These two concepts are discussed in the field of social sciadcespecially in organizational
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settings. Educational program planning is an activity relatduetsdcial science, and in terms of
organizational settings, both planning within the organization and acroasizatons are
included. Program planning is a complex activity in which power antigsatannot be ignored.
In addition, exploring the status of adult educators is conducive to temuirey the power
differences between adult educators and other stakeholders. Moréavémportant for adult
educators to think clearly regarding adult education administration,aflt education
administration plays the role of a platform on which adult edusateed to negotiate their
interests with other stakeholders, and in most cases, potentialctondill occur during the
administrative decision making process.
Power and Organizational Politics

Scholars have proposed numerous theories to explain the concept of pawkolm (1993)
identified six power theories are addressed as follows: power iticglotheory, power in social
theory, power in organizational theory, exchange theory, alignment thaody contingency
theory. Power in political theory implies that the power aftenade up mostly of political,
military, economic, and community leaders who occupy strategitigoosiin the social system
of the community at every level in American (Mills, 1957). Huni&5Q, 1963) believed that
top leaders came from not only the military, economic, and polietitds but also labor,
recreation, professional, and financial domains. Power in socialtimebcates that power deals
with concepts like authority, force, control, and conflict as sigmifielements of social relations
and as mechanisms both to describe and predict situational atesn@dfrong, 1979, cited in
Fairholm, 1993) and that a power theory is shaped by the ideas nfatioot, self-esteem,
competence, control, causation, powerlessness, stimulus response, araf tmmnirol (Fairholm,

1993). Power use in organizational theory, according to Bacharadbaaner (1986), implies
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that power is part of the background of the organization, is eedraisspecific functions (such
as communication, decision making, and planning), and is critical tdutifeioning of the
organization and to the fulfillment of the democratic traditions of mum#tural life. Exchange
theory proposes that an organization can be described as a mae&ipkhe exchange of goods
and services, information, and labor and that this marketplacgditeal (or power) arena
within which participants engage in power use to make real their degires in terms of
achieving both organizational and individual goals (Fairholm, 1993). Witirdeto alignment
theory, Culbert and McDonough (1980) indicated a power-use problem suggdéstinmeople
aligned their personal goals and values with those of the organizd&tairholm (1993) believed
that organizational culture, customs, and traditions play a majoinrte process of alignment.
Contingency theory implies that “people who control critical contingsnare better positioned
to use power to achieve their aims than others who do not contrghlcgbntingencies”
(Fairholm, 1993, p. 165).

Given that power plays a very important role in society and infee people’ lives
significantly and that most of the time power seems to sér@dnterests of the people with
authority to achieve their goals, some theories critical ofpth@er have evolved, too. Such
theories addressed here include critical management studipgréshmadicalism, and small wins.
The termcritical management studid€MS) was first used by Alvesson and Willmott (1992) in
their edited boolCritical Management Studieghich brought critical theory and poststructuralist
writings together. According to Fournier and Grey (2000), CMS incltideg interrelated core
propositions: de-naturalization, anti-performativity, and reflexivitgrey and Willmott (2005)
define these three terms as follows. De-naturalization refers to wdratial to any oppositional

politics. Natural means the often unjust way of the world: menirdde women, whites
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dominate blacks, and capital dominates labor, and CMS questions thesefkasdertions and
thereby de-naturalizes them. Anti-performativity, which is pesha special case of de-
naturalization, denies that social relations should be thought of hsierty instrumental—in
terms of maximizing output from a given input. Reflexivity refes the capacity to recognize
that accounts of organizations and management are mediated byabesehers who produce
these accounts. According to Taskin and Willmott (2008), a greatofl€@MS analysis is
concerned with showing that forms of knowledge appear to be faglided and reinforce
asymmetrical relations of power and that such forms of knowlselge to prop up practices that
are potentially vulnerable to challenge and transformation. Iniawldithey add that CMS
identifies and questions taken-for-granted assumptions in managersesatcheand challenges
the orthodox view that regards management as a technical aatntgrganization as a neutral
instrument for achieving shared goals. The tesmpered radicalismefers to a process in which
tempered radicals experience tensions between the status quoeandtia#ts, which can fuel
organizational transformation (Meyerson & Scully, 1995). Accordingl@égerson and Scully’s
explanation, tempered radicals are individuals who identify with ama¢@nmitted to a cause,
community, or ideology that is fundamentally different from the dontirailture of their
organization. Meyerson and Scully further explain that tempereahsnthat individuals are
angered by the incongruities between their own values and bahiéfthose they see enacted in
their organizations in terms of social justice and that individcatsbe called radicals because
they challenge the status quo, both through their intentional actdsangist by being who they
are, people who do not fit perfectly. Meyerson and Scully use timstte encourage minority
professionals—women of all colors, men of color, gay men, andalesbito challenge and

transform the dominant culture of the organization. The tmall winswas first proposed in
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Peters’s (1977) dissertation. Weick (1984) applies this term tairceypes of social problems
by working directly on their construction and indirectly on thesotation and to stabilize
arousal at moderate intensities where its contribution to penfmenaf complex tasks is most
beneficial to remedy the problems. He further explains thatadl svin is a concrete, complete,
implemented outcome of moderate importance, and one small win nrayus@aportant, but a
series of small wins is considered significant because ial®wepattern that may attract allies,
deter opponents, produce visible results, and lower resistance to wseisppposals. Some
scholars (e.g., Foster-Fishman, Fitzgerald, Brandell, Nowell, €h&wWan Egeren, 2006; Lott
& Webster, 2006; Meyerson & Scully, 1995) consider small wins to sieategy that helps less
powerful individuals, communities, and resident leaders build theircitgp@ influence the
decisions and policies that impact their lives, interrupts oppression, and sustaas jus

With regard to definition of power, Pfeffer (1987) defines powestaiing that “most
definitions of power include an element indicating that power isapability of one social actor
to overcome resistance in achieving a desired objective or’répul810). According to
Fairholm (1993), power is simply the individual capacity to achieve ooe/s goals in
interrelationships with others, even in the face of their oppositimok,(Hunsaker, and Coffey
(1997) affirm that “power is the ability to alter circumstansesthat another person does what
the power holder wants done” (p. 427). Cook et al. explain that powes dresn three non-
mutually exclusive primary sources—organization position (form#daity, control of rewards,
and control of resources), personal behavior (expertise, referpatteand reciprocal alliance),
and situational forces (coercion, information access, and asso@atiess). Position power is a
typical power base coming from the organizational hierarchy, ssitheapower of supervisors

over subordinates and bosses over employees. However, managers neaédetdhat position
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power is relative because most of the time the manager’s p@rfice depends on the creative
action or expertise of subordinates (Cook et al., 1997). With reggrersonal behavior, those
who have power may not want to use power over others. Two typpswar needs are
addressed by Cook et al. (1997): (a) personalized power needs—p&epieses power to
dominate others and keep them weak and dependent, (b) socialized p@ds+—people
exercise power for the benefit of others and of the organization. €toak conclude that a
person with a high need for socialized power is more likely to aehisible managerial success
than a person without a power need or with a personalized power need tandrttean have a
higher need for socialized power than do men. Situational feare®xplain why someone or
some department has more power than others or other departmemmeancases within
organizations.

However, based on the model of the three power sources from Cookpetadr, relations
remain unexplainable in some cases. For example, power di#sre@meong individuals and
departments with different professional expertise may exishus,TCook et al. add seven
situational factors that determine power relationships withinnizgtions. | think only five of
these seven factors are worthy of consideration: (a) spetiah and task importance—power is
in part based on the importance of role within the organization (®.@ software firm—
programming; for a manufacturer—engineering), (b) perceptions opet@mce—people who
perform well at organizationally critical tasks establish polee themselves, (c) dependence of
others—a person’s degree of power is a function of other people’asdip® on him or her to
satisfy their needs, (d) organizational culture—organizations différeir predispositions to use
power to influence behavior, (e) resource scarcity—shortages, cutl@ackgeneral conditions

of scarcity stimulate power tactics. If power is sotlaetated, it will be denoted as authority
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which is maintained not only by the resources or sanctions that prdtup®wer, but also by
the social pressures and social norms that sanction the povebuticn (Pfeffer, 1987).
Although power may be tricky to define, it is not difficult tcognize: “the ability of those who
possess power to bring about the outcomes they desire” (Salancik & Pfeffer, 1977, p. 3).
According to Pfeffer (1987), organizational politics involves actisitiaken within
organizations to acquire, develop, and use power and other resources to obsaprefeged
outcomes in a situation in which there is uncertainty about choicesyedvand Allen (1977)
define organizational politics as “management of influence to obtainredsanctioned by the
organization or to obtain sanctioned ends through nonsanctioned influence r(ea6g5).
Therefore, politics is more likely to appear in ambiguous condititisn organizations. These
conditions include unclear goals, uncertain rewards, a high degresteofiependence and
competition, a lack of communication, and overlapping resources. Cotatnamlitical behavior,
administrative behavior is consensus behavior (Frost, Mitchell, & N&@82), which implies
that administrative behavior is based on legitimacy. Peopleresiat political action and
behavior by using administrative behavior if they can recognizéntbat of others and if it is
possible to use administrative power. In a similar manner, Coak €t997) indicate that there
Is less incentive to use political power to influence decisionswbever is concentrated toward
the top of an organization. Cook et al. also introduce ten politicakgato help people
accumulate power: maintain alliances with powerful people, avoidagios, use information as
currency, withdraw from petty disputes, avoid decisive engagef(neigirring an adversary’s
proposal to a committee to delay it and gain a wider bargaiamiega), avoid preliminary
disclosure of preferences (supporting others’ intentions when they aecordance with your

intentions in an uncertain situation instead of taking the lead yHurseke a quick but
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successful showing in the beginning, collect IOUs (I owe yowenekihg favors or support to
another is like making a deposit in a savings account), exploit pps&bhtive outcomes (using
bad news for desired change), divide and rule (when a group is divideghugself co-opted
onto a group against your adversary).

These ten political tactics mentioned above allow a stakeholders¢oin order to
accumulate his/her power and avoid losing power. When they obtain enoughusovgethese
tactics, they may try to exercise this power over othersemsled. This kind of power is
considered political power because it does not come from a legahisnlative power source.
“Political capacity” (Cook et al., 1997, p. 445) implies a person’s appéor political action.
What political action can be used depends on how much power a persosspssséhe more
power a person possesses, the more choices he/she will have. Fosr oforpolitical
manipulation (actions) are addressed by Cook et al.: (a) peysdasy emotion and logic to
influence the way others perceive the situation, (b) inducement—saffee form of reward in
exchange for compliance, (c) obligation—draw on feelings of owingettung, and (d)
coercion—obtain compliance by creating fear.

Madison, Allen, Porter, Renwick, and Mayes (1980) explore the positivenegative
impacts of the use of organizational politics. Positive impaaciside helping the organization
reach its goals and coping with survival and organizational healitenw) coordinating staff
and units, developing esprit de corps, and decision making. Negaipa&cts include
inappropriate use of scarce resources, causing divisivenessngréatision, allowing less
gualified people to advance, reducing communication flow, damaginginthge of the
organization, and sullying the reputation of the organization. AllenjddadPorter, Renwick,

and Mayes (1979) assessed personal skills and traits common toalppliactive people in
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organizations. They concluded that effective political actoraudi®ilate, sensitive, competent,
popular, extroverted, self-confident, highly intelligent and logicabiticus, and socially adept.
Those effective political actors energetically seek their desamdts.
The Role of Adult Educators

Adult educators may feel powerless in some situations regardfettge fact that adult
education is the main purpose of the organization that they ard afparhis powerlessness
makes these adult educators struggle when negotiating at the glaabie. In this section, |
look at the role of adult educators based on the nature of adult eduaatioadult educators’
power relationships among other individuals and different departmenisnwand across
organizations to identify where the marginality of adult educators comes from

Adult educators. To defineadult educatorHoule (1970) uses the form of the pyramid to
describe three hierarchical population levels related to adult education. At thod theese
pyramid are volunteers who lead groups or tutor other adults in a wide range of comrigntidre
the middle level of the pyramid are the hundreds of thousands of part-time workeasevgzod
on an hourly basis for their work. Finally, at the top and narrowest point of the pyrantind ar
full-time adult educators, including program administrators, professors dfeatidation,
training directors, and staff of the Cooperative Extension Service (CES, a progiced at
federal, state, and local levels with offices in most counties of each stateha3e and middle
levels of this population are considered educators of adults. However, those aaihie’syr
apex are considered adult educators because they are well prepared for an atidhezhreer
and identify themselves as adult educators. According to Griffith (1989), the distibetween
adult educators and educators of adults is the following: educators of adults haed fpmais

that typically address pressing problems in a single sector of the fiathibfeducation and have
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mainly practical concerns but less grandiose ambitions, whereas adulbeslheae broad
aspirations for the entire field, a high regard for professionalism, sgedacademic
preparation for their work, and a concern for the coordination of the field. Theré®ejult
educators | discuss here are at the top level of Houle’s pyramid (1970) betaagsdt @ducator
needs to possess those capabilities to plan a “good” educational program in ordel &s ax
program planner in the field of adult education.

Adult education. According to Bryson (1936), “adult education is an intervention hgo t
ordinary business of life—an intervention whose immediate goal isgehan knowledge or in
competence” (p. 24). Darkenwald and Merriam (1982) state morefispiegeithat “adult
education is a process whereby persons whose major social mlgdwaacteristic of adult status
undertake systematic and sustained learning activities for tpesaiof bringing about changes
in knowledge, attitudes, values, or skills” (p. 9). Based on work bykBlan (1988), Cervero
(1988), Forest (1989), Houle (1980), and Merriam and Brockett (1997), Ifydeigtht types of
adult education: adult literacy education (focusing on adults whose sias are at the fourth-
grade level or below), adult secondary education (focusing on adult® \skitis are above the
eighth-grade level but who have not graduated from high school and who caaildl @tED
diploma by passing the examination), ESL (programs are for adlidisare not native speakers
of English), continuing education (noncredit learning, e.g. cooperatieasah service, offering
information and educational programs to adult learners on topics sutionas making,
agriculture, youth, the environment, public policy, and so forth), continuing ndrdredi
education (referring to the variety of ways in which adults re@eive credit toward a degree in
higher education, e.g. evening adult schools), community educatiorri(rgfer any formal or

informal action-oriented or problem-solving education taking placéiencommunity), human
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resource development (HRD, referring to the training, educatmhgdavelopment of employees
in the workplace), and continuing professional education (the engagemnidgelong study that
enables every professional to carry out his or her duties imaanaonsistent with the highest
possible standards of character and competence).

Marginality . According to Clark (1958) and Donaldson and Edelson (2000), adult and
continuing education units are said to be marginal to their parganhiaations due to diffuse
purposes, their service orientation, lack of funding, and the tenuous connafckearners to the
provider organization. Clark’'s (1956a, 1956b, 1958) assertion about the maygnfiaditiult
education is based on the system of education in the United Statassdoe€t contrast to
elementary, high school, and junior college education, the adult pragra separate, peripheral
activity, and its clientele is completely outside the compulstigndance age groups” (Clark,
19564, p. 58). Clark (1956a) notes six symptoms to illustrate this maygite adult education
does not have a district status, and adult classes must be attadhedbasic legal units for
finance and administration; (b) adult education acts as a secondappnsibility of
administrators working with other programs; (c) the adult schoolnbaghysical roots with
which to protect itself against retrenchment, for it can moadile be discontinued due to the
absence of separate plant facilities and other fixed cafdfathe pressure of economy-minded
interest groups upon the adult school is especially severe; (agtiessity of having to sell the
program to the public and especially to other educators creategdhg marginality of adult
administrators; and (f) the budgetary support of adult education deas derivative and often
unanticipated. These six symptoms can explain well why adult edsdael marginalized when
they work in most of the eight areas of adult education mentiondteiprevious section. In

addition, Bierema (2010) adds that there are two types of margithah: social marginalization
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and institutional marginalization. Social marginalization is 8ase not being in the center
group due to sociological factors or positionalities such as geralss, class and so forth.
Institutional marginalization is how the structure of organizatems delivery systems of adult
education often function to disadvantage it. Sheared (2006) thesédea of center appearing
that “those in the center have access to and control over who getisardcademy; who remains
there; and who gets promoted as well as how and when” (p. 185).combept of center, often
viewed as being heterosexual and Euro-American males, conthastsnargin of others

representing a number of races, languages, and physical mlifferésize, vision, or disability)

(Sheared, 2006).

Professionals in the field of adult education lack credentialstifiting the specific
capabilities acquired in that particular field. According to ljnBrockett, and James (2000),
“adult education programs are often marginalized within theleao& institutions and often
within the very colleges and departments in which they exist” (p.. 68lpwacki-Dudka and
Helvie-Mason (2004) indicate that “the perception of marginalstatems from the lack of
specific credentials for entrance to the field and from the amobg definition of adult
education” (p. 10). This situation occurs because the core grastudies in adult education
include not only the topics of training in program planning and teaclinigsa Knowles, 1988),
but also issues of race, gender, and class, which certainly fithmtadult education curriculum
(Glowacki-Dudka & Helvie-Mason, 2004). Therefore, the answer to theiguegiout what the
credentials in adult education should be remains ambiguous and depends enlafdity of
courses in graduate programs (Glowacki-Dudka & Helvie-Mason, 2@ty professional has
his or her own credentials that illustrate the specific capiabibacquired in that particular field.

So, what is the major capability of adult educators? If youd#fssrent adult educators this
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question, you will probably hear different answers. Merriam aratktt (1997) note that
“defining adult education is akin to the proverbial elephant beisgrieed by five blind men: it
depends on where you are standing and how you experience the phenomer®)n” (e
expertise or capability of adult educators remains ambiguous, glthadult education has
become a legitimate field of study with many graduate progrdanousands of graduates, and
hundreds of books and articles being published for both academicians arntpeast(Griffith,
1989). Adult educators with a Ph.D. must be good scholars with resegrability; however, it
Is impossible for everyone who has a doctoral degree in adulttesuta teach and conduct
research at the graduate level in universities because ofdipdsitions and personal interests.
Moreover, according to Glowacki-Dudka and Helvie-Mason (2004), the comdéelfielong
learning pushed adult education into the limelight in 1980s, butdtifelearning as a guiding
principle became a debased currency” (Collins, 1991, p. 7). Thisaituméde adult education
much broader than it was; consequently, other disciplines took it upatartbtheir own agendas
(Glowacki-Dudka & Helvie-Mason, 2004). It is critical for adult ediors to possess expertise
related to assigned areas when they plan programs or teach adaltsertain profession or
discipline. Therefore, some “adult educators” coming up from artes than adult education
actually plan programs and teach adults in several professionsaplides. Under these
circumstances, the position of adult educators becomes weaker atidtopexrs become more
marginalized.

Another situation makes adult educators marginalized due to ambiguqaases of adult
education. According to Beder (1989), the basic purposes of adult edudatiude the
following: to facilitate change in a dynamic society, to supportraashtain a good social order,

to promote productivity, and to enhance personal growth. However, acctoding example
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stated by Glowacki-Dudka and Helvie-Mason (2004), “adult education pregiamthe
workplace will mainstream the goals of productivity and supporhefdocial order but may
marginalize goals for personal growth and social change” (p. ™is dilemma may easily
confuse both adult educators and scholars other than those in the fidldtcducation due to
the ambiguous goals of adult education. In addition, most top managenoegamizations takes
for granted that training and educational programs are the @atig organizations achieve the
goals of productivity and to support the social order. Thus, most dfntiee the goals of the
organization are more important than personal growth in terms ofigheof the organization.
This personal growth means that adult education improves not only pecapaailities but also
an individual's vision, thinking, values, and maturity. This personal ¢romby make
employees change their behavior in the workplace regardleteiofcapabilities. Once adult
educators insist on reaching the goals for personal growth and cloarae through educational
programs, this approach will often challenge the idea of the orgamahtmanagement.
Additionally, companies or top management do not expect to see the pepsawid of their
employees because sometimes personal growth is seen as arediostle success of the
company. Thus, Kuchinke (1999) points out that leaders in human resourcepdear
consider their field parallel to adult education, but adult education andarhussource
development leaders often use skill sets with different guidinigguphies. Kuchinke (1999)
argues that human resource development emphasizes on three apprpactmsal skills,
organizational production, and problem solving in the organization, but adult edutatuses
more on personal growth and social change. In addition, in many, ealsdtseducators cannot
recognize the discrepancy between human resource development aretladation due to the

ambiguous goals of adult education. Because of this controversy erainthiguous goals of



25

adult education, many adult educators consider themselves adult edushtors/ork on
educational programs per se without looking into power and politics rwidimd across
organizations and who keep themselves away from politics and thex oémiower due to their
fear of dealing with power struggles. Thus, the marginalitgdult educators can become more
significant because of organizational regulations and culture. fohereCervero and Wilson
(2001) remind all adult educators of the role of power in practicetdyng that “every adult
educator is a social activist, regardless of his or her particular visioniefysdp. 13).
Adult Education Administration

According to Cervero and Wilson (2006), “planners exercise poweptesent interests as
they work their messages at the planning table to create suppdhefr programs” (p. 192).
Thus, the reason that we discuss adult education administrationt etsase it is the arena in
which adult educators negotiate their interests with other stadexisol For adult educators,
having a clear picture about adult education administration is conducimegbtiating at the
planning table by identifying critical issues in which potentiahflicts may exist. In addition,
through adult education administration, adult educators can convey tlssiages, communicate
with other stakeholders, construct relationships, exhibit their poteratmbilities, prepare and
consolidate strong arguments, and win the trust from top managemerder to change their
marginal situation. Moreover, administrative behavior is based dimmagy. In some situations,
adult educators may be able to resist political actions erdrtig other stakeholders by fully
understanding administrative knowledge and recognizing the intent ofs.oth&eccording to
Galbraith, Sisco, and Guglielmino (1997), “administrative functionsherge necessary elements
and underpinnings that the administrator engages in to make theyageh program offerings

successful” (p. 6). Additionally, Courtenay (1990) notes that thereiaeemost comprehensive
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functions thought necessary in all organizations: developing and comtmugpittee philosophy
and mission, setting goals and objectives, planning, organizing andustrgc leadership,
staffing, budgeting, marketing, and evaluation. Courtenay also stréssethese functions
“must be in place and operative whether the organization delivers laakit education or
continuing higher education” (p. 63). Of course, different interesta tifferent perspectives
may occur in these functions. In addition, it is very difficuls&y whose interests are right or
wrong. However, “adult educators should accept their responsilaillhg something more than
program technicians” (Cotton, 1964, p. 86). Therefore, the adult educationisichtion that
we discuss here includes not only administrative functions but aiscalcreflection upon
planners’ and stakeholders’ interests and actions. In the falipwidiscuss administrative
functions by dividing the nine functions into seven categories becacmgpée of functions are
very similar to one another.

Developing and communicating the philosophy and missionThere is no doubt that the
philosophy and mission of adult educators, organizations, the communitythancklevant
stakeholders must influence the educational program and play a keynrtle process of
planning. According to Galbraith et al. (1997), this philosophy providesnaerstanding of
values, concepts, and fundamental beliefs. The mission is the pofbgeprogram guided by
a stated philosophy. Therefore, the philosophy is the most key fa@dministrative functions
because it provides the direction that the program follows. The follpwatenario can help
illustrate the importance of the philosophy of planning that adult éshschave to negotiate at
the planning table in the beginning of administrative work for adult education.

The following statements are a scenario that addressesyacséated to illustrate the

importance of the planning philosophy in terms of continuing professezhadation for district
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attorneys. According to a recent newspaper report, a coupletoftdgtorneys in state X are
prosecuted due to a corrupt case in which they are involved. An adultardgchaired by the
association of district attorneys to help plan an educational prod@pantheir mandatory
continuing professional education. The adult educator needs to work withugle of
representatives of the association. At the planning table, theeahldator contends that ethics
education needs to be stressed in the program due to the recent@orcapd. However, one of
the representatives of the association asserts that thisscaseasolated one, that most district
attorneys possess a moral sense and do not need ethics education, tedeimgthasis should
be on immigration law because of the increasing numbers of illegalgrants in state X.
Another representative adds that according to the survey of aictdettorneys in the state,
ninety percent of attorneys are interested in learning updatadofaintellectual property due to
the increase in cases related to unauthorized use of intellectual propestgdulheducator faces
a severe challenge from the two representatives. Needs assessnveny isn@ortant issue here.
What planning philosophy should be adopted? According to Cervero and Wil864a),
“educators must always have an interest in emancipation tgatded by the values of equity,
sharing, personal dignity, security, freedom, and caring” (p. 2hjis doncern for social and
political emancipation informs the critical viewpoint (Cervero &ilddh, 1994a) that adult
educators need to assert at the planning table. With regtns f@anning case, adult educators
need to care about the citizens who are living in state X and \aboyt the fairness of the
judicial system there. According to Apple (1992), an ethical camemt to substantively
democratic planning means that all people who are affected éguaational program should be
involved in the deliberation of what is important. Thus, it seemsathegsidents in state X will

be affected by the continuing professional educational progranddince, all residents in state
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X may be concerned about justice if they were asked about theaprod his scenario explains
the importance of a planning philosophy, and adult educators should sttinee @danning table
to approach the values of equity, sharing, personal dignity, secuagdadim, and caring by
challenging the hegemony of existing relationships of power thrthegladministrative process
of negotiation.

Setting goals and objectives This step involves translating needs into program objectives.
Assessing needs and interests is a key component in the coostrofcfeasible goals for the
program. Adult educators need to be open-minded in order to explore dbllposeeds. Those
needs and interests come from different channels including individbalsprganization, the
community, and the affected public. Knowles (1980) suggests six mdinhaldtermine these
needs: interviews, questionnaires, tests, group problem analysislsr@om reports studies, and
job analysis and performance review. Additionally, studying docunattsobservation in the
workplace can also help adult educators recognize needs. In ordeaitopktise information
for assessing needs, adult educators should construct positivensigis with the following
key persons: community leaders, public workers (those who are warkpublic places such as
mail carriers, cashiers at supermarkets, employees in goverragenties, small business
owners, and so forth), teachers (those who work in private, public, andedifflavels of
education), newspaper editors, and so forth (Knowles, 1980). These key qaoielp adult
educators gain information that allows them to understand practicals remed to avoid
misinterpreting data from other sources. In addition, it is sacgsto conduct market
investigation. How many similar programs exist in thekeaor organization? For example,
with regard to the scenario | mentioned in the previous sectitimee iDepartment of Justice has

given an order to implement ethics educational programs foratligttorneys on an annual basis,
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it is not necessary for adult educators to insist on implemeatsiguilar program. Finally, the
operational objectives and educational objectives need to be addressdy icl this stage.
According to Knowles (1980), operational objectives “identify theghithat will be done to
improve the quality of the institutional resources for medtiegeducational needs” (p. 124), and
educational objectives “define the kinds of behavioral outcomes ttatipants are to be invited
to seek in specific areas of content” (p. 125).

Planning, organizing, and structuring  This stage includes three major themes:
developing a timeline, determining the content of the program, andtisgléhe format of
learning. As for the first theme, according to Galbraith 1et(1®97), the development of a
timeline identifies when each component will be completed and wiesg®nsible for each part.
A timeline is a very important tool in the process of planningabse it ensures that all tasks will
be accomplished by all parties through the careful managementeof $econd, determining the
content of the program means considering the potential audighaewill be offered, where the
program should take place, and the best date and time for the pro@altraith et al. (1997)
indicate that the determination of program content should emphhksizedognition of decisions
and actions that relate to the program as a whole. Among theserregngrogram location is
often a heated topic. In addition, the location is usually highly depematethe budget and
finance. A convenient and comfortable learning environment probably erhdearning
outcomes. A location different from the learners’ work place crapte a positive mood for
learning by giving workers a refreshing change of atmosphdi@rd, selecting the learning
formats involves considering how the program will be offered. Acogrth Knowles (1980),
the learning formats include action projects (engaging in soone § social action by

accomplishing a project), workshops (the development of individual compstaenca defined
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area of concern largely through a variety of small groups), ctuganized groups, conferences
and conventions, courses, and trips and tours. Regarding these learmatsf an important
issue is who will be considered the best choice to lead the learning eventaggjafdhe speaker,
lecturer, or facilitator.

Leadership. Adult educators play the role of adult administrators when they plan
educational programs for adults. However, not all administraterkeaders. Nevertheless, most
adult educators may plan programs with others such as team rsentmrally, adult educators
are team leaders for planning programs. The team memlelelgaplanners (adult educators)
prepare materials, collect information, reserve hotels, arrangals, search for resources,
organize logistics, and so forth in order for planners to addremsgsarguments and provide
valuable information at the planning table. Knox (1991) statesdffattive administrators are
leaders who achieve results with and through other people” (p. 222). K@) suggests
three key points to being an effective administrator: establishiegtidin (developing a vision),
aligning people (communicating the direction with those who cooptyatehieve the vision),
and motivating and inspiring (keeping people moving in the right directié@glbraith et al.
(1997) remark that “administrators who exemplify leadershiphis manner are providing
coherence to the program development process and lending support to tloprdent of a
learning organization” (p. 9).

Staffing. According to Galbraith et al. (1997), “staff are needed to parfour essential
functions: administration, planning and implementing programs, teacmmgsupport” (p. 75).
Therefore, the wordtaffhere includes instructors, planners, coordinators, administrators, support
personnel, tutors, secretaries, and so forth. How to select and ddi/ekns@nnel in the field of

adult education is the main topic of staffing.
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With regard to selection, according to Collins (2001), “if wetbetright people on the bus,
the right people in the right seats, and the wrong people off thehemswe’ll figure out how to
take it someplace great” (p. 41). This thought indicates thaseleetion begins with “who,”
rather than “what.” In addition, according to Hellriegel, Jackson, éowu® (2008), the hiring
process includes two phases: recruitment and selection. Recruisntieatprocess of searching
inside and outside the organization. A job posting is the first stédpeiprocess. This first step
includes the content of the posting and the methods of posting. Good cowiedes the
definition, requirements, knowledge, skills, experience, qualifications,racieaistics,
responsibilities, and benefits of the job. Good posting methods includewsingites, email,
newspapers, and bulletin boards. As for selection, Hellriegel €Q08) suggest that the four
most common sources of information for making selection decisionseauenes, reference
checks, interviews, and tests. In discussing these four sourcésedeélet al. (2008) indicate
that reference checking often reveals that applicants have biedgt aheir background, and
employers often are reluctant to provide performance evaluationforofer employees.
Moreover, Tsai, Chen, and Chiu (2005) hold that an experienced applicant who hkmows
manage the interview process may be able to create a favarghiession even if she is not
well-qualified for the job.

Regarding development of staff, | conclude with four types of devednt as follows: (a)
Basic skills training: depending on the characteristics and neettse abrganization and the
position (Hellriegel et al., 2008); (b) attendance at conferenoetiding opportunities to
network with others, to learn about new practices, to share innovatag idepresent ideas, to
share experience in a conference session, and to validate the professioose §Galbraith et al.,

1997); (c) in-service activities: developing a schedule of diverssings to meet the ever-
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changing professional needs or working cooperatively with relatgshcies on an agreement
(Galbraith et al., 1997); (d) career development: improving an engfowompetencies in
preparation for future jobs (Hellriegel et al., 2008); (e) mengoand coaching: according to
Hellriegel et al. (2008), mentoring means that an established empgjoiss the development of
a less experienced worker, and coaching means that an ekperves the employee in her job
over a period of weeks or months and provides continuous feedback and gudamoe to
improve.

Budgeting and financing Budgeting is an indispensable element to an educational
program. The budgeting systems are different among programs aeddden the parent
organizations. There are three budget approaches mentioned by ssahdlae field of adult
education. The first approach is traditional budgeting. Accordi@gtbraith et al. (1997), this
type of budgeting is synonymous with line item budgeting in which incante expenditure
categories are assigned to a single line on a page; howeattlyethis type of budgeting has
given way to its contemporary counterpart, incremental budgetiMgtkin (1985) adds that
“incremental budgeting has the advantage of focusing managemeetisoam on the important
changes occurring in an organization” (p. 11). However, the dckwdiathis approach is that
traditional budgeting may cause failure due to the time and effguired to justify the value of
the program and the entire budget annually (Matkin, 1985). The secorwhepps program
budgeting. According to Steiner (1965), program budgeting “emphasizegegral planning
and budgeting process that brings together all of the resourcesppliEz to a specific program
mission, whether it is functional or end-product oriented” (p. 47). QGdibet al. (1997),
Holmberg-Wright (1982), and Strother and Klus (1982) believe that this tiggeethod is

useful in adult, community, and continuing education because it coordin&e=ebeplanning
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and budgeting and aligns the goals of the organization and the progranthir@ihepproach is
management by objectives (MBO). According to Dahl (1980), MB@ mocedure whereby
budgets and goals are established and periodically reviewed togdtheever, the drawback of
this approach is that MBO tends to make administrators stadest) easily achieved objectives
(Dahl, 1980). Although program budgeting seems the best approach ameseg thhee
approaches, the final decision is made by the parent organizatiomliag to the policy and the
culture of the organization.

Holmberg-Wright (1982) identifies four budgetary phases that wqr&agsly well in adult
and continuing education. These four phases are as followsst@)lishing financial goals
(based on projected revenue and anticipated costs over a speaificgieime), (b) formulating
plans (assembling and calculating all of the individual budgets imguties, enrollments,
expenses, and revenues as a whole budget), (c) preparing the budgetrddcommunicating
with all parties involved to collect budget statements listihgestimated income and costs of
programming), and (d) evaluation (evaluating the progress and the &xtehich goals for the
organizations are being met). Besides these four phases in the prograngrachiditeators need
to augment the financial base. According to Caffarella (1994 #rer six income sources: (a)
organization subsidy (searching for support for salaries, mateeguipment, travel, office
supplies, and printing from the parent organization), (b) participast(fdharged to attendees), (c)
auxiliary enterprises and sales (selling materials, puldits, and services to other organizations
and individuals), (d) grants and contracts from private or nonprofit foundatr@herganizations,
(e) government funding (searching for federal, state, and locelgmental funds), and (f) profit
from the educational unit (the profit produced from the operation of thegmnogsed for future

programs).
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Marketing. According to Beder (1986), marketing is “a methodology foaetitig learners,
a methodology that guides program development, promotion, pricing, distrnibamid market
research” (p. 3). Adult education is volunteer education. Adult edsca¢ed to sell programs
by marketing those programs. How do adult educators marketpitugrams to the public?
According to Knowles (1980), the well-tested methods of marketing invidue phases:
defining the clientele, planning the campaign, preparing and distributiaterials, and
evaluating results.

Defining the clientele This phase identifies the particular groups that may be itedres
the program, and the program is designed to appeal to thenhe $edtion on setting goals and
objectives mentioned above, market investigation must be done in order fo bh&c
information about the targeted market. Therefore, it will befakip the basic information
shows the age, sex, marital status, living style, relatednargtions (such as companies,
associations, professional people, or special groups), educational hackgeconomic status,
and interests of the potential participants. A good marketing plandsicoukider how the
promotional information can reach and impress every potential participant.

Planning the campaign This phase includes four steps. The first step is building the
promotion budget. It is an important issue to determine how much mbpeilds$e spent on
marketing. According to Knowles (1980), this cost can be a certemage of the total
budget or a certain amount of money for each student who is enrotlgédef program. The
percentages and amounts vary widely because of the different ¢fpesgyanizations and
programs. The second step concerns planning the schedule for empdfengnt media.
Nowadays, there are six types of marketing media usuallyghesed: newspapers, posters,

television, radio, web sites, email, and direct-mail. Knowles (1980¢vies that printed
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materials are effective in most cases. A well-roundedoesgn applies not only as many media
as possible but also the right schedules for using relevant meaoavles (1980) suggests that it
Is reasonable to start the campaign with advance promotion abouweks before the opening
and that the intensity of the campaign should raise graduallylimaxcabout two weeks before
opening. Integrating the program with a theme is the theg 8t this phase. In addition,
Knowles suggests that thinking of a theme, slogan, title, or symbahvdain be tied in with
advertisements and printed materials can be very effectiverketimgy. Finally, the last step is
seeking expert advice. Knowles notes that a promotion campaign shalddéby a group, and
this group should include skillful and experienced advertising remesaes and public-relation
experts.

Preparing and distributing materials This phase deals with many decisions involving
advisement display in media and choices of media. The purpose ph#ss is not only to make
the message heard but also to connect messages from differdinimsources in order to
impress potential participants. Working on public-relations is the igpopreparation here to
help collect the mailing list (including name, address, phone nurabére-mail address), place
posters and distribute flyers in different spots and activities, seeking sbypasiting leaders of
the community and organizations, and conduct occasional promotions in difiegantzations,
special activities, and conferences. Other strategies inofteleng a discount within a limited
period of time to evoke the curiosity of potential participants amiihg an organized telephone
campaign to increase interactions with potential customers by givingders and invitations.

Evaluating results Adult administrators may be reluctant or forget to evalulagsr t
marketing efforts when they have high enroliment. They ofteruataltheir marketing efforts

when they have a poor enrollment. However, sometimes it is teo téatevaluate the
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effectiveness of marketing when adult administrators wait thr@iheed for an evaluation plan is
obvious. Knowles (1980) reminds that “adult education workers should evaheresults of
their promotion efforts periodically, and should constantly seek to impioeie promotional
skills” (p. 189). Based on Knowles (1980), | have identified two methodsvatuate a
promotion campaigns. The first method is keying advertisement—geash advertisement a
key to differentiate promotion methods. For example, adult adnaitusér can use different
types of contact information as a key to identify what promotioortefitfluences participants’
decision to register. This contact information can be differentact names, phone numbers, e-
mail addresses, and so forth. Calculating the enrollment nurbbeesl on each category will
allow administrators to develop effective promotion strategieee Jecond method involves
asking participants at the time of registration where they lieard about the program and where
the major influence came from. It seems that the first mathatbre effective than the second
because the promotion strategy can be adjusted during the promotion pleriaddition, the
results from the second method must be obtained when the promotionesctéud. Especially,
in most cases, the way people obtain information is changing bealadeancing technologies.
Thus, a good promotion strategy appropriate for this year may not mean biemgihednext year.
However, it is much easier for adult administrators to apply ¢versl method of collecting
evaluation data than it is to apply the first one.

Evaluation. Administrators evaluate programs for different reasons depermfintpeir
focus. They may focus on determining the extent to which statedtivbge are being attained
(Tyler, 1949), identifying a discrepancy between performance andatds which have been set
(Popham, 1969), and gathering information for decision making to improve they qpiahe

program (Cronbach, 1963). Stufflebeam (1975) notes that evaluation musittéaecount four
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elements of the program: goals, design, process, and product. Kakga876) identifies four
types of evaluation: (a) reaction evaluation (how participants dbeut the program); (b)
learning evaluation (what knowledge, skills, attitudes, and values been acquired by the
participants); (c) behavior evaluation (what changes in actufdrpgnce have been produced);
and (d) results evaluation (the tangible results of the prograemmstof reduced cost, improved
quality, increased productivity, lowered accident rates, and so.foktgording to Owen (2007),
objects for evaluation include policies, programs, products, and individiasapfer (1955)
believes that objectives of a program are the only legititnases for evaluation. Thus, it seems
reasonable that the evaluation plan should reflect on the philosophigmmissd objectives of
the program in the whole administrative process.

Based on Galbraith et al. (1997) and Knowles (1980), | conclude ¢jomichevaluation plan
should include five elements. The first element involves deciding whevaluate the program;
formative or summative? The formative evaluation implies an ongwogess of gathering data
or information about the object of the evaluation. The summative éwslumplies gathering
data after or near the end of a program or activity. The seddentent is to form an evaluation
team. Normally, the evaluation team should include participants, réganhstructors, the
program director and staff, the directing committee, outside expadpervisory and
management personnel, and community representatives. Howevendoepon the extent of
evaluation and the type and the size of the program, the number ofrteaniners may range
widely. The third element is to formulate evaluative questiofitis element includes two
approaches: curriculum-related or management-related. The ubumi@pproach includes
individual learning activities, group of learning activities, needsl amerest assessment

processes, instructional materials, staffing, resources, anpacative effectiveness of different
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instructional approaches, and the management-related approach inchsgement systems,
internal communications, records management, budget manageméugwtéopment programs,
recruitment and retention of students, recruitment and retentioraféf ahd marketing and
promotion. The fourth element is data collection and analysis. Tdrerédhree types of
philosophy regarding data collection and analysis: quantitative presedjualitative procedures,
and both. The quantitative procedures include questionnaires, surveysandsperformance
checklists, behavior checklists, self-rating scales, Delmhinigue, and product checking. The
second type is the qualitative procedures which include interviewsprasentative council,
open-ended comments, observations, records analysis, interactionsahadygsiand case studies.
The third type is to have both quantitative and qualitative methodsdnixebtain the most
accurate data and analysis. What type of method is better to use dependsos, thediget, and
needs of the program. The fifth element is to use the evaluasutts by modifying plans,
operation, and the program. Through this element, the adult adminiswétdrye able to gain
valuable insights on the strengths and weaknesses of the pragveell as possible implications
for investigation to improve their program in the future.
Summary

In order to gain a better understanding of power and politics in aduttation, the first
section of this chapter discusses power and organization pohigcsple of adult educators, and
adult education administration. Understanding power and organizationaiphbétps us realize
where power comes from and how organizational politics functionsetiecthe power which
can be applied when negotiating. Analyzing the role of adult educalps s see why adult
educators often feel marginalized in the organization. Adult educadionnistration plays the

role of an arena in which adult educators negotiate their plarptingsophy and mission,
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objective setting, organizing and structuring, staffing, budgetingketing, and evaluation to
bring educational programs into existence, for adult educatoren@unter potential conflicts
embedded in critical issues in the process of adult education adatiorstrThe whole notion on
power and politics in adult education helps create a context in \aldich educators deal with
adult education administrative work in the organization, and power andizaganal politics
often play a role in the marginalization of adult educators atpthening table. Thus, the
formation of the asymmetrical power relationships between adultators and other, more
powerful, stakeholders calls for the need of negotiation which is s$isduin the following
section.
Negotiation Theories and Relevant Suggested Strategies

Negotiation occurs in most human interactions. The scope of negotiation ranges from one
on-one to complex multiparty interactions. Thompson (2005) indicates that there daetbvs,
“the dynamic nature of business, interdependence, competition, the informatiancge,
globalization” (p. 3), that have caused negotiations to increase in importance giextym
Most negotiation literature addresses the fields of business, law, diplontaay;dkations, and
conflict resolution. There is much less scholarly writing that is relatecgggmn planning.
Further, most literature focuses on strategies rather than theories. HaWwewey can lead to
explanations of why strategy can work in several contexts. In reviewirigettagure of
negotiation, | identify three primary negotiation theories (game theorywwaitheory, and
fairness theory) and eleven major strategies that are suggesteddthttee theories in the

following discussion.
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Game Theory

Traditional applications of game theory are applied to find equilibria with mmeaties in
games, in which competitions are held and an individual's success depends on the choices of
others. Nash’s (1950, 1951, 1953) equilibrium concept is most notable for developing the best
strategies for making choices by using complex mathematical fasmélccording to Aumann
(1987), game theory is an umbrella or "unified field” theory for #te@nal side of social science,
where “social” is interpreted broadly, to include human as well as non-humarsplétyer
addition, according to Nash (1950), game theory is also called zero-sum theonyafbcipant's
gain or loss is exactly balanced by the losses or gains of the other pattg)ipdherefore,
slicing a cake describes the game theory in that taking a larger piecesrdauaenount of cake
available for others. In this way, game theory refers to conflict, congmetétnd scarcity. Under
some circumstances, there can be combat, hostile relations, and power stiRgifag1982)
notes that this theory can help negotiators maximize their substantive outconres dindese
set of situations. The following four strategies are considered majoraduoddpt negotiators
bargain with other negotiators in the game theory.

Assess the BATNA (Best Alternative To a Negotiated Agreement) and imgve it. The
acronym BATNA coined by Fisher and Ury (1981) identifies the point at whiekgatiator is
prepared to walk away from the negotiation table. Thompson (2005) interprets thatticepra
it means that negotiators should be willing to accept any set of terms shaeisor to their
BATNA and reject outcomes that are worse than their BATNA” (p. 15). Faongbeain Pete’s
planning story (Cervero & Wilson, 1994a), Pete would like to keep the Vice Presidenfr&mn
the planning table because he is hostile to Pete, if President Jones insists ng tirenyfice

President Brad to the table, Pete will need to figure out his BATNA before hgs wideJones.
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His BATNA could be asking to transfer to another department, quitting his job to ancafftra
from another company, finding a friend close to Brad, or talking to Brad to find hisiterasts.
Although BATNASs involve some uncertainty, it is not an excuse for a negotiatdl to éssess
her BATNA. In addition, “the better your BATNA, the greater your power’H&isUry, &
Patton, 1983, p. 106). Thompson (2005) urges negotiators to spend a considerable amount of
time attempting to improve their BATNA before entering a negotiation ngpeti

Determine the reservation point. This strategy is used by negotiators to decide when
agreement could be reached. Taking the seller-buyer relationship for examiffite(F282)
notes that the final settlement of a negotiation will fall somewhere abovellgresseservation
point and below the buyer’s reservation point. The difference between sellenstiesepoint
and buyer’s reservation point is a zone known as “the bargaining zone” or the “sake” a
described game theory above. This bargaining zone can be positive or negativer’'df sel
reservation point is higher than buyer’s reservation point, the bargaining zonatisenagd the
final settlement cannot be reached unless the seller or buyer revisesedbriation point to
make a concession. Negotiators decide whether they need to negotiate byindetief
bargaining zone as positive or negative. They do not need to waste their timetinggate
situation of a negative bargaining zone. In addition, the reservation point maytéee tela
uncertainties and not be easily found. Negotiators must research theirtresgoant
accurately as much as possible. An error in reservation point calculatigmofadbly result in
failure. Every seller would like to set a higher reservation point and everywayéd like to set
a lower reservation point; however, one will lose in negotiation if the resamyadint is not

close enough to the real point.
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Make the first offer. The question of who should make an offer first has always created
controversies. This question was caused heated debate in the past. Galinsky amilé/fgss
(2001) study indicates that whichever party —buyer of seller—makes the fimsobfains a
better final outcome in that the first offer acts as an anchor point. However, thgusie for
making an effective first offer is that negotiators be well preparfetthisipreparation is absent, it
may be wise to allow an opponent to make the first offer. The rationale fotr#tegy is that
first offers are usually expected to fall within the positive bargainomgz As negotiators think
about making the first offer, they should plan a project that includes the firsantfedhe
reservation point. Thompson (2005) suggests that the first offer falling within theg@osit
bargaining zone can serve as a powerful anchor point in negotiation. In additioreatsprot
negotiators from falling prey to a similar anchoring effect when thay the opponent’s offer.

Use a rationale to support offers.Langer, Blank, and Chanowitz (1978) examine how
often people were successful in negotiating permission to cut in line at a photcacupen
According to their study, those who did not provide a rationale were the least uld6€8%);
those who presented a logical rationale were the most successful (94%e@ntiAgea rationale
that explains the reason why the offer is reasonable can dramaticadiyta# course of
negotiation. For example, you are interested in a used laptop computer being $2@Dfoif
you want the seller to lower the price to $150, you will be more likely to get ghapléor $150
if you explain why that amount is reasonable instead of just offering it withoxjpéamation.
This will make your offer more powerful. The more rational the explanation, thertige

possibility of success.
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Win-Win Theory

The idea of win-win problem solving was discussed by Fisher and Ury (1981). Tdng the
is designed to maximize outcomes for both parties and maintain positive relgsonatbrecht
and Albrecht (1993) use another term “added value negotiating” to describe the poiver o
win negotiating. Albrecht and Albrecht (1993) also explain this approach as one moving
negotiators toward empathy and away from antipathy. Put simply, win-vanytiseexpanding
the “cake” as described in the analogy above. However, the cake may nargecim all
situations. Negotiators need to examine the possibility for win-win negoatilayi asking
themselves this questionBees the negotiation contain more than one issue?

Thompson (2005) notes that single-issue negotiations are not win-win, for whatever one
party gains, the other party loses. Lax and Sebenius (1986) indicate that the pydbabili
negotiators will have identical preferences across all issues lisssrddhat conflicts may exist
because of differences in preferences and beliefs that negotiatorsspd3ssgable tradeoff
could create joint gain for each party. Thus, negotiators should identify additsuned is
embedded in the context. In so doing, the win-win negotiation setting can be improved. The
following four major strategies are suggested by this win-win theory.

Build trust and share information. Bazerman and Neale (1992) suggest that negotiators
should build a trusting relationship and share information to increase the probab#giggloig a
win-win outcome. However, a trusting relationship and information sharing do not include the
information about their BATNAS. Instead, negotiators’ position, underlying stere
preferences, some key facts, and priorities across the negotiation issues shozildlbd. To
do so, Jandt and Gillette (1985) recommend establishing an atmosphere in which ped&gdé will

free to raise appropriate objections. Information can enhance negotrgnests or positions,
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and is a powerful tool per se. Forester (1989) identifies five ways to form a sépmeer for
planners to negotiate: technician (analyze the data and problems), inctet@asgpond to
organizational needs), liberal-advocate (information coming from socialggadtructuralist
(structure the society), and progressive (information from different soofciesnography,
geography, and culture). Information exchange should be direct, honest, andérgrispeause
it often results in a reciprocal reaction. “The reciprocity obligation is s@golthat negotiators
occasionally utilize it as a bargaining tactic” (Goldman & Rojot, 2003, p. 230).

Setting an agenda is a negotiation strategy and an extremely good exadgtenstrate
how to build trust in asymmetrical power relations between the less powegtiiater and the
other more powerful stakeholder. Some negotiators may wonder whether the togpérsof
going to be discussed matters. Should they put the key issue as a top priority&@géstte
important to them? Reardon (2004) points out that most people know the importance of agendas
in negotiation; far fewer know how to develop them strategically. Many noviceiategst
consider agendas a waste of time, or a deterrent to getting to the heart eiehdnsthe process
of negotiation, the key issue may be highly debated; especially where thassammetrical
power relations. “Many experts suggest beginning an agenda with secondaey arearly
irrelevant issues that are likely to result in early agreement (and thestdifish a positive
problem-solving context). This approach often creates and atmosphere of success and
cooperation” (Reardon, 2004, p. 100). It seems that it is not a good idea to address sensitive
topics in the beginning of negotiations, although some negotiators prefer taucisibjects as
soon as possible. If the less powerful negotiator set an agenda of less coatrtmg@csi prior to
consideration of the key issues, they may have a greater chance to collaitbrtte more

powerful stakeholder, and this choice may make it possible for both sides to work welkexy the
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issues later on. These easy topics are the items the less powerful oegatiaasily concede
because of their relative lower priority. In this process, the less powegdatiator is

constructing a positive emotional context designed to achieve positive and cooperatnraes.

In addition, even though the more powerful stakeholder have different opinions about a key issue
it is very probable to listen to the whole story as stated by the less powedtiatergand the

more powerful stakeholder may be persuaded by the less powerful negotiator intthe pos

climate of negotiation.

At the beginning of a meeting, the less powerful negotiator can creaad\fratmosphere
with the more powerful stakeholder, and both of them can work collaboratively on moneltdiffic
issues later. The less powerful negotiator still needs to take steps to epgsite/a climate and
to maintain the desired mood. Otherwise, the negotiator could fail to maintain the good
atmosphere she has orchestrated. The less powerful negotiator should set a csayss af the
beginning of a meeting and then make sure the outcomes of negotiating thesageissues
will not have any strong negative effect on the planners’ real interestsigSete issue in the
initial stages of negotiation may not be sufficient to create harmonybetthe less powerful
negotiator and more powerful stakeholder. The key to this strategy is the¢shmoiverful
negotiator needs to identify some issues that are important to the more patededhiolder and
that are of less concern to her. Negotiators are encouraged to exploreréstsimteother more
powerful stakeholders. “The important implication here is that power is alweipsacal’
(Cervero & Wilson, 1994a, p. 122). The reciprocal principle means that you can loskisgmet
that is not so important to you at first, but then later you may gain something babkisubiic
importance to you. However, it is important to take into account time spent on impleytergi

strategy to make sure that there is enough time to discuss their “reatmterenother concern
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is that the less powerful negotiator may have already established anas®tisatjenda that
reflects their desire to negotiate issues in a specific order. Howlegenore powerful
stakeholder would like others to follow his/her agenda during the negotiation. When this
circumstance is apparent, the less powerful negotiator may need to “ask ticagmestions” to
achieve early collaboration with the more powerful stakeholder.

Ask diagnostic questions.Why are the diagnostic questions important to increase the
likelihood of win-win agreements? Thompson (2005) considers that two reasons make these
guestions important. First, such questions help negotiators discover value. Second, ciagnosti
guestions do not tempt the other party to be untruthful or to misrepresent his or her pdsitions.
course, these diagnostic questions cannot be involved in opponents’ BATNAS or reservation
points because such questions may lead to exaggerations or prevarications. When posing
diagnostic questions, a careful and alert negotiator may discover usefoiatitor or other
indications of fact that may aid in the process. In addition, asking questions e&aséncr
interactions between two parties and enhance the understanding from eackothevrer,
constructive responses are also very important because these responses congofiaiorsie
experiences and knowledge base. In order to pose effective diagnostic quéstiorgptiator
should seek to develop expertise in a given area of negotiation.

Make package deals.Thompson (2005) suggests that negotiators should not negotiate
issues singly for the following three reasons. First, negotiating eachseparately does not
allow negotiators to make trade-offs between issues. Negotiators need te teecaiphpare and
contrast issues in order to trade them off by capitalizing on differeng#iseof preference.
Second, if the bargaining zone is narrow or negative, reaching a mutually profitable @bicom

trade-offs is necessary and important. Otherwise, impasse is moyddikecur. Third, single-
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issue offers lure negotiators into compromise agreements which are usuaty best approach

in win-win negotiations. In addition, linking the issues is also an important tadhcsistrategy.
Constructing the connection between the issue identified and an issue originaligtedgst
important. Schoonmaker (1989) suggests that negotiators should “establish and maintain
linkages between issues” (p. 104). When the negotiator raises another issue, the opgonent m
guestion the relationship between the different issues. The more rational theioantieet

more likelihood of achieving a win-win agreement.

Make multiple offers simultaneously. Bazerman and Neale (1992) suggest the strategy of
multiple simultaneous offers can be effective even with the most uncooperativgotatees.
According to Thompson (2005), the strategy involves presenting the other party Mvéktawo
proposals at the same time. In addition, these proposals must meet two conditiopke-issilie
offers and those of equal value to one presenting. Making multiple offers is @dteasbeing
more flexible by the other side. Thus, win-win approach can be led more easily Yip@ ik
strategy. Medvec and Galinsky (2005) suggest a strategy of Multiple EquiSatanitaneous
Offers or MESOs which means presenting more than one offer at a time as@the other
side’s satisfaction as well as the odds that an agreement will be impldm@éhir study has
shown that negotiators who use MESOs achieve better outcomes than those who méke a sing
packaged offer without sacrificing relationships or losing credibility.

Fairness Theory

Carrell and Heavrin (2008) note that “fairness underlies negotiations becgosatirg is

a voluntary endeavor, and unless the parties anticipate a ‘fair shot’ they akelgdblengage

in the negotiations” (p. 198). Carrell and Heavrin also address four fairmesplps
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(proportionality, reciprocity, impartiality, and the requirement that atiggbe heard) and four
fairness norms (equality, equity, need, and maintaining the status quo).

According to Carrell and Heavrin (200@yoportionalitymeans that a fair agreement takes
the parties’ circumstances into account. That is, circumstances surrounding stremief the
parties in making the pie can dictate a totally different but nonethelesspliai Different
contributions or responsibilities can be considered as the parties’ circuesstarmause the pie
to be split other than 50-5@Reciprocitymeans that concessions from one party can generate
comparable concessions from the other party, and that cycle triggers caopdnagartiality
means that an agreement may not be considered fair even though all involving paréiesitig
the agreement. There must be some adjustments related to balancing oétbetdifterests in
the final bargain to make the agreement consideredBaheardmeans that people tend to
judge a negotiation as fair when they have had an opportunity to voice their point of view and
have it considered by the other party.

As for four fairness norms, | am taking Deutsch’s (1985) annual salarpses@s an
illustration. A dean has to assign annual salary increases among membeifaailheby using
the four basic distributive values: (a) equality—giving each faculty membeyuah €hare of the
total money available for increases; (b) need—giving each a salary mtheass related to the
professor’s need for the money; (c) equity—giving each an increase tektésl to the value of
the faculty member to her university; (d) marketability—giving each erease that is related to
the salary the faculty member could get in a position elsewhere which is algteoets status
quo. Each norm has its own rationality. None of them is always right in all situations

Schwinger (1980) suggests that different fairness rules apply in differentosituaMikula
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(1980) indicates that goals involved in a negotiation situation often dictate whinbsfarule is
employed. The following two major strategies are suggested by this fathsesy.

Social comparison. Social comparison is a common fact in organizations and relationships
regardless of which value is measured. Deutsch (1985) notes that this type of bekawigr r
that people often care more about how their slice of the pie compares to other peopie sz t
of the slice in an absolute sense. This strategy is useful for individuals and fouoires,
projects, and organizations. As Thompson (2005) suggests, there are three social@momparis
targets that may be distinguished: upward comparison, downward comparison, and comparison
with similar others. Each comparison target is applied in a different coMegbtiators should
explain why they make comparisons by applying four fairness norms whennapiblia strategy.

Procedural justice. Carrell and Heavrin (2008) and Thibaut and Walker (1975, 1978)
consider that in addition to their slice of the pie, people are concerned with thesvances are
distributed. That is, people not only care about the fairness of outcomes, but also éwaluate
fairness of the procedures by which the outcomes are determined. The degrdaiofabe of
procedures will influence people’s satisfaction and willingness to compghyouicomes. For
example, when two brothers would like to share a piece of cake, it will be faiih¢halder
brother divides it into two pieces and the younger brother gets the first choiaddition, the
role of divider can also be determined by the toss of a coin or other fair procethisestrategy
can help negotiators gain a fair basis rather than risk the hazards afrfedkebiargaining.
Comparison of Three Negotiation Theories

Although these three negotiation theories could be applied in different contextsethane
similarities and differences among them. Further, each theory has itsaapbsaand

disadvantages. To make this comparison simple and clear, | divide each compé&risenan
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aspects—number of issues, technique, general strategy, relationship ofids passible
options, information sharing, and possibility of reaching an agreement.

Number of issues Game theory can deal with several issues but only one at a time. Win-
win theory requires dealing with more than one issue and putting all differentiissuas
package at the same time. The more issues that are present, the greatacéharchgreement
can be reached. The fairness theory, like game theory, can deal with onlyuerst ssdime,
because it is almost impossible to achieve equal shares across the issues.

Technique. Game theory refers to a win-lose technique that implies that one party has
gained something at the expense of the other party. Win-win theory seeks tatentiegir
interests to create positive outcomes for both parties that exceed those nacmalyd through
game theory. Fairness theory suggests that four fairness principles afairfess norms seek
substantive fairness in distribution of value and procedural fairness in the approgasadf
certain negotiation tactics. Three theories employ three different ¢eemin negotiation.
Negotiators need to take into account the situation of negotiation to decide whatishbebest
approach for them. In addition, it is good for negotiators to consider changingtheiigues
when their original choices do not work well.

General Strategy. Game theory seeks to maximize shares of a “fixed pie”. Win-win theory
tries to expand the pie by creating value and solving problems between two sidesssFa
theory calls for fair treatment to everyone regardless of religiousicptlclass, age, race,
gender, and sexual orientation, or other irrational categories.

Relationship of the Parties.In most cases, game theory deals with one time relationships.
Therefore, game theory causes more hostile attitudes than the other twes timethieéeprocess of

negotiation. Win-win theory expects a continuing and long-term eakttip with the other party.
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Therefore, a friendly relationship can be expected when win-win theory ie@pplairness
theory can be applied in an undergoing friendly relationship, a long-ternomslzp, or a one-
time relationship. It depends on situations. In some cases, fairness thebeyajaplied to

family members or working partners in which relationships ansidered friendly and long-term.
Nevertheless, in some situations, fairness theory can be applied to counterdutrtheoos
powerful parties when they ignore principles of fairness in a one-timeoredhtp. In addition,
sometimes if two parties are haggling over the price of a used car, and theasarebdy close

to an agreed upon price, it would not be surprising for them to settle by splitting theriéer

Possible options.Game theory suggests that negotiators should express one position for
each issue. Win-win theory suggests that negotiators have many options thedteek for
maximum mutual gain. Fairness theory suggests substantive fairnesslisttioution of value
and (or) the procedural fairness in the appropriateness of certain negotigicm ta

Information sharing. Game theory suggests keeping information hidden. Win-win theory
suggests sharing information with other parties and explaining the rationatepingéerests. In
fairness theory, four fairness principles—proportionality, reciprocity, ighigy, and the
requirement that all parties be heard, must be met when negotiators sharetiofowita other
parties.

Possibility of reaching an agreementiIn most cases, win-win theory creates the greatest
possibility of reaching an agreement. This situation occurs because thénvilmeary seeks any
possibility of reaching an agreement. Negotiators work together to brainstmsthid®as so as to
increase the likelihood of an agreement. Fairness theory can create the seatasd gossibility
to reach an agreement, for people often care more about how their slice of thapeess to

other people’s share than the size of the slice in an absolute sense. In s3®-&kis not
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enough in that people care if they “win” the case; however, in some cases peololdike to
accept an equal value to avoid conflicts and preserve relationships. Game theotgast
effective in reaching an agreement. This situation occurs because thaibgrgane is often
negative or even though it is positive, an agreement may not be reached. In additiergrie-thi
time relationship, people do not trust each other, so the possibility of reaching emegres
diminished. Thus, the possibility of reaching agreement using these three thredessending
order of likely success is win-win theory, fairness theory, and game theory

Implications for Program Planning in Adult Education

Three negotiation theory—win-win theory, game theory, and fairness theomg—we
introduced, analyzed, and compared in previous sections. In this section, | am goilgg ana
the character of each negotiation theory in program planning practice to suggegtideions
for program planning in adult education. These characters are addressed below.

The character of win-win theory. According to Cervero and Wilson (1994a, 1994b, 1998,
2006), program planning theory posits that planning practice always has twofypgcomes—
educational outcomes and social and political outcomes. These outcomes areldghieve
reproducing or changing the social and political relationships that make plgossigle. In
addition, Cervero and Wilson (1994b) also note that planners’ actions, while directed toward
constructing educational programs, are also always reconstructing the patenseand
interests of everyone involved or affected by the planning process.

Therefore, program planners should notice two aspects when they negotiate atrivegpl
table: constructing an educational program and reconstructing the relggianstmg all
stakeholders. These two aspects illuminate the power of win-win theory whighdst is the

best negotiation theory for program planning practice in adult education becaadgahtages
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of win-win theory fit the context of program planning. These advantages includgingaa

many as issues which may occur through the process, integrating moshtiffereests between
parties, creating positive outcomes, and often constructing an educational progcasshuilly.
Additionally, most importantly, win-win approach tends to reconstruct a friendbatinuing,

and long-term relationship with all stakeholders in the planning process. Furtiuediag to
Cervero and Wilson (1994b), planners do not typically work in situations characterized by
symmetrical power relations within which all interests are equalbprant and negotiation
proceeds on a consensual basis. The most common situations program planners deal with ar
marked by asymmetrical power relations. The strategy of countergcangain strategy
recommended by Cervero and Wilson’s (1994b) program planning theory. From the advantages
of win-win theory | mentioned above, the win-win approach can play a significanhrole
conducting the strategy of counteracting to improve program planning priactitech the
asymmetrical power relations is often considered a main context.

The character of fairness theory.According to Cervero and Wilson (1994a, 1994b),
program planning theories must be able to illuminate the ethical questions timerpla
commonly face in their everyday practice. Cervero and Wilson (2006) also indidatestikeaare
two sets of ethical commitments: who should benefit and who should be at the table.slt seem
that fairness theory can be the second most powerful negotiation theory to helpspliahevith
ethical questions. Four fairness principles and four fairness norms irsfaithe®ry respond to
these two sets of ethical commitments and other ethical concerns of programgpfamactice in
which power and interests are embedded in a particular context. As noted abaliegdbar
two strategies drawn from this theory—social comparison and proceduradustigy be able to

provide some support in situations of asymmetrical power relations, too.
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The character of game theory.Game theory plays the least important role in program
planning theories and practice due to the following three reasons: (a) in most ogsa&s pr
planning deals with more than one issue; (b) issues embedded in program planningocalling f
negotiation usually imply that the bargaining zone is negative and indicatbehaterests at the
planning table do not intersect; and (c) most importantly, program planning engshesiz
continuing and long-term planning relationship. The three facts run counter to thplesidi
game theory. However, game theory can provide an evaluation of the result oinviheany
when it is applied to program planning. Carrel and Heavrin (2008) point out that “the win-win
metaphor is not useful because it cannot be used without also using the win-lose mgbaphor” (
86). This situation occurs because in the process of negotiation the negotiators nakte e
the deal by comparing what they will gain with what they will lose acngrtti the view of the
win-lose metaphor. The agreement can only be reached when both sides azd gatisthe
results and consider that they “win.” If one side feels that they lose, #xenagmt cannot be
approached. Although the win-win metaphor is useful, this metaphor is still based ornasing t
win-lose metaphor. Put simply, in program planning practice game theory providetabass
and rationality. It helps planners negotiate with other planners in unique situaitiomsly one
issue. It also helps planners evaluate the worthiness of programs relatetigie msslies by
comparing as needed.

Brief summary. It seems that these three negotiation theories all play the roles in program
planning practice. | suggest that the win-win theory can be the most powerful théway it
can solve most problems by reconstructing the friendly and continuing relapsngth other
stakeholders. In addition, fairness theory can be applied effectively in dortesis; and

especially when other stakeholders ignore ethical principles at the plaabiegfairness theory
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can be a powerful tool. Although game theory is not recommended in the final phase of
negotiation, this theory can be a source to gather information, reveal interdsithfsides, and
present a strong argument in order to gain further preparedness for apphtegies in the
decisive phase. Moreover, in some unique situations, planners have no choice but to apply game
theory and relevant strategies to secure their goals at the planning tzhleebthey have
difficulties in finding associated issues, and the strategies of fairnesyg tre not applicable. In
this kind of situation, a solid rationale is considered as a good strategy of usieghgsry to
persuade other stakeholders at the table.
Relevant Studies

Two relevant studies from the field of business are addressed here. Although beth studi
are guantitative studies, they provide me with valuable influence tacticsnigyqueestionnaires,
factor analysis of questionnaires and other types of construct validatianctesich as Q sorts
by subject-matter experts, interrater agreement in the coding o&tnitcidents, analysis of
content validity, and analysis of discriminant validity (Schriesheim & Hink990). The
researchers of both studies tested those tactics used by managers toeitfleieiosses
(upward), co-workers (lateral), and subordinates (downward). These taeticsnsidered useful

strategies in the context of program planning.

Kipnis, Schmidt, and Wilkinson’s (1980) profile of organizational influene strategies.
This quantitative study focused on the tactics used by respondents at work to inthegnce t
superiors, co-workers, and subordinates. These tactics were identified by ttimges
guestionnaire answered by 754 employed respondents. The findings of the studywelude t

parts. The first part of findings identified eight tactics: assertivermegstiation, rationality,



56

sanctions, exchange, upward appeals, blocking, and coalitions. Table 1 indicates & Siktail
items corresponding to each tactic.
Table 1

Kipnis et al’s. (1980) Influence Tactics and Corresponding Iltems

Influence Tactics Corresponding Items

Assertiveness . Kept checking up on him or her.

. Simply ordered him or her to do what was asked.

. Demanded that he or she do what | requested.

. Bawled him or her out.

. Set a time deadline for him or her to do what | asked.

. Told him or her that the work must be done as ordered or he or she
should propose a better way.

. Became a nuisance (kept bugging him/her until he/she did what |
wanted).
8. Repeatedly reminded him or her about what | wanted.
9. Expressed my anger verbally.

10. Had a showdown in which | confronted him or her face to face.

11. Pointed out that the rules required that he or she comply.

DO WN

\]

Ingratiation 12. Made him or her feel important ("only you have the brains, talent

to do this").

13. Acted very humbly to him or her while making my request.

14. Acted in a friendly manner prior to asking for what | wanted.

15. Made him or her feel good about me before making my request.

16. Inflated the importance of what | wanted him or her to do.

17. Praised him or her.

18. Sympathized with him/her about the added problems that my
request has caused.

19. Waited until he or she appeared in a receptive mood before asking.

20. Showed my need for their help.

21. Asked in a polite way.

22. Pretended | was letting him or her decide to do what | wanted (act
in a pseudo-democratic fashion).

Rationality 23. Wrote a detailed plan that justified my ideas.
24. Presented him or her with information in support of my point of
view.
25. Explained the reasons for my request.
26. Used logic to convince him or her.



27.
28.
29.
Sanctions 30.

31.

32.
33.

34.

Exchange 35.

36.
37.

38.
39.
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Wrote a memo that described what | wanted.

Offered to compromise over the issue (I gave in a little).
Demonstrated my competence to him or her before making my
request.

Gave no salary increase or prevented the person from getting a pay
raise.

Threatened his or her job security (e.g., hint of firing or getting

him or her fired).

Promised (or gave) a salary increase.

Threatened to give him or her an unsatisfactory performance
evaluation.

Threatened him or her with loss of promotion.

Offered an exchange (e.g., if you do this for me, | will do
something for you).

Reminded him or her of past favors that | did for them.

Offered to make a personal sacrifice if he or she would do what |
wanted (e.g., work late, work harder, do his/her share of the
work, etc).

Did personal favors for him or her.

Offered to help if he/she would do what | wanted.

Upward appeal 40. Made a formal appeal to higher levels to back up my request.

41.
42.

43.

Obtained the informal support of higher-ups.

Filed a report about the other person with higher-ups (e.g., my
superior).

Sent him or her to my superior.

Blocking 44. Threatened to notify an outside agency if he or she did not give in

45.
46.
47.
48.

to my request.

Threatened to stop working with him or her until he or she gave in.
Engaged in a work slowdown until he or she did what | wanted.
Ignored him or her and/or stopped being friendly.

Distorted or lied about reasons he or she should do what | wanted.

Coalitions 49. Obtained the support of co-workers to back up my request.
50. Had him or her come to a formal conference at which | made my
request.
51. Obtained the support of my subordinates to back up my request.

Note. Adapted from “Intraorganizational Influentactics: Explorations in Getting One's Way” by Ripnis, S.
M. Schmidt, & I. Wilkinson, 198Q]Journal of Applied Psychology, @B, p. 445-446. Copyright 1980 by the
American Psychological Association.
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The second part of findings identified the definite tactical categorgsmonded to five
specific situations and three different kinds of objects. These five spgtiftions include
receiving assistance in one’s own job (seeking personal assistancarfgetpersons), assigning
work to a target, obtaining benefits from a target, improving target’s perforpamtanitiating
change ¢onvincing target persons to accept new ifleddree different kinds of objects include
bosses, co-workers, and subordinates. Table 2 indicates the exercising influehttes
corresponding tactics in terms of different targets.

Table 2

Kipnis et al’s. (1980) Exercising Influences and the Corresponding Tactics

Exercising Influence/Target Corresponding Tactics

Receive assistance in one’s own job

boss Ingratiation
co-worker Ingratiation
subordinate Assertiveness
Ingratiation
Assign work to a target
boss Assertiveness
co-worker Assertiveness
subordinate Assertiveness
Obtain benefits from a target
boss Exchange
Ingratiation
co-worker Exchange
Blocking
Ingratiation
subordinate Assertiveness
Coalitions
Improve target's performance
boss Assertiveness
Blocking
Rationality
co-worker Assertiveness

Exchange
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Coalitions
Rationality
subordinate Assertiveness
Rationality
Initiate change
boss Rationality
Coalition
Ingratiation
Exchange
co-worker Rationality
Coalitions
Exchange
subordinate Assertiveness
Rationality

Note. Adapted from “Intraorganizational Influentactics: Explorations in Getting One's Way” by Ripnis, S.
M. Schmidt, & I. Wilkinson, 198Q]Journal of Applied Psychology, @5, p. 450. Copyright 1980 by the American
Psychological Association.

According to this table, assertiveness was the most frequent item to be usegoearallgs
in the situations in which the power difference existed and the people with moreremsed a
favor from the people with less power. This fact implied that the strategyesfiassess was
often used by people with more power. In addition, both ingratiation and rationalityp&gned
to assertiveness to influence others but were exercised differentlytidtigrawas more likely
to be used by people with less power to ask favors from others with equal or more power. The
frequency of using rationality was about the same among the three hiesarelowever, it
seems that all three members of hierarchies, bosses, co-workers, and subpliéadhtesuse
ingratiation rather than rationality in situations related to requestsigt@sce, assigning a job,
and gaining a benefit from others. In addition, this situation implied that ratiowals not as
good as ingratiation when influencing actions that had to do with personal interbsts in t
workplace and when these personal interests were excluded from the adtiaistigulations.

Moreover, the findings also indicated that respondents with higher job status usedit¢haf t



60

sanction more frequently when influencing their subordinates and seldom soughtesd$ista
their superiors. Additionally, the size of the work unit also related to the usdics @t
subordinates. In large units, respondents used assertiveness, sanction, and upwarseppeal
frequently when influencing subordinates.

It seems that this study is a good reference for my study becausanpagnners may play
the role of boss, co-worker, or subordinate at the planning table. In addition, as | ngentione
earlier in this chapter, adult educators have more opportunities to play the soleadinate at
the planning table to negotiate with other more powerful stakeholders because adtireduc
may be marginalized in most cases. If this asymmetrical situation dogsab¢he planning
table, ingratiation may be a good strategy for adult educators to try.

Yukl and Tracey’s (1992) influence tactics used with subordinates, peg and the boss.
The focus of this quantitative study was to discover how managers use nine difféuentce
tactics and to analyze the relationships between the target task comtniameé the managers’
effectiveness. The nine influence tactics included rational persuasion, tiosgirappeal,
consultation, ingratiation, exchange, personal appeal, coalition, legitimatoshgyressure. The
target task commitments included three directions: downward (the target maBrgolosition),
lateral (the target is in the same position), and upward (the target is in agogti®n). The
respondent managers of this study included 526 subordinates, 543 peers, and 128 superiors.
Table 3 shows the definition of these nine influence tactics.

The results of this study indicated that effective ratings were ctadgb@sitively with a
manager’s use of rational persuasion, inspirational appeal, and consultation eeadlitbctions
(downward, lateral, and upward). Correlations for the remaining six tasiesnegative or no

significant in all three directions. In addition, regardless of direction, réjp@nsuasion was the
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Table 3
Yukl and Tracey’s (1992) Influence Tactics

Tactic Definition

Rational persuasion The person uses logical arguments and factual evidence to
persuade you that a proposal of request is viable and likely
to result in the attainment of task objectives.

Inspirational appeal The person makes a request or proposal that arouses
enthusiasm by appealing to your values, ideals, and
aspirations or by increasing your confidence that you can
do it.

Consultation The person seeks your participation in planning a strategy,
activity, or change for which your support and assistance
are desired, or the person is willing to modify a proposal to
deal with your concerns and suggestions.

Ingratiation The person seeks to get you in a good mood or to think
favorably of him or her before asking you to do something.

Exchange The person offers an exchange of favors, indicates
willingness to reciprocate at a later time, or promises you a
share of the benefits if you help accomplish a task.

Personal appeal The person appeals to your feelings of loyalty and
friendship toward him or her before asking you to do
something.

Coalition The person seeks the aid of others to persuade you to do

something or uses the support of others as a reason for you
to agree also.

Legitimating The person seeks to establish the legitimacy of a request by
claiming the authority or right to make it or by verifying
that it is consistent with organizational, policies, rules,
practices, or traditions.

Pressure The person uses demands, threats, or persistent reminders to
influence you to do what he or she wants.

Note. Adapted from “Consequences of Influence i€adtised With Subordinates, Peers, and the Bos&.bYy ukl
& J. B. Tracey, 1992Journal of Applied Psychology, @), p. 526. Copyright 1992 by the American
Psychological Association.
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best tactic to increase effectiveness ratings at the level of the bosses@achers assumed that
the strong correlation between rational persuasion and effectivenegs gdtthe level of the
boss came from a close association between a manager's skillful use of patisnasion and
decent expertise. Although | use qualitative methods which are differentfi®ouintitative
study to conduct research, the nine influence tactics of this study and the thcgerdir
(downward, lateral, and upward) provide me with great resources and helpful bedogma
information that can be applied in the context of program planning.
Summary

In order to gain a better understanding of negotiation, | explored threeategotineories
(game theory, win-win theory, and fairness theory) in this section and suggesteatioegot
strategies as well as relevant studies. In terms of educational prplgramng, it seems that
win-win theory is the best approach among the three theories because it not oslyrsste
problems but also reconstructs friendly and continuing relationships with other sthatshol
Two relevant studies described tactics of influencing others and analgzefidttiveness of
those tactics. Among the tactics suggested by these two studies, ratioatdihal persuasion)
plays an important role in influencing others within both studies. This situatiorestpat
game theory still plays a major role of negotiation because providingpaaledupport is the
main strategy in game theory. The tactics of ingratiation, consultation, amndoasie based on
win-win theory because these two strategies are used in order to build friegldii®nships to
influence others. In addition, the tactic of exchange is close to making a pacabghidh is
suggested by the win-win theory because this tactic of exchange is basegncipée of
reciprocity. Moreover, the tactic of legitimacy is close to using thedag theory because

legitimacy emphasizes the individual’'s right. The whole section helps usstartthe
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knowledge related to how people negotiate with each other and how they influence others by
applying negotiation theories or using certain tactics to gain bettétsresterms of people’s
interests.
Negotiation in the Context of Program Planning

In order to explain how program planners negotiate their interests in the corpeog@m
planning, | discuss three main points in this section: a program planning theorlgleposkural
aspects, and relevant studies. The program planning theory developed by Cerverls@amd Wi
(1994b) well addresses most possible situations program planners encounteraairimg pable.
The possible cultural aspects discussed specify particular cultures echibetite context of
program planning. Two former relevant studies include Yang, Cervero, Valentirgeasuoh's
(1998) power and influence tactics and Mosley’s (2005) negotiation of sociopolisicatis

medical education program planning.

Cervero and Wilson’s Program Planning Theory

When talking about negotiating power struggles between stakeholders and thesphdrine
will be conducting the program, we need to be aware of Cervero and Wilson’s (1994b, 2006)
program planning theory. There are two parts in the theory. The first parbnsdinte central
concepts (power, interests, negotiation, responsibility, and ethical committentsxplain
theoretical issues in program planning practice including who should benefit and who should be
at the table. The second part addresses the theory that is used to negotiataghovenests in
planning practice. Because | focus on how this theory works when negotiatindgadiléh¢he
second part is of interest here. Cervero and Wilson (1994b) developed a conceptoalttahe
delineated four different ways that power relations and associatedsiatead structure

situations in which planners must work. The conceptual scheme is shown as Table 4.
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Table 4

Cervero and Wilson’s Political Boundedness of Nurturing a Substantively Democraticrigjanni
Process

Type of Power Relations
Relations Among

Legitimate Symmetrical Asymmetrical
Interests
Consensual Cell 1 Cell 2
Individual Limits Social Differentiation
Strategy: Satisfice Strategy: Network
Conflictual Cell 3 Cell 4
Pluralist Conflict Structural Legitimation
Strategy: Bargain Strategy: Counteract

Note. Cited from “The Politics of Responsibilit4: Theory of Program Planning Practice for Adult Edtion,” by
R. M. Cervero and A. L. Wilson, 199%4dult Education Quarterly45, 261. Copyright 1994 by the American
Association for Adult and Continuing Education.

According to Table 4, planners will face four situations when they decide to conduct the
program and must apply four strategies to deal with these four situations. To digmisding
power struggles between stakeholders and planners, it is necessary to knowewidanisin the
literature about these four strategies and how they deal with the four diféteions. In the
following, the four strategies, satisfice, network, bargain, and counteesatidressed, and a
brief summary is provided.

Satisfice—cell 1.In this cell, planners face the symmetrical power relations and will have
consensual legitimate interests with stakeholders. This implies that rdavork in situations
where everyone’s interests are in harmony, and they have almost equal gewesro and

Wilson (1994b) note that although the power relations in these situations are relatively
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symmetrical and the people involved have similar interests, planners quiaittyimdavidual
limits about what can be done to plan the program responsibly. According to FAr@8&r the
meaning of satisficing is that “expectations of success will have to beddrem finding the
optimal decision to reaching a satisfactory one” (p. 55). This indicatesi¢hpllainning decision
may not be the best for either planners or stakeholders. Both of them need taléecegiives
to satisfy their rational and maximum goals rather than demanding the best.

Network—cell 2. In this cell, planners will face asymmetrical power relations and
consensual legitimate interests with stakeholders. In these situatidirissGatisficing strategy
is not good enough because unequally distributed power among relevant parties oftetheiake
decisions beyond planners’ individual limits in terms of program planning respogsibilit
Cervero and Wilson (1994b) explain networking as “knowing who has what information relevant
to the program, who has a legitimate stake in the outcome, and how to involve them in the
relevant parts of the planning” (p. 263). The following statements are an exaihmaiw
networking works. In Hendricks’s (1996) story about her nursing achievement program, she
applied networking to establish symmetrical power relationships with other hagtieng
colleagues. In her planning story, there were four positions: coordinator, academselor,
science tutor, and nursing tutor. In addition, the order of coordinator, counselor, antstutor a
described the hierarchy. Hendricks’s role was that of a nursing tutor. In thaibggshe and
the science tutor did not have an office but accomplished their work in an alcove and a file
cabinet. She applied a networking strategy by forming an alliance with émesdutor to
acquire a space. She suggested holding regular meetings with the acamerséator and the
science tutor to reconcile the academic counselor’s aloofness and the sdienseesentment.

Next, she networked with the coordinator who intervened on her behalf with the academic
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counselor so that she could move into their new office to enhance accessibilityetotst
Finally, they had equal power to negotiate their personal interests based corimaon
interests.

Bargain—cell 3. In this cell, according to Cervero and Wilson (1994b), although the power
relations in which the planner must act may be relatively symmetricarehtfactors have
competing interests and are willing to use their leverage to furtheintesiests. Planners must
use their position power in the overall strategy of bargaining among the cognpétrests. In
Scott and Schmitt-Boshnick’s (1996) planning story about Candora, which is a combasety
education program, they “argue for incremental bargaining as the fa@sggtbased on this
research” (p. 78) in that they think Candora possessed equal power but conflictirejsntéle
the funder. However, they eventually failed in negotiating with the stakeholder ventheva
funder for Candora’s preemployment funding program. According to Cervero arehWils
(1994b) theory, this situation should fall into the category of counteracting gt(&telj4) and
the planners should have applied a counteracting strategy because the fundezossess
power than the planners in Candora’s program and held conflicting interests witartherpl In
the conclusion of Scott and Schmitt-Boshnick’s (1996) story, they indeed recommended that
“planners not fear the strategy of counteracting, for sometimes it is througjetabiat our best
learning occurs as a community” (p. 78). Under these circumstances, itthaethg planners
misunderstood the situation which led to their failure in negotiating. Theref@a@gfinitely a
problem when planners mistake asymmetrical power relations for a synahetitieu in the
context of program planning.

Counteract—cell 4. In this cell, planners are engaged in asymmetrical power relations and

possess competing interests with stakeholders. In this situation, planningesemes the
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interests of those who have the most power that is rooted in organizational and smtiakestr
Cervero and Wilson (1994b) state that “the most common situations are marked byagyahm
power relations that threaten, as well as offer opportunities, for democeatrarg” (p. 260).
The counteracting strategy is considered the best way for planners tottiethisvkind of
situation. The following example describes how planners use the counteraetiegyst In
McDonald’s (1996) planning story about planning CityGreen project, an environmental
education program, McDonald negotiated with a stakeholder—Maynard’'s dean oftaggieul
who is a charming middle-aged African American and has a reputation for beingatomand
rarely has been challenged by his faculty, his colleagues, or the comminngtgidition, the dean
also turned racism on its head and used it as a reason to exclude low-income, minoags and |
educated communities from the decision-making process. McDonald trieddase¢he power
of the community representatives by networking with McKee, who was a sinamgial
supporter of the program, to reduce the power of the dean. She challenged thpaleantsy
asserting that the leadership of the dean needed to be shared to make the deard ahigggten
to stop the project. Finally, she believed that her planning was not a failure but included a
mixture of advantages and disadvantages of outcomes. According to her story, diffemris
to challenge power to counteract the more powerful stakeholders in the asymainpetnier
relations because planners with less power probably face considerable priessudeng fear of
job loss, threats, group separation, hostility, frustration, and isolation.
The Possible Cultural Aspects of Negotiating in the Planning Process

Negotiating in program planning may be especially difficult due to sefamtalrs. Cervero
and Wilson (1994a) consider that these factors are involved with ethically, piylitaced

structurally practical human action in the context. In addition, Cervero asdiW(R2001) also
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assert that adult education happens in a social location that is defined by agpaticiall vision

in relation to the wider systems of social, economic, and cultural relations of plbvgeRyu’s
(2008) opinion that the culture, organizations, and the associated structural andahistoric
dimensions, influence and shape program planning with relation to power. In additiagtithe s
political and socio-cultural nature of program planning should be considered in society
Moreover, according to Caffarella (2002), the context of program planningnedefs the
human, the organization, and the wider environment. Additionally, the structural gboditid
cultural factors of the organization as well as the general economic, ppttittakal, and social
climate of the wider environment affect decisions planners make about prograuss.Ryu
(2008) concludes that culture, as one of the contextual variables, can be divided into tigo aspec
societal cultureandorganizational cultureboth of which are embedded in the society and
organization and influence program planning practices.

Smircich (1983) notes that societal culture, as an outside force or widesrengnt,
influences the attitude and practices of people and organizations in variousinvagidition,
Deal and Kennedy (1982) indicate that organizational culture, as an intetoal iadescribed
as shared key values and beliefs that are seen as the personality of aatoganTl herefore,
although each organization possesses its own unique personality, societal culiofieience
organizational culture. In Cervero and Wilson’s (2001) discussion of culture, they do not
distinguish between different levels of cultures and the role of cultures withimaad society
and the single organization because organizational culture alreadysrbfaarchy, dominance,
and power from both the organization and the social environment.

According to Ryu’s (2008) explanation, in organizational contexts, power relat®ogtan

determined and exercised by the design of the organization, and power isatardusuilt into
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the make-up of the organization. Power relations are also derived from socidtytal values

and norms that often emerge and result in unstated and unconscious conditions. Thus, culture
can help planners anticipate how people think, how they interpret information, hovespend

to each other, and how they understand stakeholders and the wider environment. Allwillthese
shape cultural aspects of negotiating in the planning process. Based arahaditof culture in

the society and organizations mentioned above, seven possible cultural aspecteasecddr
follows.

Hierarchy of age. In Ryu’s (2008) study, the importance of age was illustrated by all of the
planners, and it was widely believed that the older the person, the more powerfuhéésoria
most cases, senior people possess more experience and knowledge than junior people. Their
power is based on their opinions about the world, the programs, and the related stakeholders as
well as their maturity. Jandt (2007) indicates that in Korea it is quite commamnaiogers to
find out each other’s age in the first few minutes of conversation and to adjustrigaada to
show respect.

Hierarchy of boss-subordinate. Boss-subordinate is a typical cultural aspect in the
planning process. The relationship of boss-subordinate is typically unequal. This kind of
relationship is very similar to the relationship between parents and children.vétpwseems
that the hierarchy of boss-subordinate is greater than the hierarchgbgtarents-children in
terms of the degree because subordinates can be fired, but parents can hanély ¢inddren.
Therefore, it is difficult for subordinates to negotiate with their bosses indhaipl process
because if there cannot be consensus, the final decision will be made by the Inosddgion,

applying a counteracting strategy in negotiation often risks failure. iaddity, Chung, Lee,
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and Jung (1997) note that the decision-making process is considered a means fangexercis
authority and control over subordinates.

Hierarchy of educational degree.In the modern society, possessing a Ph.D. degree
represents not only expertise and capability, but also social status. Thistatesayields a
different hierarchy among planners and stakeholders. Stakeholders teemghions of those
who have a Ph.D. more than the opinions of those who do not at the planning table. Educational
degrees are considered as an investment. This investment includes an individeahsaney,
vigor, pressure, and some sacrifices that need to be made. There is no doubt thatianaducat
degree is worthwhile. Although this cultural aspect seems invisible, plannersiasidodtiers
usually desire to know each other’s background to let them gain a basic understamdiag
the planning meeting looks like and who they will deal with in terms of attendeesitiethad
degrees, expertise, and reputation to prepare their agenda

Principle of propriety. The principle of propriety refers to rites and fundamental codes of
conduct within a society. According to Ryu’s (2008) study, several plannerstanthiea
demonstrating propriety in one’s behavior toward others is one of the critittatsfétat
contribute to maintaining positive interpersonal relationships. If a persomofaitsssess or show
propriety in interaction with others, relationships will suffer, and, as a yéstould affect the
outcome of negotiating in the planning process. This cultural aspect is oftenhsseplanners
try to construct a friendly environment in the beginning of the planning process.

Principle of saving face. According to Ryu’s (2008) study, in some cases of the Korean
context, even though a higher ranking manager thinks his subordinate’s idea is bettes, i@ do

listen to his subordinate at the planning table. This situation occurs because aamkjimer
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manager fears “losing face” if his subordinate’s idea is better than his.cdltural aspect
probably plays a role in decision making in the negotiating and planning processes.

Culture of sexism. The culture of sexism occurs not only in Korea or the United States, but
also in many other places in the world. In some traditions, women'’s lives arenviéed lin
terms of their learning, freedom, and working. Even though women can find a job, theiswage
often much less than that of men in the same position. There is general agreenfemtlleat
planners face significant challenges and barriers in society. Johnsop-dualléee (2005) note
that “women of color academicians, though part of a power system, have littletpaveatrol
and affect the larger academic environment” (p. 118). In this cultural comaxten are
considered powerless when they negotiate with men.

Culture of racism. This cultural aspect is also categorized as a societal culture infthat “
one works within the U.S. system, one’s practice is affected by racism” (k&adghnson-
Bailey, & Cervero, 2005, p. 1267). In addition, Johnson-Bailey and Cervero (1998) also add that
“among the factors that compose positionality, race, gender, class, sexuationesmd physical
disability, it was race that was the most salient issue” (p. 396). Johnson-R8i2) points out
that although educators and practitioners acknowledge race as a varialffec¢tsateaching and
learning, they do so without fully acknowledging how race shapes the wayscim tivy plan
and practice. Therefore, the culture of racism is not hidden in program planningepaacti
shows its impact on negotiation processes.

Brief summary. These seven cultural aspects affect planners’ perceptions of power,
interests, negotiation, and responsibility. In addition, they also affect plaresgsnses to
program outcomes—"educational outcomes and social and political outcomes” (CGrver

Wilson, 2006, p. 24) and influence relationships among individual planners and organizations.
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Based on recognition of cultural aspects, it can be concluded that these possibéesaspect
planners’ decision making, mastery of technical procedures, and interpersatiahsel Further,
these aspects also influence consideration of both individual and organizational values, and
concepts about organization and administration. More specifically, these cudpeeatsaindicate
how complex and intricate negotiating in planning practice is due to crossatdifterences
that play a role at the planning table and in the larger society.
Relevant Studies

Two studies related to program planning in the field of adult education are addreissed h
The first one is a quantitative study, and the second one is a qualitative study.uBiethlsave
been great sources for me as | conduct my own study. The knowledge fromvihetgdies not
only helps me gain a better understanding of negotiation strategies innpralgraning but also
makes a significant contribution to my research design and interview questions.

Yang, Cervero, Valentine, and Benson'’s (1998) power and influence tacticBhe goal
of this study was to develop a reliable and valid instrument to measure adult eslpoater and
influence tactics in planning education programs by applying quantitativeodset Seven power
and influence tactics (reasoning, consulting, appealing, networking, excharayigaining,
pressuring, and counteracting) were included to reflect different planning behaVlos study
went through two stages. The first stage was a pilot study with 102 adult edtizators
suggested that a reliable scale could be developed to measure these seseTtaesecond
stage was a validation study that was conducted for the scale with muioitaér of 226 adult
educators and trainers. The researchers identified 31 items correspontivggtedven power
and influence tactics. Table 1 shows the 31 associated items with each categegndactics

of power and influence.
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Table 5

Yang et al's. (1998) Dimensions and Associated Items in Power and Influence Tactics Scale

Dimensions Associated Items
Reasoning 1. Convincing <the person> that your plan is viable.
2. Presenting <the person> with facts, figures, and other data that

support your plan.

3. Using logical arguments to convince <the person> to support
your plan.

4. Demonstrating to <the person> your competence in planning the
program.

5. Showing <the person> the relationship between your plan and past
practices in your organization.

Consulting 6. Asking <the person> for suggestions about your plan.
7. Asking <the person> if he or she has any special concerns about
your plan.
8. Indicating your willingness to modify your plan based on input
from <the person>.
9. Indicating that you are receptive to <the person's> ideas about your
plan.

Appealing 10. Saying that <the person> is the most qualified individual for a task

that you want done.

11. Waiting until <the person> is in a receptive mood before making a
request.

12. Making <the person> feel good about you before making your
request.

13. Making <the person> feel that what you want done is extremely
important.

14. Appealing to <the person's> values in making a request.

Networking 15. Getting other people to help influence <the person>.
16. Linking what you want <the person> to do with efforts made by
influential people in the organization.
17. Obtaining support from other people before making a request of
<the person>.
18. Asking other people in your organization to persuade <the person>
to support your plan.

Bargaining 19. Promising to support future efforts by <the person> in return for his
or her support.
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20. Offering to do some work for <the person> in return for his or her
support.

21. Offering to do a personal favor in return for <the person's> support
for your plan.

22. Offering to speak favorably about <the person> to other people in
return for his or her support.

Pressuring 23. Repeatedly reminding <the person> about things you want done.
24. Simply insisting that <the person> do what you want done.
25. Raising your voice when telling <the person> what you want done.
26. Challenging <the person> to do the work your way or to come up
with a better plan.
27. Demanding that <the person> do the things you want done because
of organizational rules and regulations.

Counteracting  28. Communicating your plan in an ambiguous way so that <the

person> is never quite clear about it.

29. Taking action while <the person> is absent so that he or she will not
be included in the planning process.

30. Withholding information that <the person> needs unless he or she
supports your plan.

31. Telling <the person> that you refuse to carry out those requests that

you do not agree with.

Note. Cited from “Development and Validation of lastrument to Measure Adult Educators’ Power arftiénce
Tactics in Program Planning Practice,” by B. YaRg,M. Cervero., T. Valentine, and J. Bens®@88,Adult
Education Quarterly, 4@}), p. 237. Copyright 1980 by the American Asation for Adult and Continuing
Education.

These 31 associated items made a great contribution to the field of negotiatiocanténe
of program planning. In addition, the findings of this study indicatethigatactics of networking,
reasoning, consulting, and appealing were more likely to be used by planners whaskegsewe
was considered weaker than that of others at the table, and that reasoning was amesif the
effective influence tactics under asymmetrical power relations. Nelesshaccording to the
authors, these findings contradicted what the researchers hypothesiaextbreaaoning and
consulting were believed to be more likely used in a consensus situation withtsizamewer
relations, and pressuring and counteracting were more likely to be used ini@ sdo#tion

under asymmetrical power relations. The researchers explained that inntinectisgal
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situation, planners need to use logic, facts, or other rational ways to influenasgtteand to
use pressuring and counteracting tactics to voice their concerns about cawkytimgjr interests.
Put simply, according to this study, when planners use counteracting, thagedilfeasoning to

construct a strong argument to make the strategy of counteracting work well.

Mosley’s (2005) negotiation of sociopolitical issues in medical educationogram
planning. The purpose of this qualitative study was to understand the sociopolitical issues
individuals face in medical education when engaged in program planning desigdddessa
racial and ethnic disparities. A total of 14 individuals participated in thisredsed@he findings
of this study indicated that the three characteristics of negotiation ématgps involved in
medical education program planning were substantive negotiation, meta-negodiad intra-
personal negotiations.

Substantive negotiation meant that planners engaged in a planning environtnent wi
complex power relations to establish a program by negotiating many issuegher
stakeholders. Resources, evidence based program planning, and marketing theze #reas
that planners negotiated around. For resource utilization, planners needed to workheithi
system by connecting the program to the institutional mission to enhance chapetsQf
internal funding or other resources. Evidence based program planning was to useadstd obt
through qualitative and quantitative perspectives in each step oftain process. In addition,
integrating the evidence gathered with best planning practices and comgsitierinterests of the
stakeholders made the best outcomes of the program possible. It was importantiensgo
market the program by expressing a need to highlight the positive outcomes of thenprog

designed to address the main purpose of the program. Planners needed to be concerned about
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internal and external marketing strategies and the image of the prograas thenkey to selling
the program in a way that makes the program matter to potential participants.
Meta-negotiation refers to a strategy that program planners adopt in ordengihstn the
planner’s power base by changing the power structures (Cervero & Wilson, 19p&)allyy
program planners use meta-negotiation to strengthen their own power basery lgagmnage
with stakeholders who are important to the program. Mosley (2005) identified thysdav
apply meta-negotiation to strengthen planners’ power base in program planontgrfal line
authority, relationship development, and being a team player. Functional line authalies
seeking a person who matters to the program and who can make a decision based on his/her own
authority and striving to put this person at the planning table and to make him/hemiéke s
responsibility regarding the planning project. Relationship development meapsotram
planners need to build power-bearing relationships, implying interpersonarketamong a
variety of stakeholders along the institutional hierarchy regardless optigtiion inside or
outside the institution. Those stakeholders include students, faculty, administatonsunity
leaders, and so forth who may be interested in the process or outcomes of plarthieg for
program. The findings of this study indicate that the best agenda in developirantrust
trustworthiness in relationships is having “no agenda,” which implies an unbiased apphwsarc
developing relationships. Being a team player means that planners need to madanuparact
develop relationships with the team members in the planning process. Thisl&taEmstep
development should go beyond co-workers to have someone on the same side to watch out for
the program. By bringing others who will be on the same side that the planner is on tgpraake
team, the planner is more likely to secure her interest in developing, implemanting

sustaining the program with the support of her team. In addition, when planning prageams,



77

team needs to tap into the diverse skills of a diverse group of individuals in order to make the
whole better than its parts in the long run.

Intra-personal negotiations, according to Mosley (2005), are those planneraentere
activities in which planners engage to position and sustain themselves as wedeasngewith
the planning environment in order to succeed as program planners. The aspects efsotral-p
negotiations include three elements: personal commitment, time managementpport
systems. Personal commitment concerns planners’ planning philosophy andlatbtbr
words, planners need to know what matters most to motivate their planning intéresgs.
planning interests include students’ appreciation, money, sticking to values, malfifegence,
responsibility, and so forth—interests that the planner must recognize, alairemdrace
because it becomes the framework of operation or a source of contention. Timememage
important because time is capital or a commodity, and it cannot be restored.rte@uketo set
priorities for the limited time of working in terms of their work load becalisg have a limited
amount of time. Therefore, besides using time efficiently, planners needrtovieen and how
to say no if they are asked to accept additional work in order to avoid being draining not only
physically but also emotionally. A support system helps planners survive meamizlly
physically because planning is often related to politicalessssociated with stressful conditions.
Mosley also identified three types of support. The first type is an outlet, sousteength
outside the institution that could include being with family, gathering togetttalking on the
phone with close friends, group activities (such as climbing, hiking, biking, andgjngnd so
forth. The second type is the way of thinking. Mosley recommended that being a Beflon p
is better than being Velcro person because Velcro people make everyitkrig siemselves, a

practice which may bother them with little affairs at all times, béifoheeople seem to let



78

things slide in order to be able to face political issues on a daily basis. The thimvtypes
spiritual beliefs, including prayer being constantly in touch with one’s own faithsa forth.
Summary of the Chapter

This chapter discusses many tactics and strategies related to nmegetitt and
influencing others. Most strategies can be used in the context of program plafimsg.
summary recapitulates the main points of this chapter related to negotiedtegists by
providing a table. Table 6 indicates the main negotiation ideas (including padéitites and
manipulation, negotiation theories, two influencing studies drawing from tldeofiélusiness,
Cervero and Wilson'’s program planning theory, and two studies related to adult edwadion)
suggested tactics.
Table 6

Recapitulation of Negotiation Strategies Discussed in the Chapter

Theme Related strategies
Political tactics to Maintain alliances with powerful people
accumulate power Avoid alienation

Use information as currency

Withdraw from petty disputes

Avoid decisive engagement

Avoid preliminary disclosure of preferences

Make a quick but successful showing in the beginning
Collect IOUs

Exploit possible negative outcomes

Divide and rule

Political manipulation Persuasion
Inducement
Obligation
Coercion

Negotiation theories



Game theory

Win-win theory

Fairness theory

Kipnis, Schmidt, and
Wilkinson’s (1980) profile
of organizational influence
strategies

(drawing from the field

of business)

Yukl and Tracey's (1992)
influence tactics used with
subordinates, peers, and
the boss

(drawing from the field

of business)

Cervero and Wilson’s
Program Planning Theory

Yang, Cervero, Valentine,
and Benson’s (1998) power
and influence tactics
(drawing from the field

of adult education
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Assess the BATNA and improve it
Determine the reservation point
Make the first offer

Use a rationale to support offers

Build trust and share information
Ask diagnostic questions

Make package deals

Make multiple offers simultaneously

Social comparison
Procedural justice

Assertiveness
Ingratiation
Rationality
Sanctions
Exchange
Upward appeals
Blocking
Coalitions

Rational persuasion
Inspirational appeal

Consultation

Ingratiation
Exchange

Personal appeal
Coalition
Legitimating
Pressure

Satisfice
Network
Bargain
Counteract

Reasoning
Consulting
Appealing
Networking
Exchanging
Bargaining
Pressuring
Counteracting
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Mosley’s (2005) negotiation ~ Substantive negotiation

of soclopolitical issues in Resource utilization

medical education program Evidence based program planning
planning Marketing the program

(drawing from the field

of adult education Meta-negotiation

Functional line authority
Relationship development
Being a team player

Intra-personal negotiations
Personal commitment
Time management
Support systems

Adult educators can choose any strategies from this table big difference between
strategies drawing from the field of business and those cofmingadult education is that the
former do not include the strategy of counteracting but the tedt seems that it is difficult to
challenge leadership in the field of business but in the field ot adulcation counteracting is
possible because planners and stakeholders may come from diffiey@mizations, and the more
powerful stakeholders cannot have a full control over adult educatamsgos). For example, in
McDonald’s (1996) planning story about the CityGreen project, an environnedhiaation
program, although the dean has more power than McDonald, he cannotrfivehdre she
challenges the dean’s power because she comes from another airganizAlthough certain
circumstances may limit the use of counteracting, it sedras the example shows that
counteracting can work, not that it is limited. In addition, mamgtegies in this table are
embedded in different negotiation theories including game theonyywim theory, and fairness
theory. The strategies related to game theory includsuggion, reasoning, rationality,
assertiveness, pressuring, bargaining, upward appeals, apppatsgnal appeal, sanctions, and
blocking. The strategies related to win-win theory include irgfrati, exchange, coalition,

consultation, networking, and relationship development. Legitimatifgeisrily strategy related
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to the fairness theory. Effectiveness should be the most impdaetor considered when a
strategy is chosen. Although more strategies are relateante theory, it does not mean that
this theory is the most effective one because the stratefgessertiveness, pressuring, sanctions,
and blocking may make others feel so bad that a deal becomes impossible.

In addition to negotiation theories and strategies, this chapter also distwessse bf adult
educators, adult education administration, and the possible cultural aspects iatinggotthe
planning process. Three reasons explain the marginality of adult educatetsadtilt
education plays a peripheral role in the U.S. educational system. Second, adulbedaceti
specific credentials. Third, the purpose of adult education is ambiguous. These tiees bar
marginalize adult educators making them afraid to deal with power strudgidiesprocess of
administrative work in adult education includes developing and communicating the philosophy
and mission; setting goals and objectives; planning, organizing, and structuriteysheg,;
staffing; budgeting and financing; marketing; and evaluation. This proese<ia platform on
which adult educators deal with potential conflicts with other, more powerful, stakesholtee
seven possible cultural aspects of negotiating in the planning process indicaiebken the
planning context. These seven cultural aspects (hierarchy of age, hieraodsg-aslubordinate,
hierarchy of educational degree, principle of propriety, principkaging face, culture of sexism,
and culture of racism) remind adult educators of the situations in which egtraattneeds to
be paid and for which the adult educator working as an educational program planneo beeds t

fully prepared beforehand.
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CHAPTER 3
METHODOLOGY

The purpose of this study was to explore the negotiation strattbgieprogram planners
apply to plan educational programs for adults in the context ofmmasyrical political
relationships. The study was guided by the following research questions:

1. In what situations do adult educators experience asymmetrical power
relations at the planning table?

2. What negotiation strategies do adult educators apply to negotiate
planning issues with other, more powerful, stakeholders?

This chapter describes the methodology that is used in this stalyging the research
design, sample selection, data collection, data analysis, valididy raliability, and the
researcher’'s assumptions and bias associated with this study.

Design of the Study

The goal of this study was to explore negotiation strategies in the setasgrometrical
power relations in the process of planning educational programs. The negotiategiestrat
discussed in this study may assist planners in handling power struggles aptowing
planners’ political relationships with other more powerful stakeholders. lalsasoped that
these strategies would assist in furthering positive outcomes for thesesthssuand that the
result would be a more balanced inclusion of all interests. Based on the goaltofiyheus
open-ended data gathering approach was the most appropriate. | believeditativgua
methods served this research best because of my interest in generating new eheoodels

from data rich in detail and embedded in the social context. In this sectionjrtfogiuce the
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epistemology of this study because it guides the theoretical perspeaxtitieeseby the
methodology (Crotty, 1998). Second, | describe the theoretical perspective of theTdtudy |
address the methodology that | applied to the study and explain why this methoslatolggst
suited to the study.
The Epistemology of the Study

According to Hamlyn (1995), epistemology deals with the nature of knowledge. Three
epistemological stances, objectivism, constructionism, and subjectivisthffarentiated by
Crotty (1998). The epistemological stance of this study was embedded in caossocivhich
is “the view that all knowledge, and therefore all meaningful reality as sucbntingent upon
human practices, being constructed in and out of interaction between human beings and their
world, and developed and transmitted within an essentially social context’yCi@®8, p. 42).
The epistemology of constructionism provides the philosophical grounding for thisstcalyse
this research explored the knowledge and reality of negotiation in a socexttcamd
constructed meaning based on human beings’ thinking, behavior, culture, world, andamnteract

To conduct this study, | desired to interpret how program planners dealt with powerful
stakeholders at the table in the realm of negotiation. Crotty (1998) identifiedltivarig four
key tenets of the epistemology of constructionism: (a) Meanings are no¥elisd but
constructed by human beings as they engage with the world they are imgri®ti
constructionism mirrors the concept of intentionality which is a radical inderadience of
subject and world; (c) it is possible to make sense of the same reality in dfeitendifvays
because there is no true or valid interpretation; moving from one culture torgoratvides
evidence that strikingly diverse understandings can be formed of the same ph@mofaewhat

distinguishes constructionism from objectivism is its understanding thataltingful reality is
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socially constructed. In addition, this interpretation entails an ontology ihwbuaal reality is
regarded as the product of processes by which social actors togethertedigetraecanings for
actions and situations (Blaikie, 1993). Therefore, the epistemological stancetofictmsEsm
fits my ontological viewpoint in that this study tended to make meanings from atttairsocial
actors, including program planners and relevant stakeholders, applied in situatibinhin w
negotiation activities were embedded in social interactions to construct readityl.
The Theoretical Perspective of the Study

The theoretical perspective of this study included interpretivism and knitegary. With
regard to interpretivism, Weber (2004) assumes that researcher anydareaiitseparable and
that knowledge of the world is intentionally constituted through a person’s lived exgeriln
addition, the research object is interpreted in light of the meaning structinesresearcher’s
lived experience and the truth as intentional fulfillment, implying thatpne¢ations of the
research object match the lived experience of the object. Moreover, reseaecbgnize and
address the implications of their subjectivity by claiming defensible kualgeland interpretive
awareness. Additionally, the theoretical perspective of interpretivislesasembedded in
Blumer’s (1969) three basic interactionist assumptions. First, human beingwac things on
the basis of the meanings that these things have for them. Second, the meaninglohgsese
derived from, and arises out of, the social interaction that people have with otheds. Thi
meanings are handled in and modified through an interpretive process in which pabplghde
the things they encounter. In fact, symbolic interactionism was a thebpetispective that
connected the assumptions above to this study because this study dealt with issupsmgé,
communication, and interrelationships between program planners and other stakemotaers |

planning process.
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As for a theoretical perspective of critical inquiry, Crotty (1998) ind#bat critical
inquiry informs research that reads the context in terms of conflict and dpprass seeks to
bring about change. Critical inquiry keeps the spotlight on power relationships sotiety to
expose the forces of hegemony and injustice. This study tried to understand thargualrty
plays for adult educators in the process of constructing an educational progranstudizialso
sought to uncover the use of power at the planning table and to bring about change by exploring
negotiation strategies. In addition, this critical inquiry challengesentional social structures
in which adult educators are struggling with marginality and calls thiddgeg into question to
make an effort to improve their chances of success during negotiation. Meratanela, and
Baumgartner (2007) state that “in addition to the intersections of race, cldggrader, a second
theme underlying these contemporary approaches is that social inequitieding those found
in education, stem from power based relationships” (p. 249) and that “while ¢hecay allows
us to uncover the use and abuse of power, it is a particularly challenging peesfzeptit into
practice” (p. 258). This study explored power used at the planning table and sought to bring
about change when conflicts and power differentials existed. Therefore, thetitaor
perspective of critical inquiry informed this study and inspired me to condaatgearch.
The Methodology of Grounded Theory

The methodology | adopted to conduct this study was grounded theory (Glaser &,Straus
1967). Grounded theory is first described by Glaser and Strauss (1967). Their didiatora
research on dying hospital patients led them to write the Ra@keness of Dyinglin this
research they developed the constant comparative method later known as Grounded Theory.
According to Charmaz (2006), grounded theory methods consist of systematicxiiét fle

guidelines for collecting and analyzing qualitative data to constructiéisegnounded in data.
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Glaser and Strauss (1967) affirm that the grounded theory should include simultaneous
involvement in data collection and analysis, constructing analytic codes agdrezgdrom data,
using the constant comparative method, advancing theory development in the process of dat
collection and analysis, elaborating categories and defining relatiotstipeen categories, and
conducting the literature revieafter developing an independent analysis. Atkinson, Coffey, and
Delamont (2003) consider that these guidelines offer a set of general priaciglasuristic

devices rather than formulaic rules. Strauss and Corbin (1998) add that, for grounded theory, a
researcher does not begin a project with a preconceived theory in mind unless hsuop bz

Is to elaborate and extend existing theory.

Although both Charmaz (2006) and Glaser (2001) advocate grounded theory in conducting a
gualitative study, there are a number of disputes resulting from grounded fhearisius
interpretive and positivist traditions. According to Charmaz (2006), there addrids of
grounded theory—constructivist grounded theory and objectivist grounded theory. “A
constructivist approach places priority on the phenomena of study and sees both daadysisd an
as created from shared experiences and relationships with participaragh@h 2006, p. 130),
whereas “objectivist grounded theory resides in the positivist tradition and thodsatd data as
real in and of themselves and does not attend to the processes of their production” (p. 131).
Charmaz (2006) considers that a constructivist approach means being alert torc®nditier
which such differences and distinctions arise and are maintained and that @aheheyseeeds to
have knowledge to see differences and distinctions and to connect social contextsaaindssi
by treating experience as separate, fragmented, and atomistic wiydasare extremely small.

On the other hand, according to Glaser (2007), “the latent patterns—categories—hold as

objective if the GT [Grounded Theory] researcher carefully compares datialirom many
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different participants” (p. 98). “Personal input by a researcher soon drops exdeantric and

the data become objectivist not constructionist” (p. 98). In addition, “So much data ane used i
GT research to generate categories (latent patterns), that cedeayergenerated by constant
comparison of many, many interviews that both moot researcher impact or istoprand
constantly correct it if necessary” (p. 104). Based on the two scholars’ exabone, the
constructivist approach is applied to studies in which researchers use snpddissavhereas the
objectivist approach tends to include many cases and interviews in a studgtudiigivolved a
small size of sampling, and therefore | attempted to apply Charmaz’s (2008uctvist

approach in the process of my data analysis.

My perception of grounded theory is that findings emerge from data primadlgra then
compared to existing theory if relevant. Researchers should avoid preconcelptiaddition,
grounded theory can help researchers not only analyze data, but also congjanotia r
relationship between data collection and the ultimate theory. Grounded theayHist study
because this approach assisted in analyzing data for qualitative remeaitbie findings of the
study seemed to be transferred to a wide range of settings; therefotggdnyshtelped me
conduct a productive and authentic study. | was convinced that grounded theory was the best
choice for my study in terms of efficiency and authenticity. Three reasotnsated my
rationale for applying grounded theory.

The need to conduct qualitative researchCharmaz (2006) indicates that “researchers can
use grounded theory methods with either quantitative or qualitative data; howevegubey h
adopted them almost exclusively in qualitative research” (p. xi). My studyawaalitative
study which explored theories embedded within in-depth thoughts and behavior aoising fr

participants’ experiences related to social systems and culturalaingdi Grounded theory is
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well suited to constructivist, meanings-centered studies. Under this approach, hingamabze
active agents of their own lives and in their worlds rather than passive recgditartger social
forces. Grounded theory is flexible enough, however, to integrate assumptions ficah cri
theory such as the idea that social forces play a role in how people are positionedtemd pos
themselves in society. The tension between interpretivist agency and thaakifoctes of
critical theory becomes part of the analytic process of grounded theory. Grouratgd the
provided this study with a rigorous, systematic approach that included interaiet@gaking,
coding, and theoretical sampling, which are the core processes in conductingadivpiatudy.
Therefore, grounded theory was the best choice for this study in terma @btlattion and data
analysis.

Grounded theory fits my philosophical stance Blumer (1969) considers that the ideas
that Strauss embraced about grounded theory reflected the pragmatist phisdsoghiteon.
According to Charmaz (2006), pragmatism assumes that people are activeatind arel that
meanings emerge through practical actions to solve problems. In addition, throogé act
people gain understanding and perspective. Charmaz also believes that pragrfatissn
symbolic interactionism, a theoretical perspective that assumes soe@iy, and self are
constructed through interaction and thus rely on language and communication. FurtheazCharm
explains that this perspective assumes that interaction is inherently dyaradrinterpretive and
addresses how people create, enact, and change meanings and actions. Thus, grounded theor
can help deconstruct power dynamics and human behavior through interaction by applying the
theoretical perspective of symbolic interactionism to reflect peoptéiens and interpret

meanings from people’s creative thoughts. Therefore, this philosophical approaclkegeovid
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theoretical platform in accordance with the epistemology of constructiomidrina theoretical
perspective of symbolic interactionism brought together in this study.

Conducting research across the settings and transferring the theory towide range of
settings My study was conducted across different fields including organizational sediiayg
continuing professional education. Kearney (1998) points out that the logic of grounded theory
can transcend substantive areas and move into the realm of formal theory, wdmshtinad
generating abstract concepts and specifying relationships betweehedlehuman beings
understand problems in multiple substantive areas. In addition, Charmaz (2006) noted that
“codifying qualitative research methods entailed specifying explrategies for conducting
research and therefore demystified the research process” (p. 7). Accor@ingrinaz (2006)
and Kearney (1998), grounded theory can reach across different areas byrgeoenaepts and
a theory that transcends context due to the logic of grounded theory and explitethyagiycs
research methods that grounded theory provides. My goal in conducting this ssudy wa
develop negotiation strategies which were able to be transferred and applisel tedoicational
fields as well. Thus, | deemed that the approach of grounded theory was appropin@igotls
and the research questions of this study.

Sample Selection

For sample selection, “purposeful sampling” (Patton, 1990, p. 169) was adopted in this
study. This sampling is a way in which particular settings, persons, otiastasie selected to
collect information that is unavailable from other choices. Patton (1989) suggestd se
approaches to conduct this kind of sampling, including “typical case,” “extrem&iantease,”
“critical case,” “sensitive case,” “convenience” sampling, and “maxrmnvariation” sampling (p.

100-107). To clearly address the selection process of this study and make senskvadetthis
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section into three parts—strategies for purposeful sampling, criterdangflisig, and procedure
of selection.
Strategies for Purposeful Sampling

Among the strategies for purposeful sampling mentioned above, | chose maxinmatrorvar
sampling and snowball sampling for this study. According to Seidman (2006), maximum
variation sampling ensures that “the range of people and sites from whiemntpke $s selected
should be fair to the larger population” (p. 52). In maximum variation sampling, the heearc
tries to select diverse participants in terms of their culture, demograpth location. Therefore,
this study took into consideration a range of sites and a range of people, who variad iof ter
gender, age, and race and sought participants with different charaxgerfstimitation of this
method for this study was the geographic factor. Because of limited fundingrendhtis study
was confined to Georgia in the United States. Nevertheless, this study rpadi@pants in the
Georgia area whose experiences represented a variety of groups in the largeopopiuihe
specific geographic area of interest.

This study employed snowball sampling and asked participants “who else shaikltbT
(Patton, 2002) to make the snowball bigger and bigger as | accumulated new informhation-ric
cases. To do this, | asked interviewees about others who they knew had had expeitiences
negotiation at the planning table. Their bosses, colleagues, and partnerdfgoantdi
organizations, whom interviewees recommended, were potential partidipattts study. | kept
a social and professional profile of those potential participants as d,raodrthat record also
helped this study increase the diversity of the participants to substantiateumaxariation

sampling.
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Criteria of Sampling

In order to elicit data rich in detail from participants, the selectiorrieriter the study were
determined as follows: (a) experienced program planners who had worked asaengtagner
in the field of adult, continuing, or higher education for at least five years; (bhaoos
employment in the field of program planning with a gap of no more than one year istisexpa
years; (c) program planners who represented diverse organizational doktludsg business,
law, pharmacy, government, educational institutes, non-profit and profit, assocmdtions
continuing professional education, and other adult and continuing education providers; (d)
program planners who represented diversity in age, gender, and race in the Georgitharea of
United States. The aim of these selection criteria was to obtain usefotatimn and to
maximize what could be learned in the period of time available for the stultig,(T897).

These criteria helped me filter potential participants to ensure that theallgicted from
experienced participants were rich, detailed, diverse, and encyclopedic. HEwesdarch
questions of the study were more likely to be answered by setting thesengarnipdiria.

As for the question of how many participants would be enough fotullg, sSeidman (2006)
suggests two criteria: sufficiency and saturation. Sufficiency focusesiethav there is a
sufficient number to reflect the range of participants and sites thatupake population so that
others outside the sample might have a chance to connect with the experiencesiofithdsor
this study, the sufficiency was met because the 12 participants rddaritbe study represented
voices from perspectives referring to men, women, minorities, positions in zaganj and age.
The second criterion is saturation of information. A number of scholars (Douglas, 183ér Gl
& Strauss, 1967; Lincoln & Guba, 1985; Rubin & Rubin, 1995; Weiss, 1994) discuss a point in a

study at which the interviewer begins to hear the same information reported amgi@oléarns
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anything new. This point can be considered the saturation point. Douglas (1985) inditdfttes tha
he has to pick a number, it would be 25. For this study, | did not have a number in my mind.
However, after having interviewed twelve participants and lgglvad the collected data assessed,
| found the information was saturated and then decided to stop the sampling process.
Procedure of Selection

For the selection procedure, first at all, recruitment letters werecspaténtial participants
who were working in the fields of continuing education including institutions, univessdr
associations involved in adult or continuing education. Second, | contacted potentglgasi
who agreed to participate in this study. The purpose was to make sure that thossd potent
participants met the criteria of the study to avoid misunderstanding about the Shiatly once |
found the potential participants met the selection criteria, | would make an apgointith
them, conduct an interview, and ask them at the end of the interview whom else | skdold tal
in order to find more potential participants. Fourth, | assessed the potent@ppats’
demographics and identified the first ten participants. In addition, a list otipgawas
established from which to select a participant in case more participaetsi@exzted in the future.
Finally, a total number of 12 participants were selected for this study.

Data Collection

For this study, data were collected by conducting semi-structured intsriggssed on the
critical incident technique. According to Seidman (2006), if the researchshigiin
participants’ “subjective understanding” (p. 11), then it seems that intengewii most cases,
may be the best avenue of inquiry. Although multiple methods, including documenti@ollect
and observation, might be appropriate for this study, based on the present research,ghéestions

study sought to uncover planners’ subjective understanding embedded in particig@risnee
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in planning programs exclusively through interviewing. In addition, the intergi@pbwerful
way to gain insight into educational and other important social issues through undegstaeadi
experience of the individuals whose lives reflect those issues (Seidman, 2006). eBtscom
observations may provide limited help; however, it was very difficult for men asternational
student who has never worked as a full-time employee in the United States, tacgasitac
internal documents or to observe planning meetings in an organization. To use resources
efficiently, | decided to collect data only through interviews. Accordingéorisim (1998),
interviewing is the main data-gathering device in most forms of qualit&search. Seidman
(1998) indicates that “at the root of in-depth interviewing is an interest in undengdhdi
experience of other people and the meaning they make of that experience” (p. 3jordhere
obtaining and studying experiences from other individuals’ narratives can beatief
interviewing research. Although interviewing provides valuable data, somerbamay be
encountered. For example, a researcher may face shy intervieweedltylfificling
interviewees, and expressional obstacles that prevent interviewees weriag questions
accordingly. The following three sections—semi-structured interviewsritieal incident
technique, and the procedure of data collection—describe how this study employedwmtervi
to collect data.
Semi-Structured Interviews

Merriam (1998) states that interviews can range from a highly structurezhdastized
format, in which questions and the order that interviewees are asked arernpnedet, to an
unstructured or totally open-ended format, in which nothing is set ahead of time. Agdordi
Roulston (2010), for semi-structured interviews, interview protocol is used as aguedéons

may not always be asked in the same order, and the interviewer initiatesrguast poses
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follow up probes in response to the interviewee’s descriptions and accounts. Foidihis st
semi-structured interviews were employed. This meant that | colldatachot only from
predetermined questions, but also from follow-up questions asked in a flexible manoeterin
to obtain in-depth data within the time frame, an interview guide was developed aglgofsize
Appendix A). Moreover, | adopted a progressive process in which | startec fveny wide
angle, one that takes in the whole scene (Gillham, 2000) and progressed to motk focuse
questions. Additionally, | used probes to expand on participants’ responses during isterview
“Probes are supplementary questions or responses which you use to get interiodeee you
more” (Gillham, 2000, p. 46). Gillham also lists eight effective probes: clatiibin, showing
appreciation and understanding, justification, relevance, giving an examplejiegtéhe
narrative, accuracy, and reflecting to help interviewers collect “key pbiktgther, during the
interviews, | took notes and kept a journal to make the data as rich as | could. An IRB was
approved before the process of data collection began. Each interview started witlna conse
process, in which the consent form (see Appendix B) was given to each participamisand
followed by an introduction of the researcher, the research topic, and the purposeusfithe st
The interview ended with a discussion of what would follow so that participants coultisksta
basic understanding of the entire process of interviews.

In addition to the semi-structured interviews, there are also sevenaldbmterviews to
help collect as much data as possible. Seidman (1998, 2006) advocates a three-intggiew se
that includes life history, the details of experience, and reflection on thengedfor this study,
a modified two-interview series was used because the second interview wasdesily for the
purpose of further clarifications. Considering the distance | needed to traggiduct

interviews and the limited availability of the participants, | tried to cobesufficient amount of
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data in the first round of the interview. Each single interview took from 50 minutes to one hour
and 50 minutes depending on the individual participant’s responses to the interview questions,
and all interviews were conducted solely by the researcher in Georgalimited States
between May and October, 2010. It turned out that only four participants were ineshiigice
for the purpose of clarification.
Critical Incident Technique

The critical incident essentially involves asking participants to idengfyte or experiences
that were “critical” for some reasons, and the incidents are then pooled tdgethaalysis
(Kain, 2004). In addition, this technique has been developed further as an investigative tool
organizational analysis from within an interpretative or phenomenological paréGiell,
2004). The critical incident technique provides a method for tapping into respondeeptipas,
yielding a substantial data set for a qualitative analysis of the commanipabcess, and
captures the differences that may fall between points on a standard scated R2Q06).
Flanagan (1954) initially used this research technique to study issues regatidiagitots,
personnel, and air traffic controllers by asking participants to descitloalancidents that
occurred during World War Il. According to (Drennon, 2000), the critical incident tpofini
presents for constructivist methodologies by extending the depth of questionirgcah cri
incident interviews, a strategy which results in rich narratives, and by icaphath context and
meaning from the perspective of respondents. According to scholars in thiseeddate both
advantages and disadvantages as discussed below.

Advantages There are three key advantages gained when using the critical incident
technique. (a) This research technique connects real-world examples and beamaviors

minimizes the subjective input of the researcher (Stano, 1983). In addition, Kain (208 del
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that the critical incident technique is similar to the notion of grounded theorygi&daStrauss,
1967) because both approaches involve using evidence to allow theory to emerge. &b) Critic
incident studies are particularly useful in the early stages of reseaanskehey generate both
exploratory information and theory or model-building and can identify issues thateserywe
further attention and research (Woolsey 1986, cited in Kain, 2004). (c) By asking for
descriptions of critical incidents that participants actually expegtbmesearchers can save long-
term field observation activities and still access participants’ pergegthrough human
discourses in which the real meanings are embedded (Kain, 2004).

Disadvantages Two disadvantages mentioned by Kain (2004) concerned the researcher in
this study. (a) The critical incident technique may create anxiety@swne participants who
fear the possibility of identity exposure. Some unique incidents that happen in pa@fig s
context can be easily identified by those who are involved. A couple of participeniisec for
this study indicated that they had worried a little about having their identipesed. To reduce
the risk of participants’ identity exposure, | changed the entire contexttofreadent but kept
what the participant felt about the incident and how he/she reacted to the inciddrte (b)
critical incident technique relies completely on participants’ s@bms, and such reports may be
inaccurate. With regard to the resolution of this disadvantage and to enhance theyaddhea
study by applying this research technique, | asked similar questions mtittipk during the
entire interview. If | found any discrepancies among those answekgd participants the same
guestions again to clarify the answers and to improve the accuracy of the dalkstete
Procedure of Data Collection

For this study, | asked each participant to share only one incident that ietphasgher

during his/her career as an adult program planner. Through recruiting andregpecedures,
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I identified qualified participants who expressed their willingness to gaatein the study.
First, | emailed them the consent form and the interview guide of the study anuoleayed them
to review those documents to see whether or not they had any questions. Secondgetcontact
them by phone or email to make appointments to conduct interviews. The location adiere e
interview was conducted was determined with regard for the individual partisigéanation.
Because each planner had his/her own office, the interview was usually cdndubiz office

or in a conference room nearby to make the process as convenient as possible focifrenpar
In addition, an interview was sometimes conducted near a participant’uestpending on
the partucular participant’s needs and preferences. Third, for a single apgrdjriteent another
email to thank the participant and remind him/her of the upcoming meeting two dagshahea
only to confirm the time and location of the meeting but also to construct a positienship
between the participant and me, the researcher, by increasing interbetiwasn us. Fourth,
when the participant and | met for the first time, | introduced myself, begammdbess of getting
the consent form signed, asked for permission to record the interview conversatitrenand t
started asking interview questions. Finally, when a single interview was Idanays
mentioned that | might need to meet or contact the participant again to stangyof the
answers and obtain his/her permission for follow-up contact. Because there was no
compensation or reward for participation in the study, there was no obligation fortibipaats
to meet with me again to conduct another interview. | understood that the particijgdriteen
very busy and that it might be difficult for some of them to meet me a second timleerfate,

| realized that some participants did not live near my residence. Bdaaasafraid that the
participants were so busy that | hardly scheduled the second interview within pestoat of

time and tried to save my time, energy, and cost, | decided that the second intesulevioe
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optional and would depend on the need for clarification of a particular participant'sransw
Consequently, | collected as much data as possible in the first interview. Throtighsiutdy,
only four participants were interviewed twice for the purpose of claiificat
Data Analysis

Maxwell (2005) demonstrates that the activities of qualitative researcid@atollecting
and analyzing data, developing and modifying theory, elaborating or refo¢hsingsearch
guestions, and identifying and addressing validity threats” (p. 2). Analyziagda be the heart
of the research because this process is highly involved in the results of thenstgpigatly
determines the success of the study. In addition, this process can be very tethpécause
the researcher needs to find clues and themes from disorderly and unsystamdéta. After
transcribing the interviews and collecting field notes and journals, theclseatarts to read,
arrange, organize, develop themes, and so forth. In so doing, the researcher needs to follow
guidelines to ensure the quality of data analysis. For this study, | adopted groundgd theor
(Glaser & Strauss, 1967) to analyze data. In this section, two themes asselise-grounded
theory and the process of data analysis.
Grounded Theory

According to Glaser and Strauss (1967), grounded theory is a systematatigarcf
theory from data that contains both inductive and deductive thinking. The purpose of grounded
theory is to discover the participants’ main concern and how they continually tsoteed by
using empirical data to conceptualize what's going on. Generating conceptsbptaalizing
empirical data through the process of using grounded theory explains peopbels eexjardless
of time and place. According to Charmaz (2006), grounded theory includes eightpsdces

recursive form. These eight processes are writing the first drafergag data, coding, memo-
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writing, theoretical sampling, reassessing the theory, writing e dnd reflecting on the
process. It seems that four of them are core steps to conduct a qualitativieysisag

grounded theory—coding, constant comparison methods, theoretical sampling, and keiting t
draft. These four processes are addressed below.

Coding. According to Charmaz (2006), coding means categorizing segments of data with a
short name that simultaneously summarizes and accounts for each piece of datg.isGbdi
pivotal link between collecting data and developing an emergent explanatory. tidéooygh
coding, researchers interpret data and begin to grapple with what it meansaréhere phases
of coding: initial coding and focused coding. Initial coding is done to closely stagiyents of
data—words, lines, segments, and incidents—closely for the analytic import. ¢Foodsag is
done to select what seems to be the most useful initial codes and to test them xtgasisee
data. Two types of focused coding are axial coding, which specifies the ppeadie
dimensions of a category, and theoretical coding, which specifies possibienships between
categories researchers have developed. Coding is an important processasegikehers a
focused way of viewing data.

Constant comparative methods The constant comparative method (Glaser & Strauss,
1967) is the core of qualitative analysis in grounded theory. Tesch (1990) explains et
comparison by stating,

The method of comparing and contrasting is used for practically all intelldaesks
during analysis: forming categories, establishing the boundaries of dypgas,
assigning the segments to categories, summarizing the content of egohnycditeding
negative evidence, etc. The goal is to discern conceptual similaritiesnethef

discriminative power of categories, and to discover patterns. (p. 96)
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Charmaz (2006) adds that constant comparative methods are used to “establish analytic
distinctions and thus make comparisons at each level of analytic work” (p. 54). Uudmtitht
constant comparative methods have three strengths. First, they increase vatedity as well
as external validity. From Boeije’s (2002) interpretation, comparisonsicegase the internal
validity of the findings because the researcher tries to describe and c@aticephe variety that
exists within the subject under study. Further, constant comparisons caserexeanal
validity when the sampling has been conducted well in a reasonably homogeneousrstmple
there is a solid basis for generalizing the concepts. The conceptual model canteaesi&eed
to different substantial fields that show similarities with the origirdlfi Second, it allows
greater awareness of the data. Charmaz (2006) indicates that from theneepef constantly
comparing data the researcher might possess a repertoire of psychaclogiepts that the
researcher ordinarily invokes to understand behavior. Third, data saturation caokeel.che
Boeije (2002) explains that the cycle of comparison and reflectiadaamdnewmaterial can be
repeated several times. It is only when new cases do not bring any new iitfortmdight that
categories can be described as saturated.

Theoretical sampling According to Charmaz (2006), theoretical sampling seeks pertinent
data to develop the emerging theory from the process of coding. The main purposectittie
sampling is to elaborate and refine the categories that constitute thelifigecyuiting
appropriate participants in the middle of data collection to avoid premature abdsunalytic
categories or redundant categories. In doing so, the researcher needsddotive sbout which
data he/she seeks and where he/she seeks participants in order to see the bocetdgories
and the variation in the studied process. Theoretical sampling helps resedrebkrscalify,

and elaborate the boundaries of categories and specify the relations and linksai®goges.
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This strategy is the best way for grounded theorists to retrace tentatieenanging categories to
decide if researchers need to go back to collect more data or to review maws. nRR@searchers
conduct theoretical sampling to develop the properties of categories until no nevtigsope
emerge. When new data no longer sparks new theoretical insights, nor reveals nevepaipe
the core theoretical categories, categories are “saturated'nf@na2006, p. 113). According to
Glaser (2001), grounded theory saturation is repetition of the same patteatesgories which
meaning is broader than repetition of the same events, stories, actions, anenttat&Vhen
categories are saturated or no new properties of the pattern emergsgtrehrer can stop
gathering data.

Writing the draft . Writing the draft helps researchers gain further insights and create more
ideas; it also permits researchers to see more clearly the connectivesrbeategories and the
implications from them. Through the writing and rewriting process, rds&arcan bring out
implicit arguments, provide context, make links with extant literature, exarategories
critically, present analyses, and specify the data that support thamemts. In addition, classic
grounded theorists (Glaser & Strauss, 1967) argue that delaying the lg@esatigw until the
analysis is done is an important strategy to avoid importing preconceived ideagpasthg
them on researchers’ work. However, there is a debate among scholars reghedivey this is
feasible or even possible (Blumer, 1979; Dey, 1999; Layder, 1998). Charmaz (2006)
recommends that if the literature review is done in the beginning, one should |etténaifiie
fallow” until the categories and analytic relationships between themldsrecompleted.

The Process of Data Analysis
The process of my data analysis is addressed below. (a)traftecribing all the interviews,

my first step was line-by-line coding. Through line-by-line coding, | &l@s to read the data
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carefully and to write down the codes that helped me understand conceptually ¢me abtite
coded section. (b) The second step was focused coding. One way to organize theveaslysi
sort the data by research question (Radford, 2006). My focused coding was guidetidmalela
and content dimensions based on the research questions (Watzlawick, Beavin, & Jackson, 1967).
(c) The third step was to follow the focused coding to provide the study partiCipariiies and
describe their critical incidents. This writing process helped me fully uadersach
participant’s situation and actions and allowed me to summarize each his/lledddtay into a
three- to four- page profile. This process assisted me not only in reportingttbipgats’

stories but also in internalizing those stories. By internalizing or memotlengarticipants’
stories, | was able to sort the study data faster and analyze the dataccumately. (d) In the
fourth step, after conducting each interview, | started to analyze the datatpyhesconstant
comparative method to create themes and categories. | first compared foodise within the
same incident to identify the most significant focused codes that werglgtrelated to the
research questions. After identifying all focused codes in each cnitaedént, | compared all
codes, interview statements, and field notes within the single incident and ditfieyest
incidents to organize the codes into categories regardless of the frequenoyrcdrares. In
addition, in this step, | arranged all categories into different themes basedmon traits. |
examined each category from every possible angle to identify the most agertdpEmes
representing the characteristics of similar categories and to coredgotd choice for each
theme carefully and creatively. (e) In the fifth step, | applied the methibarfetical sampling
to seek additional participants. For example, | found that the data collected feem thr
participants who worked in Continuing Education Centers located at different utregers

showed similar patterns and very few new theoretical insights. Thereftoppled recruiting
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participants from Continuing Education Centers and tried to contact additional ongeusizat
regarding higher education to search for new participants. In addition, |decidee saturation
point in this step based on the data collected from the last two participants—the 11th and 12th
participants. These two participants provided very few new theoretical msigherefore, |
stopped the interview process at this point. (f) The sixth step was theoretiica). sbtirough
sorting, | worked on the theoretical integration of the categories and compéggdrees at an
abstract level (Charmaz, 2006). (g) In the seventh step, | interpreted thethiadigonstructed
for the study based on constructivist grounded theory. Constructivist grounded thakeists t
reflexive stance toward the research and consider how their theories evolvegss prhich
involves reflecting on meanings and actions that both researchers and resdi@iphana
interpret (Charmaz, 2006). Because the sample size of the study—12 participanted-small,
| approached constructivist grounded theory by becoming an instrument fosteravgmy
reflexivity in regard to my interpretations as well as those of thenasparticipants (Charmaz,
2006). | reported every meaningful category in my analysis, as long eatégeries developed
my understanding and moved my epistemological stance forward in terms of agseri
research questions. (h) The eighth step, the final step, was to do an expanded réaew of
literature regarding the findings of the study. Classic grounded theory 8idgks/ing the
literature review until after completing the analysis (Glaser, 197&eG& Strauss, 1967). In
this step, | compared the literature review that was done at the beginningenitidings of the
study, explored more relevant literature in terms of the findings, and refl@ctie research
process and the findings of the study to present conclusions, implications, and sngdesti

further research.
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Validity and Reliability

How can one trust the result of a research study? In quantitative reseseahchers
generally attempt to design controls that will deal with both anticipated andaipated threats
to validity (Maxwell, 2005). In contrast, in qualitative research, the understaoiiaglity is
really the researcher’s interpretation of someone else’s interpretatiansgequalitative
researchers are the primary instruments for data collection and alalgsrgerpretations of
reality are accessed directly through observations and interviewsgMe&rSimpson, 2000). In
this section, | describe some strategies that | applied to increadignaatid reliability,
respectively, from the perspective of the qualitative researcher ofubis st
Validity

There are two types of validity: internal validity and external validityernal validity is
considered the strength of qualitative research (Merriam & Simpson, 2000) tmdsper the
guestions of how research findings are congruent with reality (Merriam, 1998hemnaairds, if
the researcher chooses different participants or sites or applies diffexénaids of data analysis,
will the results of the study still remain the same? Or, if the resegiohsesses subjective
assumptions or biases that make the results of the study diverge from the trutitypcaeahe
findings still be trusted? Because qualitative inquiry assumes thattieenaultiple, changing
realities and that reality is constructed by individuals (Merriam & Samp2000), internal
validity is difficult for the research to achieve. Internal validity magermine qualitative
research because the researcher may not fully understand his/her biasesanesiseopranalysis
which may be prejudiced by first impressions or by the rebees’ subconscious preconceptions.
Therefore, finding some strategies to enhance internal validity iswmg@griant for the

researcher. Merriam and Simpson (2000, p. 102) suggest five strategiesn@a)dtian—the
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use of multiple investigators, multiple sources of data, or multiple methods tacomér
emerging findings, (b) member checks—taking data collected from parttsipnd researchers’
tentative interpretations of these data back to the people from whom they weed dad
asking if they ring true, (c) peer/colleague examination—asking colleagessmine the data
and to comment on the plausibility of the emerging findings, (d) statement afaleses
experiences, assumptions, biases, and (e) submersion/engagement in the rassayoh-si
collecting data over a long enough period of time to ensure an in-depth understarideng of
phenomenon.

For this study, all strategies suggested by Merriam and Simpson were ussdreieternal
validity. First, the maximum variation sampling included participants arslastevide as
possible to triangulate data source. The constant comparative methods in grounded theory
(Glaser & Strauss, 1967) helped me triangulate the process of datasamalysmparing data
from different participants. Second, | did member checking to ensure crgdihilitaccuracy of
my interpretation to participants’ view. The interview transcripts wereteehe participants for
checking. | kept a record of participants’ clarification, verification, @editback and took them
into consideration to substantiate the process of analysis. Third, my major prafessay
committee members who are knowledgeable and trusted were able to answer maddubt
help me review my interpretations and findings. This process raised altethatughts or
opinions to be considered to enhance the overall trustworthiness of the study. Fouadetinc
a section of my assumptions and biases that were related to the study andgplasentethis
chapter. In addition, in that section | also described my past experiencesatonrgve
assumptions and biases and to explain where they come from. Fifth, | did a pilot istualy w

approved IRB prior to this study. | collected and analyzed the data from thatyoilpts
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immerse myself in the in-depth phenomenon of program planning and to engage myself in the
research situation. Although the findings of that pilot study were not considézetivef what |
learned from conducting interviews and analyzing data for a qualitative fetund the pilot study
improved my research capability and prepared me well to be ready for & furaitative study.
Sixth, it took me about five months, from May to October in 2011, to collect data in order to
allow me to be deeply engaged in the research situation for enough period of timedaansur
depth understanding of the phenomenon. All of these strategies helped me ensure internal
validity successfully for the study in the process of data collection andsanaly

External validity, according to Merriam (1998), is concerned with the exdewitich the
findings of one study can be applied or generalized to other situations. latielésearch,
the sample size is smaller and the procedure of sampling is not standardigetht #urprising,
then, that the findings of qualitative research may not be generalizable. Hodtheer, i
researcher conducts the same qualitative research and can obtain thdisamigs by using the
data from different participants and different sites, the findamgdransferable to other situations.
Merriam and Simpson (2000) suggest three strategies to enhance exteditslinajualitative
research: (a) rich, thick description, involving providing enough information/daearga that
readers will be able to determine how closely their situations match thechesgaation and
whether findings can be transferred; (b) multisite designs, which is the seeenél sites, cases,
situations, especially those representing some variation, which will devesults to be applied
to a greater range of other situations; and (c) modal comparison, involving descowingpical
the program, event, or sample is compared with the majority of others in thelaamelg this
study, | applied the following three strategies to enhance the extermttyvafithe study. First,

| applied critical incident technique to this study to collect data based on tiogopats’ real
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situations that provided rich and detailed information. By reading those situatialessrea|
be able to compare their own situations with those participants’ real situatiorder to
determine whether or not the findings of the study can be transferred. Second,ttret fac
participants come from different sites may increase the externaltyafdhe study. This study
employed a multisite designs to allow the results to be applied to a gesageraf other
situations because the most participants were recruited from differesntosganizations, or
geographic area. Third, | recruited participants from different geral, positions, and the
range of the ages to make sure that the data came from people with divkgselwats and to
compare the facts with those from different perspectives of people. | loklfeateall three
strategies improved the external validity of this study.
Reliability

According to Kirk and Miller (1986), reliability is the extent to which a datéectbn
procedure and analysis yield the same result for multiple participants estach process.
Franklin and Ballan (2001) state that “reliability refers to the degredich other researchers
performing similar observations in the field, and analysis such as readdhgdtes transcribed
from narrative data, would generate similar interpretations and requits273-274). According
to Hansen (1979), there are two types of reliability regarding qualitsttindy: internal reliability
and external reliability. Internal reliability refers to the degoeetiich other researchers given a
set of previously generated concepts would match them with data in the samedicbthas
original researcher (LeCompte & Goetz, 1982, as cited in Franklin & Ballan, 200tExn&x
reliability addresses the issue of whether independent researchers wooleidike same

findings in the same or similar setting (Franklin & Ballan, 2001).
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Rafuls and Moon (1996) identified four items involving both the internal and external
reliability of a qualitative study: selection criteria of participamntterview guide questions,
description of researcher’s roles, and the methods and the procedure of analisasmd Wikiller
(1986) strongly encourage researchers to keep field notes, a log, and a field waak jour
containing events, ideas, emotions, mistakes, and concerns in order to make tble peseass
clearer. Tutty, Rothery, and Grinnel (1996) recommend developing an audit trail iszhdy@
researcher’s peers to help the researcher maintain consistency thrabhglsiutly. According
to Guba (1981, as cited in Franklin & Ballan, 2001), the researcher needs to develop anlaudit tra
in the form of documentation and a running account of the process throughout the study in order
to allow an external auditor or researcher to examine the audit trail assweliverify whether
procedures and interpretations were reasonable. With regard to this studgetrelr design
included clear criteria for selecting participants, a clear intergigide, an open statement
regarding my subjectivity, and a transparent process of using grounded theichyGlaser and
Strauss (1967) consider helpful for understanding the essence of structuredwpudhtat
analysis. In addition, | followed Kirk and Miller’s (1986) suggestion to keep a field warkal
containing all events, emerging ideas, emotions, mistakes, and concerns thatddccomre
during the research process to increase both internal and external tgli&hilthermore, | have
a peer who was a native English speaker and pursuing his doctoral degree inretutat
slightly different from adult education, my major, to read my writing two haweek
throughout the study to verify whether my interpretations made sense. Althougletbethis
peer was not actually that of an external auditor, as an international student whase na
language was not English, having a native English speaker to review my wafingely

improved both internal and external reliability. Based on the strategies | ddopbes study, |
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was convinced that the whole research design of the study eliminated mdsttthrehability
by using as many means as possible to increase reliability.
Researcher Bias and Assumptions

Researcher bias and assumptions may affect the validity and rgliabdi study, especially
in qualitative research. Peshkin (1988) stresses that while researdchaly attprogress,
researchers should systematically interrogate their subjectivitysuliectivity statement helped
me understand the manner in which | interpreted the study by exposing the rootsiasesy
and assumptions on the topic. To clearly address my biases and assumptions abody,this st
investigated two areas—my own personal background and my researcher\atibgecti
My Own Personal Background

| was born in Taiwan. | grew up in that small island and have been intimidated by a huge
hegemonic country-China since | was born. Later, when | grew up a littlenaitched a few of
films produced by the government that described the war we had had betweenaralwan
Mainland China, and | was wondering how we can deal with this powerful country without
fighting each other. | grew up and completed most of my education in Taiwan. Uportigradua
from high school, | was admitted to the Taiwanese military academy agded$o the Taiwan
Navy after | graduated. | decided to get out of the navy in 2007 and came to tlteSiaies to
pursue my career goal after | served as a naval officer for sgearal | have experienced the
strength of authority both in the situation of my country and in my military cateeaddition,
my experience of living, studying, and conducting research in a different casiathbig
challenge for me because the cultural conflicts between Taiwan and tled States will

influence my values, beliefs, and my positionality. Therefore, the threedaoty military
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background, being a Taiwanese, and conducting research in the different counag,mliap
subjectivities as a researcher.
My Researcher Subjectivities

What | needed to be cautious about during the research were (a) dogmaticenérerib)
misjudging the values of negotiation strategies. These two garments Weoe hardly removed
and were insistently present in both the research and nonresearch aspect$eof Asydi
researcher, | had to be aware of my subjectivities, and | understood thauthjesé\sties might
go beyond my control while | was energetically engaged in the researchsproces

Dogmatic inference This subjectivity came from my military background and the fact that
| grew up in the small island, Taiwan, and was intimidated by a huge hegemonic coumtay, Chi
The pressure of authority that | experienced either in the militarpor @hina made me feel
antipathy toward people with power. Therefore, | might misinterpret thenadtken by
powerful individuals and exaggerate the influence of their movements. For examjat
interpret ethics in different ways between less powerful planners and mosefgqlanners. |
might dogmatically consider that the interests from more powerful planeeeslikely to be
unethical even though some less powerful planners might approach planning in an lunathica
In addition, the planner with more authority might not necessarily use that power to take
advantage of less powerful individuals or groups. The assumption that the individuaéswiith |
power were likely to be innocent might not be true. The hypothesis of an asymhpetwea
relationship in the context of educational program planning was not agbessie, either. Thus,
this subjectivity might jeopardize the authenticity of my study.

Misjudging the values of negotiation strategiesThis subjectivity came from my cultural

assumptions. | was able to learn some different negotiation strategrethe process of data
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collection. | also needed to judge whether these negotiation strategiesowsidered as good to
use in the context of educational program planning. In addition, because this study was
conducted here in the United States, |, as a Taiwanese researcher ireAnesaed to balance
“interpersonal skill” and “public relations.” From my point of view, Taiwanesallg put the
personal relationship as the top priority which was higher than law. This meahaithahese
were likely to believe others who had close relationships with them regaofllebat those
people had said or done. However, Americans might put law as the top priority which was
higher than personal relationships. Americans probably believe others basedenceand
what they have seen or heard. Therefore, | might misjudge the values ohtigteagegies by
viewing facts through the lens of the Taiwanese culture more than that ahrécan culture.
Thus, the strategies | valued might not be useful in the context of educational pptgnamg
in American organizations. Likewise, the strategies | thought were not anptwtplanners
might be helpful in American society. This subjectivity was a threat to thaityadf my study
because how “good” these negotiation strategies were might depend on my decision

| kept my subjectivities in mind by keeping a field work journal on an everyday. basi
Although it might not be possible for me to remove both garments, | might be able totlesse
weight of those garments to increase the validity and reliability of thg biudsing the
grounded theory, doing a pilot study, keeping a journal, member checking, trismmguater
examination, thick description, and multisite designs. Although these subjectieatiebased
upon my assumptions, values, and beliefs that appeared unconsciously from my perspecti
being aware of my subjectivities helped me keep away from the biases thabjputigities

yielded and improved the validity and reliability of this study.
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Strengths and Limitations

The strengths of this study included my great passion for exploring knowledgefigddhod
negotiation and my living and working experiences. Both my passion and experiencesegduppor
me to make decisions in the research process. These decisions included creiatiery it
guestions and sensitively interpreting the meaning embedded in transcripts and chagshedJ
methodology of grounded theory, the best approach for conducting this study, waerm furt
strength because it guided and helped me to eliminate bias by grounding mysfindimg data
through each process systematically.

The limitations of this study were related to issues embedded in culturala¢engund
geographic barriers. As | mentioned in the section of my subjectivity, | wak/deftuenced by
three cultures: Chinese, Taiwanese, and American. These cultural aspetisiesrmonfused
me and made it difficult for me to obtain the “correct” meaning from partiGgpantaddition,
the language barrier always existed whenever | spoke, listened, itvtadsanterpreted, or
thought. Although | might hire someone to transcribe the conversations within the insgrview
my way of thinking, which differed from that of Americans, might affect thege®of analysis.
Moreover, because of the limitations of my time and budget, the participants a@ithyisvere
restricted to Georgia in the United States. Thus, the internal and exterdi&y vaight be
affected in terms of transferability.

Summary of the Chapter

In this chapter, | described the methodology of conducting this qualitate@rcasthat
explored negotiation strategies in the context of asymmetrical relatloers planning
educational programs for adults. This chapter first described the detailsaricredesign of the

study including the constructionist epistemology, the theoretical perspeativesrpretivism—
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symbolic interactionism and critical inquiry—and the methodology of grounded theagndge
in the sample selection section, | described the strategies of purposgblihgacriteria of
sampling, and procedures of sampling. Third, in the data collection section, | int@uce
modified two-interview series, semi-structured interviews, the driicedent technique, and the
procedure of data collection used in this study. Fourth, in the data analysis, edunessed
grounded theory and the process of my analyzing the data. Fifth, in the \ehiditgliability
section, | mentioned the strategies that | used to enhance the validityiabitityebf the study.
Finally, | described two of my subjectivities—the possibility of dogmatiergrice and
misjudging the values of negotiation strategies—which | needed to acknowledge guard

against in conducting this study.
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CHAPTER 4
PROFILES OF STUDY PARTICIPANTS AND CRITICAL INCIDENTS

Twelve participants agreed to participate in this study. All participaatsiarently located
in the field of Higher Education. Each participant was given a pseudonym. Thisrchapt
introduces participants alphabetically by presenting a profile of eachprfikes include what |
learned about the role and responsibilities of participants’ educational plausiigns;
organizational structures in which they carried out their work, situations in wiaghwere
involved when in that position; responses, decisions, and reflections on those situations; and
outcomes of their educational programs. Thus, the profiles provide critical cantext f
understanding each planners’ planning practice. Participants’ ages randbdreanly 30s to
the late 60s. With regard to race, two were European American males, fev&wepean
American females, four were African Americans females, and osdgpanic American
female. Table 7 shows each participant’s age, gender, race, educationed ceapleyears of
experience in working as adult program planner. Their planning areas includé@icdedi
noncredit adult education, residency education, community education, facultygrauoirkplace
leadership training, higher education, continuing professional education, caefgrand
professional education for certification.

Andy

Andy, a professor, is a white male in his early 50s. He graduated with a doatorat

Pharmacy in the 1980s and also earned another doctoral degree in Higher Education in the 2000s

Throughout the 19 years that he has worked professionally in pharmacy education $ophadult
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has been a postdoctoral researcher, a program planner, and a professor. flertipagition, he
oversees all outreach programs in the college, including degree progranaskiogw
professionals and continuing education for pharmacists and other health profsssional
Table 7

Participant Demographics in the Study

Pseudonym Age Gender Race Education Degree Areas Planning
Experience
Andy 50s M White Ph.D. Pharmacy 19 years
& Higher Ed.

Brad 50s M White J.D. Law 27 years
Deborah 60s F White Ph.D. Adult Education 25 years
Erin 30s F Black MA Human Resource 12 years
Grace 40s F White Ph.D. Higher Education 10 years
Hanna 50s F Black MA Adult Education 25 years
Judy 50s F Black MA Adult Education 16 years
Maggie 50s F White MA Adult Education 16 years
Olivia 50s F White Ph.D. Adult Education 30 years
Rachel 30s F Black Ph.D. Adult Education 7 years
Sophia 40s F White MA Wildlife Management 14 years
Vicky 30s F Hispanic MA Adult Education 13 years

Andy’s Critical Incident
In Andy’s mid-career right before being a professor in Georgia, he workedotvarmacy

association. This association was an organization with a large membership, aetbpebk
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policies and working practices for pharmacists primarily in hospitals. diti@a, this
association was also an accrediting body for a pharmacy residency progndsnw#s
responsible for surveys and standards for that pharmacy residency prograravetéel the
country and went to different hospitals to compare their residency programsstarttiards. He
came up with a learning process that involved developing learning objectivep tbdssd
programs train residents, an approach more systematic than those used in the past.

Therefore, upon the decision of the association, Andy’s division teamed up with another par
of the association that was responsible for instructional design to plan a proggmarimacy
residents. The purpose of the planning was more about the instructional design, whiolwwas
to train pre-sectors or mentors to effectively train their mentees in phapraatice and how to
evaluate programs. At that time, Andy did not have any experience regaranaj fianing and
instructional design for adults. As the planning went on, Andy began to think it too far temove
from pharmacy practice because it was so theoretically based and Angyasticse-based.
When Andy expressed his concern to the instructional designers, they responddayfavola
listened to what Andy said in regard to pharmacy practice, but they were vergradgbout how
the instructional design should be implemented saying, “Well, this is the prodese theed to
go through. It doesn’t matter which pharmacy or medicine or anything elgeduBe Andy was
not familiar with instructional design at that time, he was really countingsitructional design
experts and let them lead the process at first. Therefore, Andy felt thatihess power than the
instructional designers, and that was a frustrating time for him.

The development stage of this program took the whole planning team about a year to
complete. In this stage, both Andy’s division and the division of instructional desigitlein

the association felt ultimately responsible for the program, so there littées lait of a power
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struggle going on there. Both divisions worked together to break down every sskgletda
multiple tasks. Most of the time, Andy’s role was a fadibtdoetween the two groups. However,
along this process, he built relationships with those instructional designersgdigo them to

earn their trust, figured out what was important to them, gained better undargtaf their

culture, and tried to empathize with their situation.

In the implementation stage, the planning team rolled this program out to steitaara
pilot study. The participants in the pilot group came from four different sitesharelwere
probably 60 to 80 participants at each site. Andy received a great deal ofenégdback from
the participants right after the program was kicked off. That feedback nmatjebalieve that
the instructional design experts did not really understand the whole system, salbéd ttec
negotiate with those instructional designers in order to reframe everythget away from
theory and to return it to the practical aspect of things.

Negotiation Strategies

Under these circumstances, the major strategies that Andy used to eegihidhe other
side were persuasive techniques. Most of his techniques involved the use otdegreat
informal persuasion and strong evidence. He built relationships with those ins@lct
designers in the earlier stage of planning, and based upon these relationships, $eddiscus
informally what he was concerned about with the head instructional designer. f Batimo
shared their concerns and ideas openly with each other. Finally, Andy sucgesstulladed her
to go to the sites and to talk with participants directly in the pilot study. Accalwbat she
heard, she decided to do some one-on-one interviews with some participants there tanghders
what was working and what was not working. In the following negotiation meetiuty, #&It

that he had more power than in the beginning. Both divisions compromised between theory and
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practice. Andy knew that he could not dismantle the whole program because that would not be
helpful for the whole planning team.

Andy and both divisions were very satisfied with the outcome of the program. ®graupr
was implemented about 12 years ago, but it was well-grounded and changed pharideoyyres
education. This program has become a nationally known model that everybody now hass. It
definitely produced very good results and helped pharmacy residents reaivey twith greater
consistency.

Brad

Brad, a lawyer, is a white male in his 50s. He has a graduate degree in Lawisthe Jur
Doctor, which is the terminal professional degree for lawyers in the UniesStHe has been
planning programs in the field of Continuing Judicial Education for judges and court support
personnel for more than 27 years. Currently, his responsibilities include otgaraka
management and educational product design and delivery to court system constigteshts
practices law in the context of providing opinions about law to judges and court personnel. His
law practice is in the field of Judicial Administration, Court Administratiowl dudicial
Professionalism. He has to maintain a membership in the State Bar to geacticehis
capacity.

Brad’s general experience in educational program planning with adult poof@ssusually
involves committee work. He has to spend a great deal of time interacting oviths gf
individuals to identify their learning needs and to discuss their methodologiteigorees in
regard to learning. For the most part, his service constituents are eldgliedfficials. If they
are not elected public officials, they are appointed to their positions lgceleablic officials. In

this context, these constituents have a certain attitude that they know betterytinahyaelse. In
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addition, there is always tension coming from those constituents because eoh iddtic
official or a designated appointee of an elected public official has highes gtan Brad does as
a professional. However, the real problem for Brad is that he does not have a vote anthg pla
table because the organization he belongs to decided that he would not be a voting member.
Therefore, he feels powerless whenever he plans continuing educational proghaans w
committee that has been formed by his constituents.
Brad’s Critical Incident

Brad described a recent case as one that was typical in his planningaoalréwsat
illustrated fairly clearly some of the quandaries he faced at the planbieg Ehe case
concerned budget and policy approval with the Magistrate Courts Training Cousaally)Jthe
Training Council provided nine educational courses a year for magsstr®f these nine courses,
two were targeted at large groups of 100 to 200 people, but the other seven were tasgedéid at
groups of 10 to 60 people. The committee of this training council called a seriestofgn¢o
arrange activities for the subsequent calendar year. The committee chpblidy makers
(judges), product planners, and product deliverers. The policy makers included judges and
representatives from the professional membership association for ei@gistOnly policy
makers were voting members of the training council. In this particulartbase were only five
members who had the right to vote: three judges and two staff members from theqmalfess
membership association for magistrates. Those two staff members didaylsat they were
told by the judges’ professional associations’ leaders. Brad’s role wascppldnner. He saw
his job as providing guidance and direction, broader perspective, and input; bringingigont
into the future; and drawing on continuity from the past to maintain a solid core of educationa

products and services for magistrates and magistrate court personnel.
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In this planning event, the two staff members from the professional membessbhaiasion
for magistrates believed that the training council should target everghgrgups of 100 to 200
people in the year 2011 because they thought the organization would have some budgeting
cutbacks. However, according to the evaluation data from different courses isttrgrad
believed that the smaller group learning forums were more meaningful dntamskthat most
of the participants enjoyed more. In addition, it was his belief that the focugjerglaups was
informed by the politics within their professional association which enabledaterk in the
association to be recognized and to be deemed relevant. After reviewing the butigetéoy
the upcoming year, Brad found that the organization would have enough income for the year
2011 and that the budgetary shrinkage would probably not occur until the year 2012. To present
this strong argument clearly, Brad collected, arranged, calculaig@nalyzed the current
financial data of the organization and presented it in a conference call. Becautadichdive a
right to vote in the committee, Brad had to use all of his powers of persuasion to try teceonvi
voting members that sustaining a good quality of judicial continuing education was ver
important since the organization’s budget was sufficient for the year in@uesti
Negotiation Strategies

Under these circumstances, the major strategies that Brad used to eegtti#hose
powerful voting committee members included (a) providing solid watagood explanations, (b)
avoiding taking sides too soon in the debate, and (c) accumulating good will cafeticiual
capital, historical capital, and interpersonal capital. The first girapgoviding solid data with
good explanations, meant that good data had to be explained clearly and needed to be given
ahead of the meeting in order to let people feel that nothing was hidden from thesecdhe

strategy, avoiding taking sides too soon in the debate, implied not dominating the loebate
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allowing policy makers to sort out the issues, advantages, and disadvantages, and kindingonc
the discussion by identifying the position that Brad thought was the strongest. dlstrdtegy
was to accumulate personal capital including good will capital, intellezipéal, historical
capital, and interpersonal capital. In regard to the good will capital, Bradhthitnag the more
often that he agreed with the other committee members, the more confident the yagbul
working with him; and then, when the time came to disagree with them, his disagreenél
appear to be less adversarial. To create good intellectual capital, he gttraidghtful and
detailed options as they dealt with making their decisions and did not usurp their gubliorit
enriched the quality of their decision. As for the historical capital, Bradneaadvantage of
knowing the context in which these things were discussed in the past, and he waghla¢re at
time because he had been working in this field for more than 27 years. In regard to the
interpersonal capital, he tried to play a role which was more than a forgaalizational role, in
which he fulfilled a certain set of duties and responsibilities to build an inserpgrconnection
with people around him through formal and informal settings and to reinforce orchenhbility
to the transaction.

At the end of the discussion, the policy makers voted on it. The result was that the other 3
voting members of the training council did not share the view with the staff fromatesgional
membership association for magistrates that big groups were prefdsabviever, they will hold
another meeting in October or November this year to discuss the budget and pmli2@12.

Brad does not know what will happen then. Nevertheless, he will try to talk with tresaauts

one-on-one before the meeting to discern their position and concerns.
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Deborah

Deborah, a public service faculty member, is a white female in her 60s. She @arned h
bachelor’s degree in Elementary Education and both her master’'s and doctores dedgvwult
Education. She did some GED training to help adults get their high school diploma in the 1970s.
At the time | interviewed her, she had just been retired for six months from héomasipublic
service faculty in a continuing education center at a university in Georgia. $hetied there
for 25 years. The center of continuing education fulfills the mission of enrig@sgthrough
learning by providing exceptional educational programs, award-winning aretliton-credit
programs and courses, customized conferences, meetings, special events, andwsksdhat
improve lives through learning. Her role and responsibilities included developipgms,
writing curriculum, training, marketing programs, assessing needkingaxith client groups,
looking at funding, and budgeting in the field of adult and continuing education. Most programs
she was involved in at that time were face-to-face programs.
Deborah’s Ciritical Incident

Deborah recalled an incident in which she felt powerless when her organizatitedwo
change a healthcare management certificate program to an onlinenpeogoaiple of years ago.
The purpose of the program was to train healthcare managers who had gotten promoted to
management positions in spite of insufficient training and to help them keep theorzosi the
healthcare field. These healthcare managers included nurses, physagastherespiratory
therapists, and lab technicians in hospitals.

The negotiation concerned whether or not Deborah’s organization would put a program that
had previously been a blended program with other stakeholders completely onlineall®rig

this program planning involved a representative from the Board of Regents androthettse
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University System of Georgia including a director, a department head,camadsslirector, a
university course author, Deborah, from a continuing education center, and othgrffaoult
universities in Georgia. A total of 12 people worked on the committee to create trenprog
Deborah’s role was that of project manager for the program. A seif@sesfo-face meetings

were called. The committee decided on a course which used botioface-and online formats.
After the program was completed, according to participants’ evaluatioongspgiven at the

end of the program, many participants preferred a course that was completeytoolne that

had a blended format. After having a full internal discussion about the participsmshses
regarding this delivery issue within the organization, Deborah’s organizatiaedeo deliver

that program through the online format only because Deborah thought this online progm coul
reach a much larger population nationwide and even worldwide. Deborah, the projectrmanage
for the entire program, felt powerless because she needed to persuade notBodydia

Regents, which provided the initial funding and definitely had more power than did she, to obtain
its mercy but also other committee members who would lose their positions ibtramprwere
delivered through the online format only. In addition, this decision would prevent some
universities from being involved, and the Board of Regents might disagree witlesghledcause

the Board wanted to see participants obtain the certificate at various caltleged the state but
was little concerned with other potential participants living in other statesuntries. To obtain
their agreement on implementing an online program, the selegligdrgt format for the program,
Deborah needed to negotiate with the Board and each involved universities about how her

organization could compensate them.
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Negotiation Strategies

To fulfill the objective of implementing this online program, Deborah felt a gleaitof
stress because she needed to persuade the Board of Regents and all the schod@s that wer
involved, and this task was not an easy one for her. In this critical planning incident,iogmpar
her power with that of other stakeholders, she felt powerless because the Boareint$ Reg
definitely had the power to make a final decision on this proposal. Therefore, thigrigsshe
needed to do was to gain the Board’s blessing. She decided to contact the represetitative of
Board of Regents. At that time, Deborah did not know him well but had just met him before. To
build the relationship with him, she talked with him on the phone and met with him to explain the
intention of her organization and seek solutions to this situation for both the Board of Regents
and those other 10 colleges involved. Because the Board had put money into the previous
certificate program, Deborah suggested returning that money so thagateedduld use it for
continuing education efforts around the state. In addition, to help personnel development of the
Board, Deborah’s continuing education center also planned to provide free slots ih specia
programs for continuing education specialists. The compromise went pretfpmth parties.
As for those 10 colleges, part of the money was used to train people who worked at these cente
of continuing education. Deborah also let the other schools know that her organization was not
trying to grab all the money or all the clients from them. The major gyr#tat Deborah used in
this negotiation was to give options that all parties could feel good about.

Deborah was satisfied with the outcome of the negotiations and the program. This online
certificate program is still running and getting healthcare people froovalithe United States
and other countries. It seemed to Deborah that all three parties were winhersegatiation

process because Deborah’s organization got more participants and entaigeahie, the Board
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of Regents got its money back and was able to invest in other fields of continuing education
while still taking care of healthcare professionals in the state, and thosdet@satith
continuing education centers could train their faculty and staff for free.
Erin

Erin, an Assistant Vice Chancellor in a university system of Georgia, i$rimam
American female in her late 30s. She earned her bachelor’'s degree in &hdungjimeering and
her master’s degree in Human Resources, and she is currently pursuing a degtein Adult
Education. She started planning educational programs for adults in 1998 because sti@svork
a training manager in the manufacturing industry. In the year 2000, she was haredunty
government in the Atlanta metropolitan area in Georgia. She worked as an orgiaaizat
development director for seven and half years there. She got her currenhpsiissistant
Vice Chancellor in the University System of Georgia in 2008. Her primary rtdedissign,
develop, implement, and evaluate programs for faculty and staff of 35 colleges anditigsver
within the University System of Georgia. Currently, she is working on an exededadership
program for all faculty and staff, about 42,000 employees, to provide a variety ofrpsogra
including computer training, leadership and management training, supervisingagkiigr and
interpersonal skill training.
Erin’s Critical Incident

Erin recalled an incident that took place in her early career working agamzational
development director in a county government. At the time that Erin started &er wéth the
county government, the Human Resources Department was receiving maapgggefrom
employees. This situation made her department believe that most supervisorkdminnbow

to manage their subordinates. Therefore, it occurred to her to provide those supenhsors wit
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leadership training. The county government was a huge organization. Thefbwere
departments plus the Human Resources Department. Each department wasgustidéke
company. Erin mentioned the Department of Water Resources as an examptewerker
probably 2,000 employees just within that department. The organizational chart of tee whol

county government is shown as Figure 1.

Figure 1. County Government Organizational Chart in Erin’s Incident
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For leadership development of the whole organization Erin designed, there were three
different programs for different levels of leadership. The program fdirgtdevel directors,

which was 6 months in length and 2-3 days a month, was called Executive Leadership. The
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program for the second level managers, which was 8 months in length and 2-3 days a month, was
called Excel Management Development. And the program for both the third level sogervis

and the fourth level team leaders, running 13 weeks in length and one day a weelkedias ca

Lead Academy. All three programs were provided for free by the organizatmait employees
develop their leadership capacity. Both the Executive Leadership prograhedsxtcel

Management Development program were costly because the instructors andl weame from a
university with credibility. However, the Lead Academy program was not quéepnsive

because Erin used subject experts serving in the county. In addition, the Lead yApaalgam

was completely implemented by the Human Resources Department, and Eactwedly the

person in charge of the whole program.

There were at least four factors making Erin feel powerless whenashplanning these
programs. First, it was a culture change for the organization because nonengbltheees had
any training and development going on before. Most managers and especially those 15
department directors resisted changes and automatically built a watindS&ein was brand
new to the county, so she had not built up any recognizable credibility or any irdegbers
connections across departments. Third, Erin thought that her department (Human Resource
Department) was probably on the low end in terms of status because other éefsattiought
the only reason they needed HR was to handle their problems through employmrsaladi to
hire more employees for them. Fourth, those department directors did not wantieilose
supervisors in their workplace for an entire day once a week for consecutive 13nvheekihiey
attended the program. In addition, Erin had lower status than those directorsiaietecause

her position was at the second level of leadership, whereas theirs wererat tbedi.
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Negotiation Strategies

To persuade those directors, Erin applied two major strategies: using data amdbuildi
relationships. Of these two, she prioritized building relationships because she thmight be
difficult to get someone to pay attention to her data without an interpersonal comnégtst,
she collected data by using surveys and focus groups. She also conducted mtarereane-
on-one meetings with non-leader workers, supervisors, and team leaders not owlytd the
reasons for the grievances coming from that department but also to expl@etone that could
help supervisors enhance their leadership skills. Second, she took all of the collected dat
those 15 department directors. When she met with those directors, most of them looked at her
and said, “Well, where is your HR director?”, “Why are you coming direotipé?”, or “Is your
director going to be here, too?” After she met one-on-one with all 15 departneshdidito
explain what she was going to approach, 9 of those supported her, but 6 did not. Third, she went
with her HR director to meet with their boss, the County Administrator, to explaintiéya
were doing and to seek his support. The County Administrator had regular meétmais w
department directors, so Erin needed to go to these meetings with her directsetu fire
whole plan in front of them. Erin knew that earning the support of all the department director
was very important because their attitude would influence the County Administagoision
on it. In addition, it was difficult for Erin to build a relationship with the County Adrreisr,
but building relationships with those 15 department directors seemed easier. heuddygided
to increase informal communications with those directors by using hallwetynge and elevator
meetings and kept them informed by using phone calls and emails. A hallwaygrneek
place when she was walking down the hall and found some directors chatting theirey tBis

opportunity, she would go up to one of these stakeholders and engage him or her in conversation.
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A little elevator speech was important, too. She thought engaging in a personal arsigoralfes
conversation with stakeholders about their lives and then talking about some of the key bulle
points of her programs helped her gain support from them in the next regular meeting.

Finally, Erin successfully persuaded all 15 directors and started conductingptthe
Academy with a pilot group. Erin was very satisfied with the outcome of the prograe
number of grievances really went down after Erin initiated this pilot progrShe worked there
for seven and half years and was very happy with the results, and more andachen® le
participated in the programs not only to improve their leadership capability but gsmote
the effectiveness of the whole organization. Those programs continue to this day, evien thoug
Erin is no longer there.

Grace

Grace, the director for online learning instructional service and assassrige University
System of Georgia, is a white female in her 40s. She earned her badiedoes in Liberal Arts,
master’s degree in Public Administration, and doctoral degree in Higher iEduc8he has been
involved in educational program planning for adults for almost 10 years. Her current
responsibility is to provide support to online instructional programs specificaltiidor
collaborative programs, utilizing the online world to share courses on many eEngnas
running a marketing system—the Academic Franchise Program. Most studetiedienrthis
kind of online program are adults, often nontraditional students, who are going for specific
degrees. Her position involves two kinds of reviewing. First, she looks at proposals
implementing online programs already in place. Second, she examines onlinengrthgriahave

been in place for a number of years to see whether they are still viable. ndeal gxperience
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regarding program planning involves many faculty and staff from differerggesior
universities in Georgia.
Grace’s Critical Incident

Grace recalled a situation occurring a couple of years ago when she kagywao the
Academic Franchise Program. This planning event was in relation to one of ticeltdra who
wanted to increase online learning in the University System. So, the contextrohglavas to
meet this strategic goal set by the chancellor within a certainftamme. Grace was responsible
for this planning project and tried to meet the chancellor’'s expectations. Bigptises were
involved in the process of planning, and stakeholders included at the planning table weref dea
colleges of education from different universities, staff from other officéiseobniversity
System of Georgia, faculty and instructional designers engaged at thesilni8gstem level,
and educational specialists, registrars, and admission officers fromediftampuses where an
online learning environment had been established. Grace’s role at this plarenibwas to
provide information as needed, to arrange meetings for the discussion, to talandébat were
made during the planning meeting, and to make those decisions into policy.

At the meeting, it seemed that Grace and other planners had less power than the deans.
When presenting ideas, issues or questions, she and other planners would ask the deans for the
opinions and sometimes their opinions were diverse and very strong. For instance, one of the
deans was very concerned about the budget and aggressively dominated the decisioorprocess
the issue of tuition and fees. Some deans were more concerned about facultyydoles, a
responsibilities, whereas others were more interested in students and howtlepavceive
the program. Although all the deans tried to work together, they came from diiezant and

that made it difficult to work out conflicts when opinions differed. Finally, the deiusto
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work it out just between themselves. According to Grace, some of their decisirensistkes,
but the only thing that Grace and the others could do was to give their opinions. Under these
circumstances, Grace and the other stakeholders at the planning tablecidergal to the
planning process for the most part.
Negotiation Strategies

The strategies that Grace used to negotiate with the dedrmdleer stakeholders included (a)
using facts and data to back up her opinion, (b) giving in on some little things and getbigy the
things, and (c) arranging a “town hall meeting.” First, Grace thoughtyhoghising data. Those
data included students’ satisfaction surveys, evaluations of courses, and thegteystem.
The ticketing system consisted of notes written and submitted by studemiswehthey
encountered a problem. Those notes would be reviewed, worked on, and filed by the staff.
Second, Grace thought that to compromise, something must be given up. Thereforgy fatusi
the important things and allowing something that was not that important wereythe rkhaking
compromises. Third, because there were still some conflicting ideas in tinenglaneeting,
Grace suggested bringing as many stakeholders as possible togethen to liseir ideas. So,
the registrars, financial staff, admission officers, deans, faculty taderg advisors were invited
to a town hall meeting. There were about 100 people in the room, and they were all@hls to f
on the important information provided and give their opinions. They were also divided into
different small groups to validate decisions. So, deans could go to some spaalifigroups to
hear how others felt about their decisions. By allowing stakeholders to explosngrosns in
each group, the Town Hall helped the decisions making process for the progranobsedi res

most conflicts among stakeholders and deans.
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Grace was very satisfied with the outcome of the discussion and the prograsaidshe
“Actually having people to be able to see each other and see their facial emsemd their
body language and have leaders of those groups—it made a significanhddféréccording to
Grace, the Town Hall strategy helped stakeholders have a real conversatichiane a
consensus, and it worked particular well in Grace’s case.

Hanna

Hanna, the associate director for online instructional services and assessthe
University System of Georgia, is an African American female in her 50se&hed her
bachelor’s degree in Food and Nutrition, her master’s degree in Nutrition Education, and her
doctoral degree in Adult Education. She has been involved in adult program planning for over 25
years. As an associate director for online instructional services aisdrasse, she was
responsible for providing leadership support and coordinating programs related to teghnolog
Many programs that Hanna was involved in were training programs at thesityilerel to
teach faculty how to use technology in the classroom. She also developed and tasghtarour
nutrition education for adults. Hanna felt that she had less power at planning sidagrtg her
race and gender. In her position, she had been consistently challengeddguesli® prove
herself. According to her, the following incident was very typical in her caseprogram
planner.
Hanna'’s Critical Incident

Hanna recalled a planning case, a faculty development workshop, in 1995 in which she was
asked to develop an online learning program to teach 60-some faculty members, in public
colleges and universities within the state of X, how to use technology. At thashimmbad just

been hired by the organization, the program was brand new, and this project was her first
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opportunity to plan such a program in higher education. In addition, all the particigaats w
faculty members in universities within the state; therefore, the progis a very high-profile
statewide training. There were three individuals involved in planning—Hanna who was a
workshop director, her boss, who was a white female, and a white male, John (pseudonym), who
was a technical director. Hanna’s boss and John had worked together for a number of year
before she was hired. It appeared to Hanna that her boss had more confidence in Jobn’s opi
than in Hanna'’s opinion. Therefore, even though Hanna was in charge of planning, sla¢ felt t
she had less power at the planning table not only because of her boss’s higher posifson but a
because of John’s greater credibility in the eyes of her supervisor. John broegairelevel of
credibility and confidence to the planning process, although he did not have an dtfgcial t
regarding this planning event. In addition, she had not built up enough credibility in her boss’s
mind because she had never worked with her boss before. The agenda that Hanna proposed was
very comprehensive and included an introduction to a number of different technologies;howeve
the agenda that John proposed was very narrow and focused on just one specific topic,
PowerPoint. So, Hanna struggled with how she could achieve her planning goals.
Negotiation Strategies

The major strategy that Hanna used in that situation was to build the relatiortshipewi
man, John. She initiated informal communications with him prior to the next meetingir In the
private meetings throughout the planning process, Hanna expressed her ideaard asked
for his feedback about the agenda. By doing this, Hanna found that he was the typerof per
who was very easily influenced if he felt that he was important, respestegnized, and
included. Hanna did not bring him any data, charts, or studies when she tried to convince him.

She learned how to collaborate with him by sharing authority, making comproamsending
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alternatives to create the program. This collaboration worked well and helpedemet the

agenda to include more modern technologies for the program. In addition, most impartentl
unexpectedly, Hanna started building up her credibility with her boss because she found that
working more closely with John and getting him to support the agenda and topics of thenprogra
helped bridge the gap between her boss and her.

Hanna was satisfied with the outcome of the negotiations and the program. Shedtanag
broaden the program and incorporate more modern technologies. She felt that she Yed achie
her planning goals regarding the program. On the other hand, she also felt thag abewa
establish a new relationship with her boss.

Judy

Judy, the director of the Department of Training & Development at a statrsity in
Georgia, is an African American female in her 50s. She earned her bachajoe's ieBusiness
Administration and her master’s degree in Human Resources Development, ancustentty
pursuing a doctoral degree in Adult Education. She has been involved in adult program planning
for over 16 years. She began her career in adult program planning as a patierdgreducati
coordinator in the health industry about 16 years ago. In this position, she worked with subject-
matter experts to design literature and brochures to help patients understamedieations or
operational procedures. After working there for five years, she wakbyra university in
Georgia as a classroom instructor and member of the planning staff. In thsnpesié planned
many professional development programs and worked with various levels within dinezatgn
to create programs for six years. After that, she took her current job esdakthe training

department at another state university in Georgia and has worked there foveyeafis. Her
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role in this position is that of administrator, and her responsibilities include mgrtagining
programs as well as recruiting external facilitators to conduct traohasges.
Judy’s Critical Incident

An incident that Judy recalled took place in her middle career as classrdnmtorsand
planning staff at a state university in Georgia. Most programs she desigihed time were
related to new employee orientation and professional development programsnacludi
management development and conflict resolution. In regard to this planning evénvjston
of Finance and Administration was the largest component at thersityvelhe top management,
the Vice President and department directors, believed that it would be benefibmloperations
and the effectiveness of the whole division if they could orientate new employkes-arientate
employees who were already on board by implementing a program to educat®&dlemesy
policies and procedures that might have occurred since they were hired. Thegoastiwere
new employees and current employees in the Division of Finance and Administraiiynyas
responsible for taking the lead in carrying out the program. The planning table involved
representatives from each department in the division and two teams. Howevergothe maj
planning decisions were directed by the two teams, the Human Resources teanilaaidititg
& Development team. The organizational chart of the Division of Administrationiaadde is
shown as figure 2.

There was a conflict between Human Resources and Training & Developmeris Judy
approach was to teach employees in each unit the specific policies and proapgurpsate for
that unit and the things that they needed to be aware of to become better employesger H
the HR team focused on the benefits, employee handbooks, and other things that went of general

interest for all employees on the whole campus at the university.
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Figure 2. Organizational Chart of Division of Administration and Finance in Sugident
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There were at least two factors making Judy feel powerless in thespraiceegotiation.
First, HR had greater experience and more credibility than Judy’s depaitrmew employee
orientation. Second, culturally and customarily, HR had always wielded theodeiaking
power in orientation programs. In addition, it was actually Judy’s supervisor wigedHhzer
with implementing this planning approach. However, when she reported the corfiget t
supervisor, she left it up to Judy to resolve the problems. This situation madeeluwefe
more powerless because she could not say no to her boss due to her lower status.
Negotiation Strategies

Under these circumstances, Judy decided to meet with the head of the HR teanvooee-
to talk about the differences and the benefits of each plan. In the process afuksialis Judy
built relationships with the HR team leader. They shared viewpoints and mad®cosest
Once they established the employees’ true needs, they could start tardetehat should be

added to and taken out of the program. Judy thought that the outcome of the discussion and the
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program was better than what she expected. She believed that she successfulbjished the
goals of her division, and that HR also achieved its objectives for new emploge&ion. She
said, “It was a win-win.” However, she thought that she could have done it even béitteindids
constructed the relationships and conversed with the HR team leader earlgdititm ashe
supposed that she could have provided better data, in the form of surveys or interviews, to help
her make a stronger argument in the negotiation.
Maggie

Maggie, a Public Service Faculty member in a continuing education center aeesityin
Georgia, is a white female in her 50s. Her main responsibility in her curretidposto
provide individuals in communities with credit and noncredit courses through educational
programs. She earned her bachelor’'s degree in Electrical Engineering amastex’s degree in
Adult Education. And currently, she is pursuing her doctoral degree in Adult Education.sShe ha
been involved in adult program planning for about 16 years. In the first half of her, cheee
worked with a nonprofit engineering organization in the state and designed edugatignams
for engineers. According to Maggie, she lived in a very male dominated world bevastse
people in the electrical engineering field were men. In the 1990s, she wasshinedarector of
Development and Alumni Relations in the college of electrical engineariaginiversity in state
Florida.
Maggie’s Critical Incident

An incident that Maggie recalled took place in the 1990s when she worked as Director of
Development and Alumni Relations in the college of electrical engineeBhg was involved in
planning an event for a state research institute. The purpose of the event was thdookoat

make investments to improve research in the state. The event was a collalefi@tietween
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businesses, universities, and the government to promote public-private relationshigse’sVia
role was that of coplanner with the president’s office at the university astbassn charge of
logistical layout. People involved in planning included staff from the presidente offi
administrators on campus, the dean of Maggie’s college, and Maggie. In one of thegplanni
meetings, the dean made a decision to use plastic forks and spoons, paper plates,abidsbare t
to reduce expenses and avoid having to clean up. However, Maggie did not think that it was a
good idea, and it seemed to her that the dean was committed to his decision. Andydstieitel
had less power than he did.
Negotiation Strategies

The major strategy that Maggie applied to negotiate this issue with her dedrawking up
and reframing an idea from a different angle. First, she thought that motvasse to contradict
the opposite direction of the opinion at the planning table when the more powerful stakeholde
insisted adamantly on doing something in a particular way. Maggie did not imnhedéate
anything at the planning table but approached the dean after the meeting. Second, when she
expressed her idea about the dean’s decision, she got a direct answer from hifn-At‘Nhal
moment, instead of arguing with the dean, she went back to rethink her idea and determine
whether or not it was a good one. After having taken more time and having thought about it
more deeply, Maggie considered that her idea was still a good one but that she hadagetdpack
it right. She decided to create a new environment to move her idea forwarcdefreieimg
included all the facts and her concerns. The facts were that most atteodé&bbavCEOs of
businesses, presidents of universities, and government officials. Showirendefer those
people by using higher quality items, like real plates, silverware, and ta@hkeglas important.

In regard to her concerns, Maggie told the dean that she just wanted to keep him outeof troubl
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because she assumed that the image that the President, the dean’s boss, hopediasooject
of high quality and hospitable service. When Maggie mentioned the President, the desan’s bos
the dean started to hesitate about his previous decision. In addition, the dean did not want to ask
the President about such a seemingly minor thing. So, finally, the dean was convinced.

According to Maggie, when she tried to influence a stakeholder with more powemslde w
look at the context, research that person by gathering information about his/her ¢arwkbrns
then reframe the proposal so that the more powerful stakeholder could process traggi t
his/her lens. Because most of the time Maggie dealt with powerful males whoeave
chauvinistic in her early career, she learned how to negotiate with them in thenpdgnning
process by changing directions in such a way that these more powerful neamswalty unable
to tell herno.

Olivia

Olivia, the Assistant Vice President for Academic Affairs at a unityers Georgia, is a
white female in her 50s. She earned her bachelor’'s degree in English andaAr¢udies, her
master’s degree in Community Counseling, and her Ph.D. in Adult Education Student Rersonne
Services. She has been involved in adult program planning for about 30 years. As Assistant
Vice President for Academic Affairs, her responsibilities include aditeinng an extended
campus of the university and building and working with academic departments to bgranpso
to that location. There are approximately 500 graduate students and three contincatigredu
units on the extended campus. Prior to working in this position, she worked as Associate
Director of a continuing education center at a university for four and hei$.yén this capacity,
she was in charge of learning services including adult programming for bothacrédioncredit

programs, classes, and conferences. She had a staff of about 50, coordinating courses and
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programs for adults. Her general experience planning educational pragcdundgs program
design, program implementation, marketing, and teaching.
Olivia’s Critical Incident

A planning case that Olivia recalled occurred when she was AssociateédDiof the
continuing education center. In this case, she was in a situation in which hersupearited
her to implement a program that would not necessarily be her choice becemiar pogram
already existed in her continuing education center. This planning case involveiddnrieials:
Olivia, her supervisor, and a vendor who knew Olivia’s supervisor well. Olivia was hgkeer
supervisor to add a certificate management program to the center becausedhgwieo had
built a good relationship with Olivia’s supervisor and had a packaged program, wantéthte sel
program to the center. However, at that time, another similar program was rsnocegsfully.
In addition, the vendor and the instructors in the existing program were not happy when they
learned that Olivia was supposed to bring in a competitor. In this situation, @livimerless.
Since she was program coordinator, it was her job to identify programs and toinketehather
or not those programs were appropriate for the audience and the continuing edecééon c
However, in this case, the decision was made by her boss. It would not have mdifieramge,
even if she thought the program was awful. It was a done deal—Olivia was to impleenent
program whether she liked it or not.

After pondering the matter, Olivia decided to have a discussion with her boss. She
expressed her concerns about splitting the market to her boss because wemarfbier of
clients, there might not be enough for both programs. However, her boss respondedghy sayin

“If we do our marketing correctly and if we do the planning process corréduthe is enough
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market there for both programs.” In addition, her boss intended to see if the newnpnaga
better one, and he wanted to drop the old one if he found that the new one was better.
Negotiation Strategies

Under these circumstances, the only thing that Olivia could do was to follow her
supervisor’s order and collaborate with the vendor to implement this programésbausid not
want to jeopardize her position. To implement the program, she organized a seriesngfsnieet
initiate the process. In the first meeting, Olivia was told by her boss thaelethe program
and considered it a very good one. In subsequent follow-up meetings, Olivia and the vendor
discussed all the details regarding the implementation of the program and watkea:Nevith
each other. Both programs were marketed to the public in the same manner. Olivisbdst her
to help implement the program and made the best of it so that both her boss and the vendor would
not blame her if participants gave the program a poor evaluation.

Olivia suspected that it would have been an entirely different situation if theaprdgd
really been bad. Had that happened, Olivia would have had to take a completely dittareat
to approach her boss with a cogent argument that would make him change his mind. | The fina
results of the evaluation data showed that both programs were good. However, sonoi feedba
from participants and others interested in the programs indicated thavtbgz®grams were
relatively similar and that it was difficult for participants to deternvilch one was the better
fit for them. Therefore, in regard to future programs, Olivia decided to modify botrapredpy
changing their content a little in order to make them work better for the purposekaitimg and

implementation.
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Rachel

Rachel, an Assistant Professor at a university in Georgia, is an Africancamé&male in
her early 30s. For her bachelor’'s degree, she studied mathematics, psychologyiptogl/soc
Her master’s degree was in Public Administration, and her Ph.D. was in AdultieBducahe
worked as an adult program planner in the government and in a leadership insatutevarsity
for about 7 years. Since she earned her doctorate, she has been workingtastA3sfessor
for four and half years. In this position, she teaches graduate level coursegesramwell as
coordinates programs, conducts research, and performs university service on darimpasly,
she serves nontraditional students, although the university is gettiegmaditional age students.
According to Rachel, the average age of students on campus is approximately 2% eHenex
planning programs includes idea formation, curriculum development, marketing, bgdgetin
program implementation, and actually teaching.

According to Rachel, she felt powerless in most situations at the planning tediesie
worked for the leadership institute at another university. This institute wasidiseiplinary
outreach unit within public service and worked with communities of all types, witkimatside
Georgia. At the time she worked there, there were four factors making hpovfesless: (a) her
lack of knowledge about leadership, (b) her lack of experience in operatingygraind
planning programs, (c) her age, and (d) her race. She was always the ypargmsand the
only person of color in planning meetings there. In addition, she was an introvert. She spent too
much time thinking and reflecting, and oftentimes she missed the opportunity tosexgres

opinions because the conversation had already moved on.
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Rachel’s Critical Incident

The incident that Rachel recalled in those years working for the instiagg®me which
occurred while she was involved in planning a community leadership program. The purpose of
the program was to help empower individuals at the local level to improve their lepdsifis
as well as their community. Certain nonprofit organizations wanted to cregbedtiam by
partnering with Rachel’s institute in order to recruit participants fleir tommunities and
deliver the program. Stakeholders at the planning table included Rachel, a ldigori@enber,
elected officials, community members, representatives from nonprofit catjang, and other
faculty members who helped teach in the program. Rachel played two roleplanhiag
process. One was that of facilitator, helping lead, initiate, and explain Hiks dethe meeting.
The other role was that of instructor, actually teaching the module and gstaptraining
sessions. In addition to these two roles, she also played a major role in impigraed
coordinating the program, which took place in the state of Florida. The demographies of
participants indicated that they were primarily white, older, and retireulgpeo
Negotiation Strategies

Under these circumstances, Rachel felt insecure and uncomfortable abostevbatild
bring to the table and too timid to speak up and express her thoughts and opinions. While Rachel
was involved in the planning process, some negotiation points came up, including course
schedules, meeting places, responsibility for paying for meals in theng\vaasses, and a
curriculum conflict—theoretical or practical emphasis. Most of the time, botimooity
members and representatives from nonprofit organizations took a strong position on tlesse iss
because according to the contract between Rachel’s institute and the ¢ileoldexs, the

program, which Rachel’s institute provided, was a customized program that was supposed to
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meet customers’ needs. Therefore, it seemed to Rachel that the other deakdtad more
power. In addition, in most situations, Rachel was quiet due to her personality. hidlegsr:t
she observed that her lead faculty—the team leader of her institute—applegystising a
great deal of relationship building. The lead faculty had many contacts witlcoorenunities,
and by mentioning those individuals appropriately, she was able to build a rapport with clie
and move the conversation along. She resolved most issues related to scheduleddiacd, a
However, the big compromise was about curriculum. Rachel’'s team made asamceéter
team wanted the participants to solve practical issues within one of thessiars, but the
community members wanted it to be more focused on learning new knowledge about leadership
instead of applying some learned skills to a relevant issue. In regard to thisstemcRachel
indicated, “I could have facilitated the conversation in a meaningful way pahnei produce
the best product.” Reflecting on this situation, Rachel believed that she should have been
courageous enough to communicate with them and express her concerns and ideas without
hesitation.
Sophia

Sophia, the Department Head of Conference and Events Planning at a continuingreducat
center of a university in Georgia, is a white female in her 40s. She earnedtotis degree
in Zoology and her master’s degree in Wildlife Management. She has been involved in adult
program planning for about 14 years. In 1996, she was hired to be a program developer for a
natural resources program. Her audience included foresters, wildliégilsts, hydrologists, and
other natural resources professionals. Her responsibilities for this posiluheid@ssessing
needs, hiring faculty, developing courses, marketing programs, and manatiedajistics. In

2002, she was hired as the Department Head, her current position, and has been working in thi
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capacity for about 8 years. She is in charge of many kinds of planning including wedding
receptions, retreats, and large conferences. Her responsibility is toeotherskepartment to
make sure that everything it provides makes customers satisfied and akné&ha plans 20 to
30 conferences each year, and the average attendance is about 30 people.
Sophia’s Critical Incident

An incident that Sophia recalled took place a couple of years ago. At that time, heralsos
working with the dean of College of Continuing Studies of the University of X whichmaas i
different state. Her boss and the dean decided to hold a conference but did not ask anyone’s
opinions or do any market analysis or surveys. The purpose of the program was to get people
together who worked with universities throughout the United States that included r@oafe
center and an internal or adjacent hotel on campus. At that time, this prograot \&especific
annual event for Sophia’s department, and there were a variety of other coegenaated to the
theme of the program. Sophia was told by her boss that she would be in charge of a planning
team comprising planners from both campuses. Sophia was very uncomfortable becasise it
quite difficult to organize a program committee consisting of membersditb@nent universities
who were far away from one another and who had never met. In addition, her boss did not ask
for her opinion or have a full discussion about this planning event. She felt powerlass in t
specific situation.
Negotiation Strategies

Sophia tried to negotiate with her boss. She approached him because she wanted to know
his intentions and look into the event to see whether it made sense. However, he dehnot list
and said, “We will do this conference, and you're in charge of it.” So, unexpectedéywhe

no negotiating. In regard to the planning process, her boss attended therfimstgplaeeting to
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give her the responsibility for it, and then he never had anything more to do witarthepl
process. Things that Sophia needed to take care of included giving the condasessions
names, the themes of papers, the call for papers and reviewing, brochukesngatrategies,

and a timeline. At the beginning of the process, nobody really brauny ideas into the meeting,
and everyone kept deferring to everyone else. There were some people on the planning
committee only because they had to be and they really did not care what happened. The other
planning members from the University of X attended the planning meeting mgdrafor a
conference call and did not invest any ideas or effort at all in planning. In additiona Sophi
thought that it was always difficult doing everything by conference cdilowttmeeting face to

face. It ended up that the staff from Sophia’s continuing education centerplaalied the
conference and the people from the University of X just went along with it and providedtsuppor
if they could. Sophia felt stressed and powerless because she needed togdtitras to
implement the conference and had to meet the timeline that her boss had imposedwlHifeer a
she decided to take control of the situation and to move forward.

The program turned out to be successful, and Sophia was satisfied with it. About 100
participants registered and attended the conference. Sophia’s boss thoughtathagréat: The
staff in the University of X took the role planning the conference for the folloyeag, and the
conference took place in the University of X. In spite of the success of the coef@ndhese
consecutive two years, it was not held the following year because Sophia had asbwtbhas
time. Inregard to negotiating in this case, Sophia thought that nothing could be daeettiiffe
because there was definitely a power difference there. Her boss Heapaiter, and she had
no power at all. Under these circumstances, she had to follow her boss’s ordais toergbb

and to maintain a good relationship with her boss.
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Vicky

Vicky, a member of the public service faculty planning multicultural comtyrased
programs in a leadership institute in a university in Georgia, is a Hisparedcan female from
Venezuela in her 30s. Her native language is Spanish, and she came to the UpieabSteat
10 years ago. She earned her bachelor’s degree in Industrial Engineéfergzuela and her
two master’s degrees in Technology Management and Adult Education in the Uniiésd Sta
Currently, she is pursuing her Ph.D. in Adult Education. She started planning prograchgtfor
workers to help them understand safety regulations when she worked as an inchgstrégren
1997. She has been involved in adult program planning for over 13 years. She worked with
adult students from 2002 to 2005 in a community college in Georgia. Starting in 2005 she
worked as a program planner for implementing community educational progrann®nprofit
organization. Then, she got her current job in 2008.
Vicky’s Critical Incident

The incident that Vicky recalled took place in her career as program pldumey 2007
and 2008. In 2005, she was hired to plan a community program to educate parents about how to
talk to their kids to prevent teen pregnancy. The participants of this communitgpragre all
Latinos, and they all spoke Spanish. The founder was a famous movie star in the Unised State
This movie star was dedicated to teen pregnancy prevention. Because of thetamovie s
advocacy, Vicky’s program was fully funded. People liked the movie star and vilerg to@
donate money to help fund the program. Vicky worked on the program for three years. She
spent the first year planning, meeting people, and getting ready to implieémené program
actually started in the following year. Vicky had a full control in regard to arogranning

because she had a Latino background, she was able to speak Spanish, and she knew tife cultur
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the community well. The program took place every week, and about 20 participamtdedtthe
program each time free of charge. For two years Vicky worked with the pglepde built a
very good trusting relationship with the community and the participants, amageththe
program successfully.

In 2008, Vicky’s boss told her that the founder, the movie star, had decided to close the tee
pregnancy prevention program and not to hold these programs any more in the near future.
Vicky was surprised when she heard it. The fact was that the founder wantest¢cadraining
department for other organizations. It would still be nonprofit, but people had to pay for the
training. Although Vicky had strong data indicating that the people in comnmuaitied the
teen pregnancy prevention programs to continue, she did not have the courage to persuade the
founder in person because she thought that she was too far away from the founder in terms of
power difference. In addition, Vicky did not know whether or not its economic situagnt
down badly.

Negotiation Strategies

Under these circumstances, Vicky thought that this issue was not negatitih¢esituation,
and that the bottom line was the security of her job. She decided not to negotiaseghsitis
the founder and her boss, but instead applied for more than 20 jobs. She was successful and
found her current job. She left that organization in April, 2008, and the program was closed in
July, 2008. Later she learned that the program coordinator who had worked with her in the tee
pregnancy prevention programs had been laid off in December, 2008, and that the person who
had replaced her had been laid off, too. In regard to the community, Vicky left in Apriebut t
program did not close until July, so she did not know what happened from April to July.

However, she knew that people in that community were upset. Unfortunately, she could not do
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anything about it. Although Vicky did not apply any negotiation strategiessrcaisie, her

decision to leave seemed to be the right one in that situation.

Summary of the Chapter

This chapter has presented the profiles of twelve participants, and eacipgatrhared

one critical incident during her or his career. All critical incidents oedurn the context in

which the participants felt that they did not have a great deal of power to negotiete

planning process. A summary of the participants’ critical incidents is sho@Walde 8.

Table 8

Summary of Participants’ Critical Incidents

Pseudonym Influences Working Programs Negotiation Points
on Participant’s
Power
Andy Expertise Pharmacy Residency Curriculum—Theoretical
Education vs. Practical
Brad No Voting Continuing Judicial Big Group vs. Small Group
Rights Education
Deborah Administrative Healthcare Delivery Format—

Bureaucracy Management Certificate
Erin Status Based Leadership
On Job Title Development
Task Importance

Resistance to
Culture Change

Grace Status Based on Academic
Job Title Franchise Program

Blended vs. Online

Training vs. No Training

Deans vs. Related Stakeholders
in Decision Making Process




Hanna

Judy

Maggie

Olivia

Rachel

Sophia

Vicky

Racism & Sexism

Faculty

Development Workshop

Newly Hired
Cultural Orientation and
Credibility Professional Development

Boss-Subordinate
Sexism
Boss-Subordinate
Experience

Boss-Subordinate

Boss-Subordinate

Conference
Meeting

Certificate
Management Program

Community
Leadership Program

Conference

Teen Pregnancy
Prevention for Parents

150

Content—Broad vs. Narrow

Content—General vs. Specific

Serving Quality
—Silverware vs. Plastic Utensils

Necessary vs. Unnecessary to
Implement a New Program

Curriculum
—Theoretical vs. Practical

Necessary vs. Unnecessary to
Implement a Conference

Program Ending




151

CHAPTER 5
FINDINGS

The purpose of this study was to explore the negotiation strategies that adulbrsdused
to plan educational programs for adults in the context of asymmetrical poktfiggbnships.
The study was guided by the following research questions:

1. In what situations do adult educators experience asymmetrical power
relations at the planning table?

2. What negotiation strategies do adult educators apply to negotiate
planning issues with other, more powerful, stakeholders?

This chapter is divided into two parts in order to answer the two research questians of t
study. The first part, identifying relevant situations, addresses theeBesarch question,
analyzes situations in which twelve participants felt powerless, andoaegkey factors that
caused those participants to feel that they were powerless or that they didenehtagh power
in the planning process. The second part, identifying negotiation strategiessaddhe second
research question and analyzes negotiation strategies that the parteyypdiets$ to negotiate
with other more powerful stakeholders in situations in which unequal power existed at the
planning table.

Identifying Relevant Situations

Table 9 provides an overview of the major themes and categories which emergfeefrom

collected and analyzed data. The findings for the first research questizerc the situations in

which adult educators experience asymmetrical power relations occurtirg@anning table.
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The answers to this question are based on the participants’ critical incidenttheMies are
answers to each research question, and the categories provide associasedGitatedining the
themes and the categories can be easily followed and understood by readersithecaides a
complete and clear picture of the findings.

Table 9
Overview of the Findings-1

Research Questions Themes Categories

In what situations do Organizational Boss-Subordinate

adult educators experience Hierarchy

asymmetrical power Pair of Hands Role (No Voting
relations at the planning Rights)

table?

Administrative Bureaucracy
Status Based on Job Title

Task Importance

Cultural Norms Societal (Racism and Sexism)

Organizational

Individual Credibility Professional Expertise

Positionality

Twelve participants were recruited for the study, and each one shared one ihatent t
she/he considered significant during her/his career as an adult educationahgplzgnaer.
According to the participants’ stories, twelve unique situations were igeht#nd three major
themes—aorganizational hierarchy, cultural norms, and individual credibility-e-devreloped.
The themes may overlap in a given situation. Each theme and the derivative estagori

discussed below.
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Organizational Hierarchy

Organizational hierarchy is the primary theme making participastgpbwerless, and most
of the time, it strongly involves hierarchical positions between participadtstakeholders. In
addition, in some cases, participants perceived more than one hierarchicaldiaicigptheir
planning process. Five categories—boss-subordinate, pair of hands role, adtivaist
bureaucracy, status based on job title, and task importance—are addressed tiased
participants’ incidents.

Boss-subordinate Of the twelve participants, four, Maggie, Olivia, Sophia, and Vicky,
indicated that their position as subordinate played a major role making them feelgssvin
their planning situation. According to the participants’ interviews, the bossesoatar situation
was the most difficult one when planners had a different planning idea from thatrdfdss
because they would have risked losing their job had they strongly argued with their boss or
disobeyed their boss’s order. Of those four cases, Maggie was the only one whdglyccess
persuaded her boss, the dean, but in the other three cases, Olivia and Sophia decided to follow
orders regarding program implementation, although they approached their bosses about
controversial decisions, whereas Vicky decided to leave her organizatioleafteng the
funding of her programs had been cut.

Maggie’s situation Maggie’s incident took place in the 1990s when she worked as Director
of Development and Alumni Relations in the college of electrical engineeragraversity in
Florida. She was involved in planning an event for a major state research ingtitatpurpose
of the event was to look at how to make investments to improve research in the state. glany hi
ranking officials and CEOs were invited to the event that was a collalmedtort between

businesses, universities, and the government to promote public-private relationshygse’svia
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role was that of coplanner with the president’s office at the university astbassn charge of
logistical layout. She described her situation in the following words:
We were planning in advance for a major state research institute with sofregorike
President’s office that we had it all planned out with. We had planned to have real dishes,
not paper plates; tablecloths, not bare tables; and silverware, not plastic forks angd spoons
all that kind of stuff. The dean went down and asked some questions about it and came
back to say, “We're not doing it that way. This can cost maybe $100 to have the extra
stuff.” Now, we were going to have people—the people that we're going to be wath us f
like major chief officers, chief executive officers of companies around ake @hd major
banks like Bank of America.
Under these circumstances, she did not argue with the dean right away but baoketha
regard to this situation, she reported,
We backed away. So again that's a minor example but what | found is that whenever |
have encountered those situations of feeling powerless, | would have made tHa case.
the cases where | knew | was powerless to do it, | would take differemscti
In Maggie’s incident, she felt powerless when her planning idea was diffesantHat of her
boss, the dean. It was not easy for her to change her boss’s mind because she wasatbordinat
her boss. However, according to her, she usually managed to persuade her bogsmgrasin
subtle, indirect strategies. In regard to this case, she successfulipced her boss to use real
dishes and silverware.
Olivia’s situation. Olivia encountered a situation when she was Associate Director of the

continuing education center. Her supervisor wanted her to implement a prograrauttanhet
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necessarily be her choice because a similar program alreadgderishe continuing education
center. She described her feelings about this incident by saying,
Well, the powerless part came because as a program coordinator, you'ng theuall
one who identifies programs and determines whether or not they are the appropriate
program to be offered. In this particular case, it was presented here as a pbogiam
really wasn’t anything that | had a choice. It wouldn’t make anyreifiee whether | said
this was a horrible program, because there was some relationship between amdboss
the person who had the program. And so, it was the powerless part came in by feeling
like it didn’t make any difference whether | thought the program was awful., iWalls
a powerless position.
Under these circumstances, the only thing that Olivia could do was to follow hey leogsest to
implement the program. She recounted,
It was something that is handed to you and said, “You do it regardless of how you feel
and then you can, in the planning process, you can either make it difficult or you can
make it work.” That's a choice that you have to make in this particular dasasri’t
necessarily what | would have chosen to do, but | made it work.
Although Olivia approached her boss to express her concern about splitting the mati@tishe
still insisted on implementing the program. In this situation, she had no choice, sodghié ma
work as well as possible.
Sophia’s situation Sophia encountered a situation when her boss and the dean of the
College of Continuing Studies of the University of X decided to hold a conference but did not ask
anyone’s opinions or do any market analysis or surveys. Sophia describedihgs fabut this

planning case and her negotiation experience by saying,
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Well, there was no negotiating. Before, he’s made the final decisions. | hacessiia
with him about why he wanted to do this, so that | could get on board with it. A few of us
here looked into it to see whether it made sense, but the bottom line is that he just was
listening. He didn’t care. He just said, “We will do this conference and yautkarge
of it,” and basically do it.

Under these circumstances, Sophia felt powerless. In regard to thi®sjtahe recited, “There

was definitely a power difference there. He had all the power and | had none.”
Vicky’s situation Vicky was the only participant who encountered a situation in which the
funding was removed based on the relationship of boss-subordinate. At that time, she was
working with parents in a Latino community on teen pregnancy prevention programs. She
addressed her situation by saying,
We were working on a program that was a community program for almost daeeall
my time with them. Then, suddenly, they said, “We are going to close the progfam
are not going to do these programs anymore.” And, we show the results and surveys that
we did with the participants, and we told them that we could continue seeking funding for
the program, but they decided, “No, we are closing.”

She was curious about the reason why the program was going to be closed. Singunaeke i

about it. Finally, she got the answer. She reported,
They say because it was very difficult to work over there, to have participahts a
everything, and because, now, they wanted to be training other agencies. They didn’t
want to work with the community, but with the agencies; so they didn’t want to do direct

services anymore because they closed us and then created a trainingedgpartm
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In Vicky’s planning case, the founder wanted to remove the funding to create araithiegt
department. Under these circumstances, she needed to follow and felt she should pat questi
the decision in order to keep her job. She explained,
This example is all about power and who has the money, and who decides, yes. So, that
was a good example that, yes, one decision once she made her mind, and then it goes
through and you have to follow. She’s the founder of the organization. My boss was the
CEQO; so she’s the founder and she’s the real boss for the organization. And, nobody
wants to say no to her.
According to Vicky, there is nothing she can do about it, and this situation definitdé/imea
powerless and worry about her job security.
The four cases provided by Maggie, Olivia, Sophia, and Vicky offer a clearptestiof
the situation of boss-subordinate in which program planners felt uncomfortablesexgptasir
ideas to their bosses. Of these four cases, Maggie was the only one who siiccessinced
her boss, but Olivia, Sophia, and Vicky failed to convince their bosses to change the decisions
that they had serious doubts about in the planning process.
Pair of hands role (No voting rights) Brad indicated that he had no voting rights at the
planning table. According to Cameron and Green (2004), there are three types oingpredat:
an expert role, a pair of hands role, and a collaborative role. The pair of handseele & an
extra pair of hands and expected to apply specialized knowledge to implement acti@s plans
recommendations but does not have a right to judge, evaluate, or make any decasi@r®I(C
& Green, 2004). In Brad’s planning case, Brad took this role to provide information, ideas, and
consultation only, but the decision was made by policymakers including judgesdgdablic

officials. He explained,
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You know what? When those five people are going to listen to all arguments for
something and against something and then they’re going to ultimately decide because
only they in their voting process actually have the power to decide. And, they have the
status of being elected officials.
Under these circumstances, at planning meetings, some policymakeralrgady on Brad's
side, or they were easily persuaded by him. However, sometimes policymakeega@st him
in the beginning, created more difficulties than were foreseeable, and shows&otigempact
of the power differential. He added,
Differential is really after that word [power] because with regarasdst policymaking
boards, we have no vote so the differential is always the same; other peopletessdnf
differently motivated, have the power. As | said at the outside, at some point
disadvantaged so we have to use different techniques and skills and methods as well as
time and timing to carry it forward.
In this particular planning case, although two of the five policymakers argued fogtgehp
format, the other three stayed on Brad’s side arguing for the small group &rdhatjainst the
other two. It seemed that he “won” the case, but he said, “You may not really be in tioe posi
to win, so you do the best you can and you persevere, come back, and improve your presentation
for the next time.”
Administrative bureaucracy. Deborah was the one who encountered a situation of
administrative bureaucracy when her organization wanted to change a leattacagement
certificate program from a blended format to a pure online program. Stakehohl@wed this

planning issue included the Board of Regents and schools. She said, “We tried to do that, yes,
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and, of course, we had to do it with the Board’s blessing.” In regard to the role of thle $war
explained,
The board has the power just because they can bless it. They say this is theawag it
be so that after we got it all pulled together, we would have to go through them; so they
had that kind of power and they've got results spelled out.
Deborah believed that financial power is part of administrative bureauceaeyse although the
Board of Regents was not her boss, the funding that the Board provided was very important for
starting the program. She reported,
The gentleman from the board of Regents has the final word when this happens. When
this domino falls, then | have some money for it. That was important because we didn’t
have startup money for it, so he had the power as far as the finances went, and so he had
the handle on the timeframe because we couldn’t start it until he said this doltsino fa
and we can get this money maybe. So, he had that kind of power.
In this planning case, Deborah’s continuing education center had received the fuortitigefr
Board. Therefore, when the center wanted to change the format to an onlinenprogeseded
the Board’s approval. Besides the role of financial provider, the Board of Ratgmfdayed a
role monitoring the program and all involved schools. Deborah recounted,
The guy from the Board of Regents, you know, he was caught between us, so he was the
one doing the negotiating there because it was important to him that everyboikefeel |
they're getting a good deal and that’s what you want. | feel like | gobd deal and you
did, too. So, that's what he was trying to do and he wanted some of these services and

money spread out over the state.
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Therefore, Deborah’s continuing education center needed to obtain the approvaladrithe B
when her planning team tried to make changes in the program, and there wés\dafpower
differential between her center and the Board of Regents.

Status based on job title Two participants, Erin and Grace, indicated that their situations
were related to other stakeholders’ positions and titles that were higiusrtbin those of Erin
and Grace. In Erin’s planning case, she tried to persuade 15 department directaad Wighdr
positions and titles in the county government to agree on implementing leadersgingns,o
whereas in Grace’s planning case, she had deans who had higher status thamdGrthes a
planning staff and intended to dominate the planning meetings. Both cases indi¢&Eeith tha
and Grace felt powerless in an asymmetrical political situation and stduiggihe planning
process.

Erin’s situation. Erin was a second-level manager in the department of Human Resources
in a county government (see figure 1 for the organization chart). To implemetgadership
programs, she met 15 first-level department directors to persuade them to apeeplan.t She
described her organization by saying,

We had the county administrator and right belowchenty administrator, we had the 15

department directors. So, those are the people who I'm directly to negotlatnait

show them the benefit of having their managers and supervisors go throughrireg.trai
In addition, she explained the hierarchical aspects that did not allow a person \itlstatus to
talk directly with another person with higher status across departmehe&songanization:

It was a protocol that was not culturally acceptable in the organizations hata

acceptable for a lower-level manger to go directly to meet a higherAareger in

another department. | wasn’t necessarily nervous going directly to thestroeya



161

directors because | was used to doing this when | was in the private sector-etiatlpr
didn’t exist in the company—but | was a little nervous about going against the protocol
because they would, sort of, look at me saying, “Why are you coming directg?o m
You're not supposed to do that.” Some of them welcomed setting up a meeting with me.
Others wanted to know, “Well, where is your HR director?”, “Is your direciorggto be
here, too?”

When Erin tried to talk with those 15 directors about implementing the new programs, she

violated the protocol based on status difference in stakeholders’ positions and hi#es5 T

directors had the same position and title with Erin’s boss, the HR director, butdsra w

subordinate to her boss and was lower than those 15 directors in terms of their job titéusnd s

Therefore, her case could be identified as a situation in which Erin experieyocateairical

power relationships vis a vis these 15 powerful stakeholders.

Grace’s situation Grace encountered a situation in which her planning project involved
deans of colleges of education from different universities when she was working on the
Academic Franchise Program. She described the situation below:

Generally, what happened at the meeting is I'm thinking more broadly in these
opportunities. One is that the deans would come together, and we would present them
with some issues or some questions, and we would ask their opinions. And, sometimes,
those opinions were diverse and sometimes they were very strong, very opinionated.
Generally, sometimes they would ask our opinions as well, but they actuallgtprese

their own opinions and sometimes tried to work it out between themselves. But, in the
end, we were going to be responsible for making that program work, and so that was a

little discouraging sometimes if that had happened.
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In Grace’s planning case, she and her staff worked with deans at the plabhl@nd&cause the
deans had higher status than she and her colleagues, they would not offend those deans when
their planning ideas were different from those of the deans. The only thing thabtheylo
was to provide opinions and research, but no decisions could be made by them.
Task importance. Task importance is a situation in which different departments possess
differential power bases in the same organization in terms of the task thateéhsoing. Erin
was the only participant who believed that this situation occurred. It came aboushehiied
to persuade 15 department directors to implement leadership programs in a coummegot.e
She explained her situation by saying,
The only reason they called on HR was to handle their problems through employer
relations and to hire more employees for them. That'’s all they thought abodimggar
HR. So, when you look at these 15 department directors, HR was probably on the low
end of the status quo.
Erin believed that part of the reason for HR’s low status came about becauserti®é othe
departments did the real service for the whole county, but HR people just sainthevaited to
handle problems and hire new employees. In addition, she thought that the other part of the
reason was that she and her boss came from the private sector and brought itheasttiet 15
directors considered unimportant to the whole organization. She recited,
Yes, we were on the low end already. So, they may have brought in a man from the
private sector, the [HR] director, who had all these wild ideas that took us evenrowe
terms of me. So, | had a lot to work through to get to these 15 to say, “This is a viable

program that our organization needs and will benefit from.”
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Cultural Norms

Cultural norms is the second theme making participants feel powerless ang stsoatly
influenced by race, gender, and culture. In addition, participants of the study@e@dtural
aspects that were influenced not only by society but by organizations as welcalegories—
societal cultural norms and organizational cultural norms—are addressed based on the
participants’ incidents in this section.

Societal Cultural Norms—Racism and Sexism Hanna and Maggie considered that their
situations were deeply related to racism and sexism. Hanna was an Afmeait#n female and
believed that her race and gender intertwined to make her feel powetessasyMaggie was a
Caucasian female and believed that her gender played a role in makingl pemferless. Their
cases are addressed below.

Hanna's situation Hanna felt that she did not have a lot of power when she worked with
her white female boss and John (pseudonym), a white male, to develop an online learning
program to teach 60-some faculty members how to use various types of technology. Bak felt t
she had less power at the planning table not only because her boss had a higher positmon but als
because her white male colleague, John, had greater credibility in the égesopervisor. It
seemed that this kind of situation was not a unique case in her general planningnegperie
because when she was asked how often she felt powerless in planning meetisgpasited,

Often, absolutely, absolutely all the time, all the time. 1 think of my rawoeljdve that
I’'m always having to prove myself and as with the situation with John and in that
situation | was the only African American. John and my manager were bothstzmyc

and | believe that because of my race and my gender that I'm constantlgballemged
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to prove myself. And, as a result, that spills over into the planning process. So, I'm in
planning situations all the time in which | believe that the balance of power isetpua.
According to her general planning experience, Hanna'’s race and gender playegsmajor
roles in her planning episodes, but it seemed that her race made a greateomtye than did
her gender. These situations made her necessarily and constantly establistibidity over
and over again to prove herself in order to overcome challenges from her asleagu
Maggie’s situation Maggie indicated that her situation was strongly related to sexism. She
was a white female and considered that she had lived in a male-dominated werkhsiistarted
her career as a program planner. She explained,
| work in such a male-dominated world, which was predominantly electrical enigige
for the first part of my career and it is a similar personality that | rusgamst that | have
real challenges with. It's the personality that generally looks Idkeavinistic white
male that | can't change. You can feel powerless, feel like you don’t havapheity to
influence them or you can speak up and say, “You hired me to do this. Thisis my
expertise not yours. Now let me do it.”
In Maggie’s planning case, she successfully persuaded her boss, the dean, toruseesilve
instead of paper and plastic utensils. She described the dean’s personaliipdpy $hg dean
was also very authoritarian, very chauvinistic in his approach but | did trust hieh bélégve we
had shared values so | could figure out how to work with him.” In Maggie’s descriptiar of
situations, she used many strong words ¢tauvinisti¢ authoritarian, predominantly and
dominatedo portray how she felt powerless about the world in which she lived and worked and

to describe the male who was the main character in the decision-making process.
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Organizational Cultural Norms. Organizational cultural norms included two aspects—
cultural credibility and resistance to culture change. Judy’s case involtachtatedibility in
the organization, whereas Erin’s case involved resistance to culture chdrayecaBes are
addressed below.
Cultural credibility. Judy indicated that historical credibility played a significant role in her
planning case. Judy’s department, the Department of Training & Developnogkedwvith the
Department of Human Resources to implement a reorientation program for newrand cu
employees in the Division of Finance and Administration at a university. Thectteftween
her planning team and the team of Human Resources was about content differesuces bhedy
focused only on the information regarding her own division, whereas the Human Resources team
focused on general information regarding the whole campus. She reported,
| didn’t feel like | had a lot of power because | was moving forward in one direction,
whereas another unit that was very instrumental in the whole overall asgeet of t
program had another direction. | couldn’t strongly voice my concern on how things were
being operated because HR had a bigger investment in new employee orientagon, mor
experience, and more credible. | felt powerless because HR had the tyealiilthe
decision-making power. As far as how the new orientation was going to look campus-
wide, we couldn’t establish the differences between the two.

According to Judy’s planning case, it seemed that HR had more credibitityuls’'s

department, the department of Training and Development, because HR was irotlaadybad

successfully carried out employee orientation for a long time. Based onlthi® @and custom,

it was fair and reasonable to believe that HR had more power over the deciiimig-process

because HR had not only its expertise and experience but also its invested timaimgpla
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orientation programs. Everyone took it for granted that HR was the departmenatiogiihe
whole program and its planning.
Resistance to culture changeErin was the only one who described the teuture change.
She encountered this situation when she tried to implement leadership programs iy a count
government. The primary culture change was that no employees receivedirang from the
organization and that those 15 directors did not see the value that the training could provide. So,
they automatically built a wall to resist change. She explained,
A lot of the department directors thought my program is just another one of thoseshang
that the human resources do and wanted to make, and they automatically built a wall. So,
| had to try to break that wall and show them the value. My initial challengeovadp
get them to see why their employees needed to participate in training anupdese
and what the value would be to their organization. It was a culture change for the
organization because they didn’t have any training and development going on. That was a
huge culture change for our organization.
The second culture change was that the 15 directors did not want to see theiragdeaxs
their workplaces for a whole day once a week for 13 weeks. Erin recited how sdmad bf t
directors responded to her:
| heard it all before. They’re going to do the same thing that they've alteaes It's
going to cause problems for us operationally because now you're going tdakaliny
leaders away for 13 weeks, one day a week and that’s not going to do any good because
they're just going to go back and do the same thing they were doing before.
She added, “Programs like this don’t work,’ is what | heard from some of the dgedbor

don’t want to see that happen. So it was a culture change because they had neverlidoge anyt
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like this before.” She experienced a challenge because 15 directors liked tagddlhliway
they usually did them, according to custom, culture, or rules, and suspected that thgee cha
would erode their power base and that the programs would not work.
Individual Credibility
Individual credibility is the third theme making participants feel powerdass most of the
time, it strongly involves educational degrees, experience, and age. In addition, icases)e
participants perceived more than one factor during their planning processcalegories—
professional expertise and positionality—are addressed in this section baseganmi¢hpants’
incidents.
Professional expertise Andy was the one who indicated that he encountered a situation in
which professional expertise played a major role dominating plami@icigions when he worked
on a pharmacy residency program. He explained his planning situation by saying,
| was ultimately responsible for it, but | had a team of pedyé hhasically were doing
most of the development. | was the facilitator of the whole probesd was ultimately
responsible for it. But, | think the instructional design people liely twere ultimately
responsible for it, too, so there was a little bit of a poweggte going on there. We got
some money to do it, and it was a grant, a large grant, that atinePI's [Principal
Investigators] on so it was a push and pull there.

Andy also explained that he gave power to the instructional desfgriexoecause he lacked

relevant knowledge regarding the program, and he really counted ohelgeirHowever, as the

program went on, he noticed that their planning philosophies, theoretigaed and practice-

based, were different. He described,
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| guess | did feel like | have less power which was somewtraici because the program
| was responsible for and | was really counting on the instructisigrdexperts to lead
the process, and there was a process that | was not fawitlaat the time as far as the
instructional design part of things. So, | felt like | was handwer a lot of power that |
had built up. As the program went on, | think it too far away fpoactice. | mean, they
were so theoretically based and | was practice-based, anelstikef over time that they
were implementing things that were not in the practical sesttidgd | felt like I lost a lot
of power.
Under these circumstances, Andy tried to discuss this issue with thetins@ldesign team.
However, the response from that team was adamant. He narrated,
They responded favorably, and they listened to what | had to say with regards to
pharmacy and with regards to the team we were going to be working with, the pharmacy
team we’re going to work with, but they were very adamant in how the instructional
design piece should take place. So they, again, they listened to me, but they said, “Well,
this is the process. This is the process that we need to go through. It doesntimatter
pharmacy or medicine or anything else.”
According to Andy’s planning case, expertise played a major role in his plannintgusitésl
those experts in the beginning, but when he noticed that the program ran counter to what he
expected during the middle of planning, he had trouble getting his power back.
Positionality. Positionality related to this study included two aspects—Ilacking experience
and being newly hired. Rachel’s case involved lacking experience, whene'ascisee involved

a situation in which she was newly hired. Their cases are addressed below.
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Lacking experience.While she was involved in planning a community leadership program,
Rachel, a young African American female, encountered a situation in Wiadels
uncomfortable due to her age, experience, and race. In that program, attendgesveeily
white, older, and retired. Her age and working experience always made heofeglawerless
than her race and gender. When she was asked how she felt about planning this program, she
responded,
In a lot of the situations where | found myself, | was the youngest person. Ihthtis t
where you're trying to get is that a major factor in my feeling uncaatite and feeling
powerless was my age, and then | also found myself being the only person of dwor at t
table; so it’s a really interesting dynamic — young. Okay, | wasn’t thefemlgle; so
really gender wasn’t too much of an issue, but | would say my age trumps the race
because, at times, | felt like folks did not hear me because | looked youngy so the
assumed that | did not have much to say nor did | have experience to bring to the
conversation or to the table.
According to Rachel, she started planning educational programs for adults irdf2&smiAt
that time, she was always the youngest and the most inexperienced personaainiey phbles,
which made a greater impact on her than did her race and gender. She felt pamerieas
afraid of expressing her opinion at the table because of her lack of experiececigd,
There was a long period of time where | sat at planning tables where | dide'tmgic
opinion because | was afraid of what others might think about what | say whethsr it w
valuable or whether it wasn’t valuable, and part of that was because of my kg, lac
experience. | was a little intimidated by them because of the expbdishey brought

to the table, the number of years that they had behind them in teaching and planning
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programs. So...l really didn’t express or vocalize my thoughts, my ideas. | wasn't a

aggressive or rather assertive with my ideas about how to improve or to change.
Rachel has just started her career as a program planner. Although she knewttadttsaeskill
set and the knowledge, she felt powerless and uncomfortable to work with other individuals
including her colleagues and stakeholders at the planning table due to her lackiehegpeShe
said, “I did feel a little bit...like a fish out of water there,” to describe haagon.

Being newly hired Hanna was the one who strongly indicated that she experienced a
situation in which she felt powerless when she had just been hired by an organizatian. In he
planning case, she worked with her boss, a white female, and John (pseudonym), a white mal
develop an agenda for a brand new workshop for faculty members in higher education. However
her boss seemed to have more confidence in John’s opinion than in hers. She explained,

There were several meetings that took place over and | felt like | didn’t bawach
power in each of those meetings, but one meeting in particular | can think about in which
we were trying to decide on the agenda. And, there were another male (John), my boss (
female), and myself in the meeting and it just appeared to me that the aitemga and
my boss had worked together for a number of years before | came and that she had more
confidence in his opinion about the agenda than | did. My boss gave him a lot more
authority in planning the agenda, even though | was supposed to be the workshop director
and he was just the technical director. | felt marginalized.
This issue seriously concerned Hanna, and she decided to bring it up in the discussion with her
boss. She reported,
| asked my manager, “I thought that | would have the responsibility of planning the

agenda here, and it appears to me that John is now being given that authority. So, I'm
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confused. What is my role now? What do | need to be or where do I fit in in planning
this workshop?” And my manager said, “No, no, no, no. You're still the person who is in
charge of the agenda. We just need to make sure that John’s viewpoint is heard.” And |
said, “Well, yes, but it seems to me that John’s viewpoint is being considered more than
mine.” And she said, “Well, he has been here for a while, and he has set up these—he’s
taught classes relating to the use of technology so | think he has more exptrit e
can bring to bear than what you are proposing here.” And | said, “Well, so is he then
going to be responsible for continuing the planning?” And she said, “Well, no. We
wanted to make sure that we get his input.” So, that left me with a feelingitasi’t
sure what my role was going to be going forward.
Hanna'’s planning case indicated that she experienced asymmetricalrplattenships when she
had just been hired by her boss. Although, according to Hanna, she had already worked as an
adult program planner for about ten years and had proven her competence, her boss tended to
trust the opinions of someone else, John, whom her boss had worked with for a longer period of
time than she had worked with Hanna. Maybe her boss just wanted to make sure that the
program could appropriately match cultural aspects of the organization which Heymbaoh
know about. However, her powerless feelings were definitely understandablesituaton,
and it was probably true that a new employee in an organization needed a period @atijustt
his/her mindset and behavior, establish individual credibility, and adapt to the cultouee of t
organization to succeed in his/her position.
Identifying Negotiation Strategies
This section answers the second research question, which concernatioegstrategies

that adult educators can apply to negotiate planning issues with, atitge powerful,
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critical incidents. Table 10 provides an overview of the major themeésategories. A total of

six major categories were identified and divided into two themesgremsing power and ceding

power. The strategies for exercising power include building relationshipbligising credibility,

and facilitating information flow. The strategies for ceding eomclude going along with a

questionable decision, observing to learn, and leaving the table. Eaoh, ttetegory, and its

derivative subcategories are addressed bellow.

Table 10

Overview of the Findings-2

Research Questions

Themes

Categories

What negotiation strategies
do adult educators apply to
negotiate planning issues
with other, more powerful,
stakeholders?

Exercising Power

Ceding Power

Building Relationships—
Private one-on-one Conversation
Informal Communication
Avoiding Taking Sides too
Soon in Debate

Establishing Credibility—
Presenting Facts
Building Social Capital

Facilitating Information Flow—
Providing Options
Seeking the Others’ Viewpoints
Reframing
Making Information Public

Going Along with a Questionable
Decision

Observing to Learn

Leaving the Table
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Exercising Power

Exercising power means that less powerful planners need to sgekpgaortunities to
cumulate their power in order to negotiate with other more powstdikeholders. In the process
of exercising power, the less powerful planners will be able teraalecision on whether or not
exercising power is the best approach to use. In some situahieganay need to cede power
when the strategies for exercising power do not work well. Alegrto the study, three main
strategies and nine substrategies are identified and addressed below.

Building relationships. Building relationships was highly valued by participants in their
incidents. Most of the time, participants attempted to build oslsiiips with stakeholders whom
they did not know well. Therefore, oftentimes relevant cases imgplkglationship building
included the following: (a) A planner was new to an organization, Bhd (planning case
involved other stakeholders from different organizations, departmentgeamraphic areas.
Based on participants’ incidents, three categories (strategies)deatified—private one-on-one
conversation, informal communication, and avoiding taking sides too soon ite debdhthree
strategies concerned how to establish and avoid ruining relationshipgsebea program planner
(negotiator) and other stakeholders and how to maintain those relgignstif those three
strategies, private one-on-one conversation was probably the ffiogne and worthwhile in
terms of the number of participants using it and its effectiveimesaccessful persuading more
powerful stakeholders in their planning cases.

Private one-on-one conversation Four participants, Brad, Erin, Hanna, and Judy,
emphasized that one-on-one conversation was applicable to theiosguatien they negotiated
with other stakeholders. Although he did not actually apply thiseglyaBrad recognized that it

would have been helpful to meet the two policymakers privately icdss. The other three
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succeeded in their situations to persuade other seemingly morefydostakeholders by using
this strategy. Based on their incidents, the private one-on-one sativarwas one that took
place face to face between two persons, and the main purposemfvhis talk was to establish
a relationship by exchanging viewpoints and concerns. In regané fanning cases in which
the participants encountered the situation of boss-subordinate, thewithetheir bosses
privately to discuss the planning issues not only to build relationshipsheir bosses but also
to persuade their bosses by using other strategies. Tothgpstrategy, the participants needed
to seek any chance to make this private one-on-one conversation happ#gr to have an open
dialogue and build a relationship between both parties. The exdeyptisthe participants’
conversations are based on their incidents and addressed next.

Brad. Brad did not have voting rights in his planning case. He wanted to persuade the other
two policymakers to accept the small group format for the progree.wished that he could
have worked out the conflicts in the very beginning of planning. He narrated,

What | wish that we could have done differently is to have beental&dk before the
vote, before the meeting with the two people that take this opposing pisately. |If
we would have the opportunity to dialogue with them and explain whgloathings the
way we do for our track record, what success has been aboupréfeirences and how
we address and satisfy those. Maybe if we could talk witm thetside of a formal
decision-making setting, we could persuade them that we've goetty good set of
methods that were used and that it's justifiable, and we wouldw& t@athen go into
these formal meetings where we use pretexts to achievelsoghand we never really

address openly and candidly the issues at hand.
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Erin. Erin tried to persuade those 15 directors to allow their supenaadrteam leaders to
leave their workplaces to attend a leadership program taking placelayna week for 13
consecutive weeks by meeting with each director one-on-one to explain her ideaspdieel,

| was able to build a relationship by going in meetings with tflEsndirectors] one-on-
one and explaining who | am because people didn't know me. | wastnehe
organization, so explaining who | am and what we were planning on dokfter going
one by one to every department director and explaining to them whgeeded this
program, | was able to eventually win them over because of thienslaips that | built
with them by going to them directly on a one-on-one basis.
According to Erin, after she met with the 15 directors one-on-one ohitheem agreed with her,
but six did not. Although she could not convince them all by meetimg theividually only one
time, nine was a good number to start with for the program in tharbegj and she could work
on the other six later by meeting them again if possible or using othegssate

Hanna Hanna found that her boss, a white female, had more confidenalenils dpinion

about the agenda than in Hanna. She decided to meet with John individually. She recounted,
| went to him to try to get him to agree to my agenda format for each day obtkehop.
One of the decisions that | made was that | wanted to broadenofte aicthe workshop
to be more inclusive of other kinds of technologies—the much newardlagies at that
time. | found that he was the type of person who just simply was very edlsigniced if
he felt like you felt he was important. So, | think I played to his, | guessaed | found
out that he was the type of person that generally wanted tospected, wanted to be

recognized, and wanted to be felt included, and I think | just simply collaborate mith hi
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According to Hanna, after talking with John, she built a good oglship with him and
convinced him of some of her planning ideas. In the one-on-one mestiegi&und that once
John felt respected and recognized, it was easier for John and heach a consensus. In
addition, the good relationship between them also helped her build motalityedith her boss
to improve her relationship with her. Furthermore, in her opinion, buildilegiaeships was
more important than providing data.
Judy. Judy was in a situation in which her planning direction was diftefrom that of the
Human Resources team, which played a major role in orientationapmoglanning and was
more powerful than Judy’s planning team due to HR'’s cultural credihilitiyat field of planning.
Under these circumstances, Judy decided to have a one-on-onegmattithe head of the HR
team. She reported,
Once we realized that it was a problem, | sat down with theé beHR team and we just
talked about the differences, and then we talked about the benegiishobee. Then, we
went through this whole cycle of sharing each other’'s viewpoints lzem basically,
listening to each other and then meeting each other halfwal wake some decisions
and compromises. So, at that point, when we determined that “Yesaw work
together,” it was kind of easy to negotiate how the whole prograsngaiag to look. If
we had had that conversation before | moved forward, it would have adig\aabt of
the conflict.

Judy explained how useful the open conversation between her and tleatdRe¢ad was. She

believed that the conflict between them could have been avoided aataitetad she had that

open conversation with the other team leader, and she also fethéhaiationship constructed
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through the one-on-one meetings helped those two teams work togethemndeahake the
negotiation process smoother.

According to the three participants above, it seemed vergtiefeto meet the key
stakeholders individually to build a good relationship and resolve confllat8rad’s case, he
wished to have met the other two policymakers privately in advanbavi® open and candid
discussions to persuade them because private talks were less etiminahtthan talks in a
formal meeting. In Erin’s case, she did meet individually otttekeholders who had higher
status in terms of the job title to introduce herself, explaimptbgram, and answer concerns of
those stakeholders. Her action indicated that she respected rideitmoaght highly enough of
their concerns and opinions to let them feel comfortable about her aptbtiram. Her gesture
of good faith alleviated their resistance to the program. In &larcase, she talked with John
individually to ask his opinions and concerns so that he felt respeetedjnized, and included
in the relationship. This relationship helped her convince John to acecagehdo broaden the
content of the program. In Judy’s case, she discussed the planning issues matdtbéthe HR
team so that they might share their viewpoints, listen to each, atig compromise. Through
this process, both of them and the teams knew that they could vgathéo. The four cases
indicated that when people met one another in person, saw one another’s facial m\Jezaetht
one another’s voices, listened to one another, and shared viewpoints aedhsotiey built a
good, friendly, and less confrontational relationship in which they trustedanother and found
it much easier to resolve conflicts.

Informal communication.  Three participants valued the function of informal

communication. According to them, informal communication included making pbaife
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sending emails, meeting in the hallway, and talking briefly iretbeator. Their explanations are
addressed below.

Andy. When Andy was involved in a planning case, he wanted to persuadstiuetional
design team to move from theoretically based planning to practsssthalanning. He used
many informal persuasion techniques, and finally he successfultyigmed the instructional
design team to visit the site to meet and conduct interviewspnotram participants in the pilot
study. He explained,

| think | have to use persuasive techniques. | think it's still goottytto do a lot of
informal persuasion instead of formally going before a group and tisi as a kind of a
one-shot deal to try to persuade. | think that | had a philosophy, gmthis a lot like
before our meeting, and I'll call individual members of that cort@aior whatever, and
I'll discuss with them what they're thinking about this, so tha gon’t go into some
meeting cold. And, it's always good to know there’s going to beeast lene person
that's going to support what you believe or whatever.

Brad. Brad was engaged in a planning case regarding a possileidinarisis which
might influence their planning format, big groups or small groups. alsr he did not have
voting rights at the planning table, he needed other persuasiorniddo$p him. According to
him, he emailed a memo and documents two days before the meeting took place.rteé, repo

| sent a memo out in advance with all of the financial datasa that people would have
a chance to digest those numbers because numbers are difficelofde.p \When you get
to financial numbers at the time that you're discussing them without givingdhshance
to evaluate them in advance, they're less trustful with the chégibiThey will be given

the numbers in advance, so that they can read them over and over lagaithey
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understand you're not trying to hide anything. | guess my biasyisu provide the
information as openly and as in-depth as you possibly can, given allotiséraints
you're working under, the less people will have to use as ammunition against.

Erin. Erin hoped that she could successfully persuade the 15 directapptwtdeadership
programs in a county government. She has met with them one-on-adyabat only nine out
of 15 were convinced, and it seemed that interaction between thos®rdiraed her was not
enough. Her informal communication included a hallway meeting amdesator meeting. She
explained,

| went directly to them in their office once, but then when | hadbtthgir meeting, | got
a chance to interact with them more and you can’t forget abobithveay meeting. It's
a chance like if | was walking down the hall and found the direatgslanning and
development and other stakeholders in the hallway, | needed to stop to d@myage

conversation. A little elevator speech so they will continue suppoyting programs.
Engage in a personal and professional conversation about their worldeamd/es, and
then talk about what | am interested in talking about giving them &eméullet points
that is what | want this person to remember about my prograrmesgdl tsupport it the
next time it comes up in conversation.

Andy, Brad, and Erin provided their detailed stories regardingyrimdl communication.
Although their purposes of their actions were very similar, to pdesaghers, the means of
application was slightly different. Andy liked to use phone calfsrbeplanning meetings to
seek support, Brad liked to send emails in advance to convey messaig#sicg very important
data regarding planning in order to allow time for stakeholdergain&e the information and to

trust it, but Erin liked incidental meetings and informal conversatwith the directors to
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convey messages, including information, evaluation, and outcomes regaroigiams. It
seemed that each means possessed its own advantage in the glagrifiig context. If these
three technigues can be combined, | am sure that it will be aeffective strategy for program
planners to negotiate with other more powerful stakeholders regardless of thagtzomtext.
Avoiding taking sides too soon in debat®rad was the one who suggested that it was not

wise to choose a side in the early stage of debate and West lietter to let stakeholders sort out
pros and cons of the issue and then make a strong argument to conclude the debate. B, recount

| find that the most persuasive thing that | can do is to not dontinatdebate, but to

allow policy-makers to sort out the issues, pro and con, in the dehatggahemselves.

And, when that debate seems to have run its course and people haveedxpress

fullness of their views and arguments for something or againstthorg, at that point, |

try to interject in a concluding way the position that | think is strengest position—

operationally or theoretically.
Because Brad had no voting rights in planning meetings, his voice aral skitls were the only
tools that he could use at the planning table. Therefore, he woulchbadled to use his voice
prudently and wisely if there had been a debate going on duringlaheing process. It was
understandable and reasonable for the one with no power at hand to think tim®ugihst of
other more powerful stakeholders and wait for the right time to ¢eowi rationale for the
conclusion by observing them, and reflecting on their ideas, and avtéding sides until it was
appropriate. By doing so, Brad could use his voice efficiently andl autiing the relationship
with other powerful stakeholders at the very beginning stage of the planning.

Establishing credibility. The purpose of establishing credibility was to build trust so that

stakeholders can be convinced at the planning table. Based on tlutedotlata and analyzed
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data, two categories were identified—presenting facts and buildiigl £apital. According to
the participants, establishing credibility was related not onlynémy aspects that might go
beyond the planning table per se., but also to planners’ long term managementoair ees.

Presenting facts Almost every participant believed that providing facts wapartant
when negotiating at the planning table. However, the quality oflatee indeed influenced the
effectiveness of using this strategy. Therefore, in somescasen though valid facts have been
presented, the other stakeholders may still insist on their dribmaghts and would not want to
change their position. Next, | excerpt some key points from fodicipants, Andy, Brad, Erin,
and Grace, who emphasized the effectiveness of presenting facts.

Andy. Andy suggested using onsite evidence to present facts. Irahrdmg case, he tried
to persuade the instructional design team to adopt a practiag-bppeoach to curriculum
development instead of a theoretically based approach. He tookateohéhe instructional
design team to sites where a pilot study was going on, andyfmakuccessfully convinced the
head and the whole team. He stated,

We had this pilot group that we could tell were frustrated. d tgHling the instructional
design folks, “We got to do something. We got to do something differémmé person
was head of the project and she could explain all that from a ticaberspective. So,
we, though, took her to the sites and let them talk to her diractlysaid, “We can’t do
this and this,” and so she did some one-on-one interviews with some peadplerote

down what was it that was not working and so we kind of reconfigameldredid stuff,

and started implementing some new things and simplifying thingtoalsl To persuade
them through this pilot study, we had some data and said, “This éemett. Maybe we

can change something.”
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Brad. Since Brad did not have voting rights at the planning table, hi¢ Wedis difficult to
convince the policymakers in his planning meetings. He believedathatt 80% of the time,
the person who went to the meeting with strong facts would ibriev#he decision making
process. In addition, the facts useful at one meeting might not hé fmethe next meeting
because things would change dramatically in the world. He explained,

In this particular instance, because the issue is simply on getbude have all those
numbers here because we monitor income expenditures. Whenever wtliedstcted
officials, we have to have more facts to justify our position tihay tdo. And, in this
particular circumstance getting back to the magistrate mgioouncil, the conference
phone call of a week ago, we had more facts. And, traditionally, vépgoens is that the
person who goes into the policy-making meeting with the greater nuhlaeguments
that are supported by fact, probably 80% of the time, that persorpreiail; that
position will prevail. We prevailed last week.

Erin. Erin did focus groups and surveys for the facts that she wanfgddent to the 15
directors. After she met one-on-one with them, 60% of them supporteduhetQ% were not
convinced. She reported,

We did focus groups. We did surveys, and it was centered around vghgtahp said
their needs were, and so | asked this group basically to valiete focus groups and so
then | compile all of that information and then take it to these directors. h&d,dne-on-
one meetings that this is what people are saying they need. té&xx &ll of that data,
packaged it, and then took it to these department directors and dage“people are
saying they need XYZ so they can be a better team leader and asbpéesisor, and this

is why we need the leadership academy because it's going to addegsscgs.”



183

Grace Grace strongly believed that presenting facts was as iampoas building
relationships. She argued that most administrators were deg¢g-dhrecision-makers in today’s
world. She explained,

| try, and whenever | do anything, | try to have facts and dat@a¢k up my opinion. If |
don’t have it, if all | have is anecdotal evidence, I'm lekslyi to be confident in what
I’'m saying, so | do want that information and do try and collect &ed provide it.
People can look at the data for themselves and interpretats &a better than opinion.
Its hard to argue with fact. The administrators in todayarlev are much less
relationship based.
Grace also explained what data she used by saying,
Sometimes, it was survey data that we collect from the students’ datisfauarveys,
evaluations, that sort of thing. Sometimes, it was information from our ticketitegsys
Whenever somebody has a problem, they go to the helpdesk, a ticket to our helpdesk, it
creates a case and that case is then reviewed, worked, and the notes are takanan that
what was done, what was presented.
To sum up, the four participants used different facts to back up tgeimants. Andy presented
facts by using onsite evidence, which was a pilot study and ooe®nnterviews with
participants, to tell the instructional design people that the anogreeded an adjustment. Brad
used numbers showing income and expenditures to support his argument. eHraatas from
surveys and focus groups to show grievances and the need for lgageoginams. And, Grace
used surveys, a ticketing system, and registration information stebdler opinions. The four

participants provided strong arguments testifying to the effectivenesswidipg facts.
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Building social capital. Building social capitalncluded two aspects—seeking allies and
accumulating interpersonal capital. Andy involved seeking alib®reas Brad recommended
accumulating interpersonal capital to establish personal drgdibirheir cases are addressed
below.

Seeking allies Andy suggested finding whomever you knew well, whoever stood on your
side and had credibility to obtain positive influence over the planning meeting. Henesgplai

Well, 1 think you have to call on your friends and you have to start using tbhenio#
that you do have and the people that you have credibility with to help you get past a
hurdle. In other words, you get people to think like you and you say, “How can you help
me? How can we get past this?” And, it's best if you got somebody who’s the next step
up from you, but then it doesn’t have to be your immediate supervisor, they can be
somebody across another division, but in a higher position and I've used that a lot or
somebody who has credibility.
Andy wished he had used this kind of influence to seek allies in &miplg case. At the time
that he was planning the program, he was so young that he did not knomarmgyypeople who
had credibility and hesitated to ask them for help. According ® d¢kample, after having
worked for years, he began to figure out how to seek allies to oages in order to achieve
his planning goals for an educational program.

Accumulating interpersonal capital Brad strongly recommended accumulating
interpersonal capital to establish personal credibility. In dpsion, interpersonal capital
consisted of good will capital, intellectual capital, historical capatadl interpersonal relationship

capital. He explained each type of capital below,
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Good will capital. Brad believed that good will capital watablished based on how often

you agreed with other stakeholders whom you worked with. He explained,
As you work with people, there are times when you have to agrietivein; at times,
you need to disagree with them. The more often that you agreeheiith) the more they
feel confident in working with you, so you build up good will. And then, wherithe
comes that you have to disagree with them, it will appear toes® dn adversarial
disagreement and more of a refinement of perspective, and thetemdllto look on
difference as something that is not being made to be adverdiaaials being made to
improve maybe something they haven’t thought out before. That’s the goodpitdil.ca

Intellectual capital. Brad thought that intellectual capitas wanstructed based on how
deep, thoughtful, and professional the ideas that you contributed tcativengl table were. He
explained,

Intellectual capital issues are just the more thoughtful and more detaitexigreater

depth that you provide to them as they deal with making their decisions that detesnstr
to them that you are not trying to usurp their authority, but are really tiyiegrich the
quality of their decision that you might give them a good intellectual foundatiod, A
again, that's something that you build over time with them and they come to respect or
not, but usually want to respect.

Historical capital. Brad considered that historical capitas Wwailt on the experience
working on a specific area and the knowledge and the backgroundtedfilivith the planning
context. He stated,

Historical capital I've been around a long time. I've seen sofitbe arguments about

how to do things three and four generations of organizations, and | caa ggvspective
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and | can basically say, well, this isn’'t the first tinmattthis policy-making body has
discussed the given matter, and in the past, the issue has iseenimasuch and such a
context. These are the value issues that have been applied insthe pasolve this
guestion because you're in the position today to either do it likbetn done before or
to go in a completely new direction. But here is the ground, #eaission that's going
on before.
Interpersonal relationship capital. Brad believed that interpdreslationship capital could
be built by meeting with stakeholders on a face-to-face badiss sirategy was similar to the
“private one-on-one conversation” mentioned in the building relationshipethénappeared that
the difference between the two was that the former approactesiial format, whereas the latter
took place in a formal format. He explained,
If you got an interpersonal connection more than just in a formahizagsonal role
where you fulfill a certain set of duties and responsibilities, lyave an interpersonal
connection with all these places. Now, it's hard to crdadeet interpersonal connections
when your policy-makers are spread all over the state, you're itfotivem based on a
face-to-face basis. So, you have to go out of your way to bailtk Snterpersonal
relationships. If you're in their part of their state workingdadifferent groupyou’ll be
well-served to drop by and give them a call in their office face-te-fa®n the telephone
or let them know that you’re going to be in town on such a day and nyaybean all go
to lunch together or something like that.

These four types of capital that Brad mentioned here were véicalcfor program planners to

establish credibility. It seemed that gathering these four lohdspital was a long-term task.

Planners needed to deal with each planning case and related stalsehetgerarefully because
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the records of the planners’ conduct at the planning table would inéueir credibility. In
addition, it also appeared that gathering capital was hard workaamdong move could
jeopardize all types of the capital that had just been collected.

Facilitating Information Flow. Facilitating information flow was a way for planners to
circumvent barriers when conflicts occurred, compromises vieme and more powerful
stakeholders dominated planning decisions. Based on the participamtshtacfour categories
were identified—providing options, seeing the others’ viewpoints, mefig, and making
information public—and are addressed next.

Providing options Deborah was the only one who mentioned this strategy. In her gannin
case, her continuing education center wanted to change the formmatajram from blended to
pure online. To do so, she needed first to obtain the agreememhefbaer of the Board of
Regents, and she successfully convinced him, the representative, bginyowptions. She
explained,

Because we would strategize before we either met with hibefare we talked on the
phone with him. So what could we bring to the table that would be spioa®that he
could feel good about that. Yes, we did. We used strategiégtogions, to be able to
say this was still work if we do this and we understand where g@oming from on this
and what do you think about this and here are some options. And he liked to have
options so that he could choose.
In Deborah’s planning case, she and her colleagues pondered opttdmsr tbanter was able to
give before she met or talked on the phone with the representatithe &oard of Regents.
Therefore, she had already evaluated the options and learnedhetzdse line would be. In

addition, according to her, she understood the needs of the Board oftRkegpe it was not
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difficult that the options her center provided were accepted by daedBof Regents. The final
deal, a package deal and combining the funds and free participation tanpspgras a good one
for both parties.

Seeking the others’ viewpointsThree participants mentioned that stakeholders’ viewpoints
needed to be considered. Two out of three, Brad and Judy, emphasizegptbahg each
other's concerns was a reciprocal way to resolve conflicthie other participant, Rachel,
believed that stakeholders’ concerns and fears must be heard and taken into camsttievatih
full communication.

Brad. Brad was in a situation in which he did not have voting rights. Xgeessed his
viewpoint regarding people’s concerns at his planning table by saying,

| think it's also important if you're going to do it, don'’t talk just the people who are
going to be aligned with your viewpoint. And, let them know yowiféng for their
concerns and their perspectives and their preferences and theiifiesdo that you can
use that to evaluate whether or not you're on the right tradkasgyou can readjust your
own direction and you can have a real open dialogue with people. yo, do it in a
way that doesn’t make it secret behind the back and that is you listeningugrand it's
giving you an opportunity to express your concerns in a one-to-one way.

Judy Judy had a different planning idea from that of the HR tearnervghe explored the
HR team’s concerns, she actually shared her own concerns with that team, toqpo8&d,re

Luckily, my style of working with people is very acceptable; so dheerealized there
was conflict, | went to the other area, | went to HR, and agthaldl an open dialogue
with them, and really just listened to some of their concernshardItexpressed what |

was doing and then tried to work with them to resolve the conflict. | 3@s well
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accepted, and they were open to hear what | had to say adisteasg to their concerns
about the situation.

Rachel Rachel was so young that she was afraid of expressing heoragpiand often
missed opportunities to speak up in her planning meetings. She stated,

| would say what I've learned is, first and foremost, don’t fsaichto communicate, to
express any concerns, fears that you may have. Usually, | founthefothere are
legitimate fears and concerns that should be expressed. Thetphmvéeard. All sides
of the matter must be taken into consideration to produce the best product.
According to the three participants, obtaining a better understanding of comoenrenk
another was a way to facilitate communication and make information flow smodtihéygreater
the flow of thoughts, the better the understanding. People probably readjust their po&gions
after listening to one another because exploring concerns helped consattoteff
communication in which people could hear different information or opinions that they did not
know and perhaps had never thought about. It seemed, in other words, that exploring concerns
was an effective way to enhance communication.

Reframing Maggie was the only participant who emphasized the function aimefg. In
her planning case, she disagreed with her boss, the dean, who teants paper plates and
plastic utensils instead of silverware and real plates irevanmt focusing on how to make
investments to improve research in the state. She explained heabidet reframing and how
she used it in her situation by saying,

If | propose an idea and it didn't go through then | stop. It's hat 1 stop. |
automatically think, “This is still a good idea. 1 just didn’t kage it right.” | would

always say, “Okay, that didn’t work that time so let me backligi.me think about how
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| reframe this. Let me go at it with a different anglé’lot of times in my mind, it's

about understanding how that person thinks and sees and figuring owtieétein the

lens that they process things through and then creating the drepdhlat they process it

through their lenses.
Maggie explained her reframing by adding,

Though the silverware example probably was more of an immediateoctation and

part of that had to do with me feeling secure and being ableytletsene say to you |

think we need to go a different direction. | knew that the dean neededreminded of

who would be in the room and the expectations that he wanted to showlup thek

process. | decided to reintroduce it.
According to Maggie, her ideas about reframing were to bringiadditinformation that would
strongly affect the person who she really wanted to convinceeelnhed like a different type of
facilitating information because the dean who Maggie wanted to rmmenignored his own
concerns. Therefore, Maggie’s reframing was to repackagprbposal to include his concerns
that were through his lens and in a way he had never thought aboggjieMaole was like a
facilitator who arranged information and then reposted it inag im which the dean could
recognize his situation more clearly. To identify a stakeh@ld®mncerns accurately, Maggie
suggested researching and understanding how he/she processedtiafothtough his/her lens
before reframing it. In her example, she successfully convitlteddean by reframing her
argument.

Making information public. Grace recommended this strategy when conflicts occurred

among different groups. In her planning case, she and her collealjyesivierless when deans

wanted to dominate planning meetings between themselves. She amudldsgues decided to
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invite as many stakeholders as possible to join a Town Hall Me#ti which they released
related information to almost all stakeholders. She explained,
We did what we call the Town Hall Meeting. What we were getting wadictorg ideas
from groups so we brought everybody together. We brought the registrars, finahcial ai
admissions officers, deans, faculty, and student advisors. Everybody came tetihg me
from these five campuses, and we must have 90, 100 people in the room, which | don’t
recommend this as a strategy, but everybody got to hear the same information. And,
actually having people to be able to see each other and see their facial meardent
their body language and have leaders of those groups—it made a signifisaahdé.
According to Grace, the Town Hall meeting resolved the conflicts thaeexashong different
groups. It seemed that the Town Hall meeting was like a platform on which stikshol
exchanged information, shared their concerns, and made decisions. Under theseacicesmst
the deans were not able to dominate the meeting because the information flow wasdopen
quick, and all the decisions were announced and reviewed in public. In addition, she also
mentioned that people meeting face to face with one another made a hugeaddiffareis
opinion was in accordance with the idea that meeting face to face would bationships easily,
which | mentioned earlier in the first theme in this chapter.
Ceding Power
Ceding power means that there is no choice but to follow the ayokers by a stakeholder
with more power at the planning table. Three participants iretidhiat there was no choice, no
negotiation strategies were applied, and nothing could have been denendyf | still consider
it a negotiation strategy because although participants wbjecsed to power, they were able to

maintain a position regardless of the organization in order to sun@ree they could hold a
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position, they could envision having another chance to negotiate again theesituation or a
change in environment, they might learn something from that lmassbserving what would
happen in the planning process that followed, or they might leave th@zatyan and be able to
find another job to survive and maintain their career. Based on tleegargcipants’ incidents,
three categories were identified—going along with a questioragdiision, observing to learn,
and leaving the table—and are addressed next.

Going along with a questionable decisian Two participants, Olivia and Sophia, indicated
two similar cases in which they did what their bosses told them to do. In Olivs&sstee
thought that the program that her boss wanted her to implement was a duplicammbgr
another one that had already been running in her continuing education center. However, in
Sophia’s case, she felt uncomfortable about her boss’s decision that she shartemphe
plans for a conference because she thought that she lacked the knowledge aoddokgio
it and that it was not a good idea to plan a conference with the other group, which she did not
know, without meeting face to face. The two situations they described are provioled bel

Olivia. Olivia received an order from her boss to implement a certificate management
program. She was reluctant to do it because there was a similar program tbhererend the
relationship between her boss and the program owner was the key to that decisiby.skena
implemented that program and it went well. She explained,

I’'m not convinced in this particular case because of the relationship thiztdeaisd the
determination of my boss to bring this program in that | really had no choice. @h, wel
you always had a choice so | could’ve said absolutely not. I’'m not going tortb it a
jeopardize my own position. Looking at the program, I didn’t think it was a bad program

| thought it was a duplicate program. | thought we were splitting our market. hthoug
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that we might have difficulty getting both courses to run, but I don’t think | wowd ha
done anything different in this particular case because | think | did what Icheede,
which was to attempt to persuade the person with the power that this was not a good idea
and | did my own research.

Olivia thought that it might have been a wholly different situation if the evaluatitheof

program had not been as good as expected. She reported,
Because of his relationship, his interpretation of this program was good. Well, it
happened that it was, but maybe it wasn’t. Then it would have been an entirely different
situation. If the program had really been bad, then | would have had to completely do
something else and take a different stance, and that would have changed the wéole pow
struggle.

Sophia Sophia was in a situation in which her boss asked her to carry out a conference
with another university in a different state. She had questions about that decision, bus her bos
did not explain much about it. She reported,

| had discussion with him about why he wanted to do this, so that | could get on board
with it. But, he just said, “We will do this conference and you’re in charge of it,” and
basically do it. There was no negotiating about that when he mads ofinidi to do stuff,
that was it. He told me to do it and I did it and didn’t ask why.
According to Sophia, it seemed that the real problem was whether or not it wasangtes
implement the program and who should be in charge of it. In addition, it appeared that Sophia’s
boss wanted to favor the interest of the dean and have someone get it done. Managsig this t

was like an additional duty for her. Furthermore, her situation seemed worgbahaf Olivia
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because if the conference went wrong, she would be the first one to have to take the
responsibility. She had to do it anyway to keep her job.

Observing to learn Rachel was the one who sat back and observed how her leader
negotiated with stakeholders in planning meetings. In her situation,ahtse time, she was
afraid to speak up due to her young age. She learned many fitwmgher observations at the
planning table. She recited,

As | reflect back even then, | mean, | began to speak up more and more, but | doi’t think
did as much as | should have and a lot of what | did was lbeszt and watched and
observed. | could speak about the person who was the lead when | ob&ireatsed a
lot of relationship building. She had a lot of contacts, a lot of expes with the rural
communities and so the contacts that she had, she was ablélislestaapport with the
client. That was the key strategy that | observed beingtodeelp move the conversation
along. So, yes, that’s an important piece, a very important piece.
According to Rachel, it was very important to build relationshipsstablish rapport with key
people in the target audience. Her case implied that people tenféad to speak up if they felt
that they did not have much power. Observation might be a way to improve her tapmab#i a
better negotiator for her future planning task when she had no power to change anything.

Leaving the table Vicky was the one who decided to apply for a new job and to leawve
organization when she knew her program, a community program tatecasrents about how to
talk to their adolescent children to prevent teen pregnancy, wouwld$exd soon. She explained
how she learned the program would be closed and her feelings about it by saying,

She [Her boss] told me in a meeting that we were going to s@ake changes. Then,

she asked me to write a proposal for the new program. So, | ditheébatise | was
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thinking we were doing the new one and we were keeping this offind.then, when |

delivered the proposal, she said, “We’re going to close the prdgiaaily, | didn’'t say

that much because | needed to keep my job, right? But, at thetisamé was looking

for somewhere else over 20 opportunities. | was lucky that | hadaij so | left in

April, 2008. And, | was lucky that | found this job because they closédly, 2008 and

| left in April. But then, | learned in December [2008], they laifi my program

coordinator that worked with me and the person who replaced me. Sewhgt'm so

grateful I found this job.
According to Vicky, two major concerns motivated her to find angtiter First, she felt sorry
about that Latino community because the people in the community theste&econd, she was
worrying about losing that job. She had to have a job. | still con&deing the table a
negotiation strategy because it is an option in such a situatiamich a planner has negative
feelings about a program and carefully evaluates all conditielated to the advantages and
disadvantages of the program, the organization, his/her career, aswhtaet. In Vicky’'s case,
it seemed that she made the right decision.

Summary of the Chapter
This chapter offered the major findings of the study, in which | answered tearchs

guestions guiding the study. An overview of the findings was provided in the chapter. With
regard to the first research question, addressing situations in which adulbeslagperience
asymmetrical power relations at the planning table, three themes—organizetanchy,
cultural norms, and individual credibility—were identified. According to the deitkand
analyzed data, five categories—boss-subordinate, pair of hands role, adnveaiburegaucracy,

status based on job title, and task importance—were developed for the first thganezation
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hierarchy; two categories—societal cultural norms and organizationatalulorms—were
developed for the second theme, cultural norms; and two categories—professioriedeeapéd
positionality—were developed for the third theme, individual credibility. The ninerdift
asymmetrical power relations shared by the 12 participants indicated thetriiément for the
study was successful because it included participants with very diversedatakgand that
there were few overlaps in terms of power relations among all cases.sénlthancidents, boss-
subordinate and status based on job title impacted participants more strongly thaypethef
power relations shown in the study due to the frequency with which these facterepated
by the participants and the importance that participants assigned toattess. f Four African
American female participants were recruited for the study, but onlytatesl shat her
powerlessness came from her race. Of the 10 female participants, ontemialez and one
black female believed that a cultural norm—sexism—played a role in thetiisia

With regard to the second research question which concerned exploring negotiation
strategies that adult educators apply to negotiate planning isghasore powerful stakeholders,
two themes—exercising power and ceding power—were classified. Alethand categories
(strategies) were developed based on participants’ incidents in whichpiiieadahe strategies
in their cases. However, although some strategies were not used in thgjititag indicated that
they might have used them if they had had an opportunity to do it differently. Diffaadrgses
were categorized on each theme. Three strategies—building relationstapsisking
credibility, and facilitating information flow—were developed for exenggpower, and three
strategies—qgoing along with a questionable decision, observing to learn, and ksaviable—
were developed for ceding power. Therefore, a total of six main strategjiesaddressed to

answer the second research question. Participants made a decision to use difftrgieiss
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based on their resources, timing, situations, and contexts. Studying the incidemiedds the
participants could help us make the right decision on the proper strategies to usetm orde
duplicate the participants’ successful experiences or to bring positivgeshemnour future

negotiations at the planning table.
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CHAPTER 6
SUMMARY, CONCLUSIONS, AND IMPLICATIONS

This study found that program planners negotiated their interests in situahmmswere
highly related to asymmetrical political relationships and adult educatiomigthation.
Program planning played a significant role in implementing adult educatimwbpns because
“a variety of administrative tasks must be completed in order to bring edut¢g@tiogeams into
existence” (Cervero & Wilson, 2006, p. 187). In the process of doing the adminisiakse t
organizational structures, societal and organizational culture, and individual conslitanrgly
influenced planning decisions. Negotiation was the way in which planners and stalssholder
exchanged ideas and persuaded one another to carry out programs that they oathzatiorgs
expected. This study explored factors influencing unbalanced relationshipssnotfepower
and reactions counteracting the effects of these factors through negotidt®purpose of this
chapter was to reframe and explain the findings and connect the findings anaréterairder to
manifest the value of the study. In doing so, this chapter is divided into five partéirsTpart
of this chapter briefly summarizes the design, process, and major findimgsstfitly. The
second part provides conclusions and discussion of the findings that reframe and explain the
findings in detail by connecting them to relevant literature. The third gdrésses the
implications of the study for theory, research, and practice for the fieldutf education. The
fourth part is recommendations for future research. Finally, a short, conchalengs added at

the end of the chapter.
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Summary of the Study

The purpose of this study was to identify situations in which planners felt powani2$s
understand negotiation strategies that adult educators used to negotiate when planning
educational programs for adults in the context of asymmetrical politicibredhips. The study
was guided by the following research questions: (a) In what situations do adaitoesiuc
experience asymmetrical power relations at the planning table? And (b) Vgb&atien
strategies do adult educators apply to negotiate planning issues with other, menfellpow
stakeholders?

The design of the study was qualitative and involved the use of grounded theory (Glaser &
Strauss, 1967) and interviews through which the data were collected. Twelvercgeri
program planners were recruited and interviewed. There were two male andakn fem
participants; their ages ranged from the 30s to the 60s and they were Caudasem, &d
Hispanic. The 12 participants were from nine different organizations distributetivever
different geographic locations in Georgia, including Athens, Atlanta, Covingtomn@ty, and
Kennesaw, representing diverse areas in Georgia in a variety of seffimg$ength of the
participants’ experiences ranged from 7 to 30 years of planning prograndslis: a-ive
participants held their doctoral degrees, one possessed his Juris Doctor (J.Dg,rast t
possessed their masters degrees. This study also employed the citieadtitechnique
(Flanagan, 1954). Based on this research technique, each participant shareccahecdent
regarding a situation in which he/she felt powerless at the planning table andtionk a
regarding negotiating with other, more powerful, stakeholders. All interviess gonducted
solely by the researcher between May and October of 2010. Of the 12 participamsréour

interviewed twice for the purpose of clarifying statements and collectong detailed



200

information for the study. Data analysis was based on grounded theory. Accordiageo dsid
Strauss (1967), the constant comparative method and theoretical sampling cohstitate bf
gualitative analysis in the grounded theory approach. The method and the sampling technique
the process of data analysis helped establish and confirm rigorous and comprehensegeand
categories for the study.

Two major findings emerged from the data in terms of the research que&oBguations
in which planners felt powerless and (b) negotiation strategies that weieabfgpto the
asymmetrical political situations. The first findings demonstrated thatiaegeonal hierarchy,
cultural norms, and individual credibility were major themes influencing theiparts—
program planners—so that they felt that they did not have enough power at the planning table.
According to the data collected from the interviews, a total of nine influencesaestified.
The theme of organizational hierarchy included boss-subordinate, pair of hands role,
administrative bureaucracy, status based on job title, and task importance. méetlaltural
norms included societal cultural norms (racism and sexism) and organizatitbaiedlcrorms.
Finally, the theme of individual credibility included professional expertise antdqusity.
Although each participant had his/her own way of perceiving power, there avtaac
similarities and differences that shaped his/her situation and influenced slip@ents about
power. Three participants felt more than one influence in their situations. lBuwslisate and
status based on job title were two typical influences perceived by more than cripgrdrt

The second findings explored two themes—exercising power and ceding power—that
helped participants negotiate their interests when they felt powerldss planning process. For
exercising power, major strategies include building relationships, ebiaglisredibility, and

facilitating information flow. For ceding power, major strategiesuidelgoing along with a
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questionable decision, observing to learn and leaving the table. A total of six neiggiet
were identified. The strategy of building relationships comprised thrededettiategies: private
one-on-one conversation, informal communication, and avoidance of taking sides too soon in
debate. The strategy of establishing credibility contained threeadkstihtegies: presenting
facts and building social capital. The strategy of facilitating infaomdtow involved four
detailed strategies: providing options, seeking the others’ viewpoints, refraanohghaking
information public.
Conclusions and Discussion

Five conclusions can be drawn from the findings of the study. The first conclusiaronc
how power differences are shaped at the planning table. The second conclusion deals with
organizations’ adult education ideology. The third conclusion emphasizes the impoftance o
relationship building. The fourth conclusion involves strategic decisions abouisegor
ceding power.The fifth conclusion focuses on the value of win-win theory when program
planners negotiate in the context of asymmetrical political situations.e tTbaslusions are
discussed next.
Conclusion 1: Asymmetrical Political Relationships Result From an Aray of Complex
Interacting Factors

The first conclusion of the study is that asymmetrical political reldtipssare shaped by an
array of complex interacting factors consisting of three differenstgppower—organizational
hierarchy, cultural norms, and individual credibility. The findings support thehd¢planners
are influenced by these three different types of power at the planningutablbat the
asymmetrical political relationships are interwoven among them. Formpéxaktaggie

negotiated with her boss, a white male, based on the boss-subordinate relationship and also
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thought her boss was a sexist. Therefore, organizational hierarchy and cultusboth
shaped her feeling of powerlessness. Erin wanted to persuade the 15 directorsatibased
on their job titles was higher than hers, and at the same time she felt that orgraaizatiure
resisted any changes she tried to make when she attempted to implemedtioational
programs for improving second- and third-level employees’ leadership agpiabihe
organization. In a similar manner, Hanna was influenced not only by racism and &socsl
cultural norms) but also by her positionality shaped by her individual cregibMlithough in
some cases patrticipants believed that only one type of power existed, tharbameybeen other
types of invisible power. For instance, Judy felt that she had less power than Hsoarc&e
because HR had greater experience and more credibility and had dominatetgpiaeetings in
orientation programs both culturally and customarily. However, an invisible powres form

of a nonnegotiable order from her boss influenced her (organizational hierardiggused a
conflict between HR and her department.

According to Pfeffer (1981), “a person is not ‘powerful’ or ‘powerless’ in ganbut only
with respect to other social actors in a specific relationship” (p. 3), and 4hssasent of how
much of a given source of power a given social actor possesses may be the masapcdiffe
48). Fairholm (1993) indicates that “power in use is merely organizational tbgrathhe action
of people in relationships” (p. 45). Based on the quotes above and the findings of the study, the
power differences at the planning table represent the sum of the relatiohshipptanner
connects with, and the asymmetrical political relationships result fronranarcomplex
interacting factors—organization, culture, and the individual— that shape the powesrth&#s

at the planning table.
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With regard to organizational hierarchy, according to Fairholm (1993), “people im@dl ki
of work or in any social or hierarchical relationship share the goal ahgethers to behave in
ways they want them to” (p. 19), and “it is an obvious manifestation of power, one connoting the
formally granted rights inherent in the organizational position held” (p. 20). At the pdanni
table, stakeholders with more hierarchical power want others to think the wayahethem to
think and to work for them. For example, Olivia’s boss wanted her to implement a program tha
was very similar to another program already running well in her Continuing kmluCsinter
regardless of the limited market that would be split. In Brad’s case, Bdaabhaoting rights at
the planning table, but he needed to follow policymakers’ thinking and work for them. Other
data, like Maggie’s, Sophia’s, and Grace’s cases with their deans, Deb@sdwith the Board
of Regents, Erin’s case with the 15 directors, and Vicky’s case dealing with & butjge
demonstrate that organizational hierarchy is an influential element attireng table.

With regard to cultural norms, according to Godwyll and Annin (2007), “racism arsirsex
are both socially constructed and have similar dynamics in that prejudice amahidigtion are
central to both concepts” (p. 43). The study shows that even though a female planner has
experience and professional expertise, she will still need to prove her apdityand again in a
given project due to her race and gender and that it is often a challenge fos fespdeially
African American females, to work with white males at the planning talbeexample,

Hanna’'s and Maggie’s cases indicated that race and gender played dhrelplabning table.
Besides racism and sexism, organizational cultural norms reveal basnpéiess or beliefs

shared by members of an organization. According to Schein (1987), culture is a learned produc
of group experience and is found only where there is a definable group with a argrhfstory.

In addition, Schein (1987) asserts that if one can demonstrate that a given spte@hpee
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shared a significant number of important experiences in the process of solvingnstaie can
assume that such common experiences have led them to a shared view that havedalen
for granted and has dropped out of awareness. If one tries to change thercalture i
organization, one must change the social behavior based on the beliefs and assumptions of its
members. In doing so, one will encounter resistance at the very beginning lewise
violating the history of the organization. Based on the discussion above, we can sdetdle c
norms play an important role in the context of program planning.

With regard to individual credibility, some evidence illustrates that tpis of credibility
plays a role in influencing participants. For example, Andy respectedatistral designers and
gave up all his power at the beginning of planning because he lacked knowledge aboutglesigni
an educational program. Other examples include Rachel’s lack of sedfegfnd Hanna's
concerns about her status as a newly hired employee. According to Pfeffer (19&t)deoves
not only from “the skills of the various actors and their ability to perform thelsta the
organization” but also from “the ability of the participants to convince others witin t
organization that their specific tasks and their abilities are substardiah@ortant,” and “to
have an important and critical function, but to fail at it, will not provide much power” (p. 98).
Pfeffer further indicates that the power of actors is fundamentally detirbly the importance
of what they do in the organization and their skill in doing it. Based on the findings of the study
and the literature discussed above, there is no doubt that individual credibility ipctaimh
source of power in organizations.

To sum up, asymmetrical political relationships are based on power differensestet
social actors, and the power differences at the planning table come froomtlod the

relationships that relate to the planner. In addition, asymmetrical potglesibnships are based
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on these complex interacting factors: organizational hierarchy, culturaspand individual
credibility. These three types of power are explored and identified in the sdahgover,
“understanding the sources of power in organizations is a necessary step towasthndichey
how to develop strategies for the acquisition and use of power in organizationsr(Rf8fe, p.
98).
Conclusion 2: The Major Conflicts in the Planning Process Result FrorDifferences
Between Organizations’ Adult Education Ideology

The second conclusion of the study is that the major conflicts in the planning precess ar
attributed to differences in organizations’ adult education ideology. According stuthg the
major conflicts in the planning process include three areas—curriculum, thesitgoé
implementing a program, and delivery formats. With regard to the field of wlumc¢ the major
conflicts include practical vs. theoretical, broad vs. narrow, and general véicspEae
curricula that the planners and related stakeholders preferred were based beliefs and
perceptions in regard to the program, their organizations, and the attendeesyjleagus. For
example, Andy planned a pharmacy residency program and believed the grasétde
curriculum was more important than the theoretically based one because, accohisrogtiefs
and perceptions, the purpose of the residency program was to help residents improwticke pra
knowledge that the organization wanted them to apply to practice in the real worldhather
helping them learn additional updated theoretical knowledge or review that knowledgeyhat t
had learned in school. However, the instructional designers believed that leadatedup
theoretical knowledge was important because, according to their beliefs agptipas; new
therapies and medicine kept being invented to deal with new diseases or provide advanced

resolutions for extant diseases, and this idea was what the ati@mizoped for, too. Obviously,
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the conflict between both ideas comes from the adult educators’ ideology rgdavdirthe
program can advance their organization through the assessment of the overall a@gahizat
setting and the change in environment. In a similar manner, the decision thteegsrad,
narrow, general, or specific knowledge that planners attempted to focus on in thenpragra
based on their ideology regarding how they felt about their inner organizations and oute
environment.

With regard to the necessity of implementing a program, the major cenfigre caused by
different philosophies and missions between planners and related stakeholdens of gtult
administration. For example, Erin successfully persuaded 15 directors and héndQssunty
Administrator, to implement new leadership programs for her organization. Vdgv@livia and
Sophia failed to persuade their bosses not to implement new programs that theimsisteel
on creating, and Vicky decided to leave her organization when she learnkdrthetgram
would be closed due to a budget cut. These cases indicate that ideologies tlaanirs pind
their bosses possessed ran counter to one another. In another example, in based on her
philosophy and mission, Erin wanted to improve employees’ leadership capability,thed a
same time her department was able to play a major role in the process afiemiohg those
leadership programs. On the other hand, the 15 directors wanted to maintain a certgiafquali
work and get the job done without paying attention to employees’ leadership desetopm
Similarly, Olivia’s, Sophia’s, and Vicky’s planning interests ran counter o losses in terms
of their responsibilities for their organizations, communities, and aims ofctneers.

With regard to the delivery formats, when planners work on programs for adultgyéhef t
delivery format—online, blended, or face-to-face and big group-setting vs. smahgetting—

is often the subject of heated debate. The major concerns in choosing a delivatyrfolude
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the budget of the program and the quality of teaching and learning. With reference to online
teaching and learning, in the field of adult education and continuing professionagi@ducare
and more programs are delivered online because adults usually are subjecttatjprece. In
addition, according to Egbert (2009, cited in Baylen, 2010), emerging technology-based tools
(e.g., blogs, wikis, podcasts, etc.) provide new ways to support adult learners im{ayjlea
content, (b) communicating and collaborating with peers, (c) facilitatiigatithinking and
problem-solving, and (d) producing creative and appropriate outcomes for theatatigeice.

As computer and communication technologies are developing rapidly, online leaffensg of
adults much more flexible and interactive learning, and its instructional quatityecas good as
or even better than that of face-to-face learning (Seaman, 2009). Although iteogrebted that
online learning will become more and more popular in lifelong education, the té@eetformat
can provide real time interactions, facial movements, and opportunities for fierasong
peers, instructors, and learners that the online format rarely provides. Witnoe to the size
of the group-setting, the quality of teaching and learning in the small groupgysetbetter than
that of the big group-setting because the former helps instructors activatyeemgre individual
learners at the same time in terms of the ratio of instructors to letorezesate a better learning
environment than does the latter. Therefore, the decision regarding the deleat/should be
concerned with factors related to adult educators’ beliefs about individualreanetheir
organizations. These factors include at the very least potential learnersbimgelearning
contexts, geographic limitations, available resources in the organizati@nef the program
and the organization, and the affected public, who may not be able to present theirtvibees a
planning table. In addition, adult educators’ ideologies are also influenced byatifmm adult

educators hear. For example, Deborah learned from program participantcarmnmended
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online programs for the future programs. Brad received feedback indicatinigetisaball group-
setting was preferred by most participants. These different ideokagieed conflicts at the
planning table.

So, what shapes adult educators’ ideology? Based on the discussion above, adult educators’
ideologies are shaped by the assessment of the overall organizationglaseltthe change in
environment; their responsibilities for their organizations, communities, arsdoditheir careers;
potential learners’ intentions and learning contexts; geographic liomgtavailable resources in
the organization; the aims of the program and the organization; the affectedwhabheay not
be able to present their voices at the planning table; and the information adulbedieat.
According to Galbraith, Sisco, and Guglielmino (1997), “Each adult, community, and cogtinuin
education organization should have a stated philosophy which provides for an understanding of
values, concepts, and fundamental beliefs. It is essential to discover how theatiazaliz
philosophy relates to your philosophy as an administrator” (pp. 6-7). An uncerssiomi
vision, or philosophy statement will easily incur conflicts between adult emfadzecause
organizations’ ideologies are shaped by many factors as mentioned above. Téchaksa
Mayer and Allen’s (1977) and Pfeffer's (1987) argument in Chapter 2, Review ofténature,
which stated that politics is more likely to appear in ambigeouslitions within an organization.
According to the study, when different ideologies are held among planners, andahtheme
structural uncertainty and politics occur at the planning table, most of theheedision will
be made by the one who has the most power.

Conclusion 3: Relationships Play a Key Role in Negotiation
The third conclusion of the study is that relationships are key to negotiation in agycam

power situations for the context of program planning. According to the study, ohtdigsts
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that the study explored, building relationships is the most significant one. The lkejding
relationships is to build trust. The findings of the study suggest three stratpgiaste one-on-
one conversation, informal communication, and the avoidance of taking sides too soon. But how
can one build trust with more powerful stakeholders through these strategies? din@2009)
suggests three major types of trust relationships with others—deterrenderbageknowledge-
based trust, and identification-based trust. According to Thompson (2009), “determsade-b
trust is based on consistency of behavior, meaning people will follow through on what they
promise to do” (p. 131), “knowledge-based trust is grounded in behavioral predictabidity,
occurs when a person has enough information about others to understand them and accurately
predict their behavior” (p. 132), and “identification-based trust is grounded in denepi@athy
with another person’s desires and intentions” and “trust exists between pe@plsdbeach
person understands, agrees with, empathizes with, and takes on the other’s valuesobduaus
emotional connection between them” (p. 133). When talking and communicating with more
powerful stakeholders, less powerful planners can gain strong influence irahegot they
always keep the three types of trust in mind.

How are the strategies explored in the study unique to asymmetrical pmadoss?
Based on the findings of the study, the relationship seems to be the key to afgluccess
negotiation in asymmetrical power situations. Three reasons explain whyu#thtionships
is extremely important to negotiation in the context of asymmetrical @blietationships and
how the strategies work uniquely in asymmetrical power situations. Firssymmetrical
power relationship, building relationships can help an individual gain an advantage; hoivever
also allows the individual to lose an advantage due to reciprocity based on ibaskipt In

addition, what is gained will be equal or almost equal to what is lost. On the other hand, in an
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asymmetrical power relationship, building relationships can help the less pbsweef gain
something but not necessarily lose anything because the less powerfuagitdava little or
nothing to lose. However, with regard to the more powerful side, what it can gaig Isnesd,
but what it can lose may be substantial. In other words, for the less powerful ditiagbui
relationships is a task with low cost but high reward.

Second, according to the study, the more powerful side probably plays a role in being
persuaded, whereas the less powerful side probably plays a role in pershaditiget side. In
other words, stakeholders on the more powerful side do not need to use any negotiatieesstrateg
to persuade the other side because they have power to make decisions withoutioonsithat
the less powerful side. In addition, the relationship between both sides is not considered
important by the more powerful side. However, with regard to the less powerful sidedui
relationships is like creating a platform on which the less powerful plannersecathes
strategies—establishing credibility and facilitating informatilom#—to gain influence. For
example, according to the study, almost every participant believed that pgofadts was
important when negotiating at the planning table. However, the quality of the tesctw
important key when the facts were presented. Besides, the study showed thaethevweoful
stakeholders did not listen to the information that Olivia and Sophia presented indbsir tra
addition, even though Olivia made valid points about the disadvantage of splitting the tharket
more powerful stakeholder, her boss, still insisted on his original decision and did nat want t
change his position because the relationship between Olivia’s boss and the programaswvner w
stronger than that between Olivia’s boss and Olivia. In hindsight, Olivia and Sophid aeede
platform, a more developed relationship with their bosses, to be able to gettémiom, to

convey their messages, and to implement other strategies. Therefore, thindedkationship,
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the more effective the strategies because the more powerful side testEntarid think through
ideas provided by the less powerful side. Moreover, improving the relationshigsis the

less powerful side in gaining more leverage. Why does the relationship noaotist
strategies that the less powerful side uses? It rarely happens hévagsedy, in most cases
involving asymmetrical power situations, indicated that critical thinking opahteof the less
powerful planners caused them to resist being persuaded by the more powerfutaide liee
decision the more powerful stakeholders made was primarily based on their poveet afiste
strong reasons and facts. This critical assessment motivated thpaaisito resist surrendering
themselves to power if possible.

Third, the advantages of each strategy used to build relationships in the study are
conspicuous. Based on the findings of the study, the strategies of building relatiomdbigbes
private one-on-one conversation, informal communication, and the avoidance of takingaside
soon in debate. With regard to private one-on-one conversation, Drolet and Morris (1995, cited
in Thompson, 2005) believe that face-to-face communication, compared to using the telephone,
writing, or other formats, fosters the development of interpersonal syncamdmgapport, and
thus leads to more trusting and cooperative behavior between negotiators. Tloa fancti
private one-on-one conversation provides not only a chance for participants tonchse¢ @ach
other’s facial movements but also an open dialogue that allows sufficienotitneth parties to
exchange ideas and immediately correct information to build trust. With regardrioahf
communication, according to Thompson (2005), “the impromptu and casual conversations that
negotiators have in a restroom, by a water cooler, or walking back from lwnoftear where the
most difficult problems are solved and the most important interpersonal issaelsliggssed” (p.

307). This idea is in accordance with descriptions of negations provided by Erin, who was
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participant in the study and who chatted with more powerful stakeholders in the haivand g
little informal speeches in the elevator informally to make important pointth régard to the
avoidance of taking sides too soon in debate, doing so helps minimize hostility at tirertgegi
of negotiation to reduce the possibility of ruining relationships between both paktidse
planning table, each stakeholder may have different opinions on an issue. It isdewige i
listen to others’ interests and then to form a strong argument based on what is heang@setip
instead of taking a side at the very beginning of the planning process that budlli®atween a
less powerful planner and others who have more power. However, the avoidance dfitkdang
too soon in debate is not considered a good strategy in the context of symmetrical power
situations because, according to Galinsky and Mussweiler (2001), making thedirst of
(addressing the interests) usually obtains a better final outcome in tttgtasaan anchor point at
the very beginning of negotiation in those symmetrical situations.

To sum up, the relationship between both parties plays a key role in negotiation in the
asymmetrical political context. The effectiveness of establishegjllity and facilitating
information flow depends on how well the less powerful side builds the relationshighevith t
more powerful side. The relationship helps the less powerful side gain trust and toopera
from the more powerful side because the less powerful side always acts sisaal@ethat needs
more trust and cooperation than the more powerful side. In addition, the relationship will not
constrain but will rather create advances in negotiation when using othegisgditecause the
less powerful planners need to convey messages via the relationship to allow thematd be he
and considered by the more powerful side, and they do not have much to lose due to their lack of
power at the planning table. However, negotiation in symmetrical power @itsiadidifferent

because the importance of building relationships may vary and depend on the contfest. |
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kind of situation, both sides are persuaders and want to convey messages and uss sisateg
relationships. Therefore, sometimes relationships may constrain the adVatioer strategies
in negotiation.
Conclusion 4: Making Strategic Decisions About Exercising or Ceding Powes Central to
Negotiation in Asymmetrical Political Situations

The fourth conclusion of the study is that making strategic decisions aboutiegencis
ceding power is important when negotiating in asymmetrical politicstsins. According to
the study, four participants decided to cede power and allow other more povadhiadtiers to
dominate the planning table. Ceding power is still considered an important strataggebnot
engaging in a counteracting action is considered an action—a strategy—amctbgg/snay be
unavoidable when there are no other options available. For example, Olivia, aftey tatki
her boss, decided to cede power for the following two reasons. First, she wanteed/ase
would happerif she went along with a questionable decision by her boss. If a particulat akpe
the program that he insisted on went wrong or any negative results came abouttedbshe
could gain some power to renegotiate with him. And, especially, these unexpectisdyesld
be the strongest evidence she could use to persuade him. Second, ceding poweatggga st
decision that Olivia made to secure her position so that she might gain anotherlatero
negotiate the same issue with her boss. In another example, Sophia’s boss did ndeeven lis
Sophia when she tried to negotiate with him. She felt her boss’s strong desirectoemipihe
program in question. She decided not to question his decision to avoid jeopardizing her position
or ruining the relationship between her boss and her. In Vicky's case, Vicky ddgerotontact
the founder of her program to negotiate but directly searched for another gaglin3the

alternative position she was looking for helped her prepare to walk away frongtiteatien
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table. This idea was just like a BATNA based on game theory and mentioned byaRistéry
(1981) and Thompson (2005) in the second chapter of this dissertation. Rachel’s castlevas a |
different from the other three cases. Lacking self-efficacy and cockd&achel was reluctant

to speak up at planning meetings, seldom thought her opinion was mature, and had less power
than other stakeholders. For her, it was reasonable to cedelpoaereding to others’ opinions,

to observe others’ behavior, to learn from others’ ideas, and to avoid conflicts to construct a
friendlier context for future planning in her organization.

According to Thompson (2009), the most important questions negotiators need to ask
themselves in negotiation concern what they want and what power, influences, aadiatern
they have. According to the study, in addition to these two questions, | would like to add one
more—Is what they want worth risking their status on the job for? In the context of
asymmetrical political situations, the decision of excising or ceding psvirapiortant to
program planners because misreading the context will cause severe consenuienoes of
their status. Comparing the importance of the issue with potential consequehedeigtb
making the decision. For example, Olivia and Sophia did not think that implementing new
programs was so important that they needed to fight strongly for implementatioheiith t
bosses. Vicky understood that her program would not last long even though she successfully
persuaded the founder, her boss’s boss, to keep her program running. However, in Jeidy’s cas
Judy could not cede power because she received an order from her boss to negotiatega planni
issue with another department. She needed to win that negotiation in order to meet the
expectations of her boss.

There is very limited literature showing how to negotiate in the asyroahgilitical

context. In addition, there is no literature teaching when and how negotiators to cedepowe
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negotiation because ceding power means loss, and no one wants to teach negotiatdteto lose
case. However, in the real world, ceding power might be the best option when negydbatot
have a better choice available in a specific situation. This conclusion does hqidepte to sit
passively and do nothing about the situation but, instead, teaches them to managgtithe sit
strategically by minimizing loss and seeking any possible chancagdoge hegotiation to

improve the overall outcome of the negotiation in a situation in which negotiators have very
limited choices.

To sum up, according to Thompson (2009), “a more accurate model of negotiation is a
mixed-motive decision” which “involves both cooperation and competition” (p. 13). The action
of ceding power is to show one’s cooperation in order to gain the other party’s ri#égifmoc
future use to build one’s interpersonal capital strategically. On the other haadtitmeof
exercising power is to show one’s competitive nature in order to win the case, but&smet
doing so might make things worse than what one expects and might cause severegoasequ
It is important and necessary for adult educators not only to evaluate how imporiasti¢his
but also to assess the situation and the power, influences, and alternativesehasftre
making decisions about exercising or ceding power.

Conclusion 5: Win-Win Theory is the Most Strategic Stance When Negotiating in
Asymmetrical Political Situations

To describe win-win negotiation explicitly, | would like to use Morrison’s (2006) wards t
clarify the idea of win-win negotiation theory and explain how win-win theory ferdifit from
game theory:

| define winning a negotiation as being able to obtain all or almost all of yoectvejs

for that negotiation. It does not mean that your opponent has to lose. A major problem in
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our sports-centered society is that many believe that for me to win, you hasge.tarhis
Is true in games, but it is not true in negotiations. In a negotiation, if the othgetsde
all their objectives, that is great just as long as your side gets youndgemt most of
them. In negotiations, you must not try to beat the other side; you must focus on
obtaining your objectives. It is not possible to have both sides win a game, but it is
possible, and must be our goal, to have both sides win the negotiation. (pp. 17-18)
In the study, six participants approached win-win theory negotiation. Of thoseix, t
participants, Judy and Olivia, without a prompt, mentioned that win-win negotiationiveas w
they expected. Four participants, Andy, Deborah, Erin, and Hanna, did not mention the term
win-win, but their cases indicated that the win-win negotiation approach was applied to thei
cases, for both parties of their cases were satisfied with the resthlesradgotiations. In
asymmetrical power situations, it is definitely difficult for the less péwside to win a
negotiation regardless of the objectives. If the less powerful side encaactargict regarding
the same issue with the more powerful side, it is even harder for the lessubsuderto win. In
this kind of situation, both sides are applying game theory in negotiations bduanesis bnly
one issue appearing there. If the less powerful side has objectives on diffiemestfrom the
more powerful side, according to the quote above from Morrison (2006), both sides may be able
to win a negotiation if both sides reach their own objectives. In addition, according to the
literature in chapter two, building a trusting relationship plays a keymrrofereasing the
possibility of reaching win-win outcomes. This idea of the importance of buildistpreships
was in accordance with that of the third conclusion above. Therefore, win-win theory i
significantly valued not only because of the frequency with which it was repgrtie b

participants and the importance given to the win-win outcomes in the study butcdssdef
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the strong connections between the win-win approach and relationship building in the abntext
asymmetrical power situations.

Game theory was the type of negotiation applied by Brad, Maggie, Sophia, and Xitky
four cases indicated that there was a common point—only one issue appearing in each
negotiation case. Game theory was not considered as useful as win-win theogomtée of
asymmetrical power situations in that, based on the findings, a common point—only one issue
appearing at the planning table—caused the less powerful planners to loseotlaioegasily.
Apparently, it is not wise for the less powerful side to negotiate only one issuthe/itnore
powerful side. Although win-win theory cannot guarantee that the less powerfulilitiny”’
including more issues at the planning table definitely increases the possibigching
agreement or a compromise that satisfies both parties. However, in some ungjiensitless
powerful planners may not be able to find any additional or appropriate issues anthiagl
table, even though they try hard. For example, in Olivia’s case, her boss wantptetoent a
new program, but Olivia considered it unnecessary. She tried to bring a narkstia to the
table, but her boss ignored it. This case indicated that issues that the lesslmaeetttempts
to bring to the table must be able to get the attention of the more powerful side—isxttarsv
strategy may not work well.

Fairness theory was the type of negotiation uniquely applied by Graaesbestee
advocated procedural justice by which each stakeholder was invited to a meetpgess
his/her opinions toward planning issues and because she wanted final decisions to be made
democratically. The consensus of the opinions from everybody attending theginedtied
Grace and other less powerful colleagues counteract power from the deans.s Ha@orgs

emphasizes equity in negotiation. This equity includes not only the content but also the process
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In the study, Grace applied the strategy of calling for a town hall meetingite stakeholders to
the planning table to make decisions. Including the interests, opinions, and concerns of
stakeholders was a very effective strategy because the deans had présmulesiyto make
decisions just among themselves. Through the town hall meeting process, foaviedsl
stakeholders felt that the decision-making process was fair to them. Hoaes@ding to
Cervero and Wilson (2006), “Collaborative prescriptions for participatory decisa@imgiare
likely to be conducive to substantive democratic involvement primarily in sihsatwhere
stakeholders share highly consensual interests” (p. 210) because “ngardgailiptions for
collaborative strategies presume consultative situations. Consultatitegyss aren't effective
for handling bargaining or dispute situations in which interest conflicts and powalaimees
make a difference” (p. 210). Cervero and Wilson (2006) explain the reason by Sdwrigl|
range of actions at the planning table is only visible through a political lenslefkahows the
conflicts and the effective use of power to maintain the dominant interests of thengtsnpa
leadership” (p. 210). | agree with Cervero and Wilson’s viewpoint since if the ohetiresstudy
wanted to dominate the whole meeting, they would use their influence to preventriheatbw
meeting from being held. Therefore, the leadership of the organization would wéeider or
not the meeting would take place. Fairness theory may be appropriate in ggairpelitical
contexts, but it will still be subject to the interests of those who have the mast ipow
asymmetrical political contexts.

To sum up, according to Cervero and Wilson (2006), planners’ actions are always
reconstructing the power relations and interests of everyone involved oedffigcthe planning
process while directed toward constructing educational programs. Thevaferein theory fits

the context of program planning better than game theory because the fornsecefiain
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advantages, including integrating most different interests between gartieseating positive
relationships. Those advantages help planners counteract power and negatiaterevit
powerful stakeholders at the planning table. Additionally, the win-win approach gan hel
reconstruct a friendlier, continuing, and long-term relationship with powedkelsolders in the
planning process. Fairness theory was implied democratic planning in tiie Ktadn be used
well in consensual situations but not used well in contexts in which conflicting tstares
power differences occur because the decisions about procedural justice andraboemefits
from various programs are made by those who have the most power.
Implications for Theory, Research, and Practice

This qualitative study, identifying the situations in which adult program plafgiethat
they did not have enough power at the planning table and exploring strategies thaetmuld
them negotiate with more powerful stakeholders in the planning process, adds to the
understanding of power and how to counteract power in planning practice for adult educational
programs. There are a number of implications extending comprehension of the findiegs in t
study and recognizing political realities in program planning practice. mjplecations based on
theory, research, and practice illuminate the value of the study and are atideedse
Implications for Theory and Research

There are four implications for theory and research: (a) The study enhemiszstanding of
planning practice for adult educational programs, (b) it advances the thda@etiqgaactical
base of Cervero and Wilson’s (1994a, 1994b, 2006) program planning theory, (c) it improves
knowledge in the field of negotiation in asymmetrical power relationships, and fgyaaehes

constructivist grounded theory. These four implications are discussed below.
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Enhancing understanding of planning practice for adult educational prograns. This
study helps fosters greater understanding of planning practice for adult edalkcptograms.
Based on the review of literature, most of what we know, including power and politics in
organizations and the role of adult educators, is in accordance with the findings ofithia st
terms of planning practice. We also know that power relations are determirfezidgsign of
the organization and derived from societal and organizational cultural values and nornes, but w
did not know clearly what else plays a role in the whole system and to what brmfactors
shape power differences. The cases in the study indicated that power playad sexieg
more powerful stakeholders when they wanted to push forward an agenda regardkess of th
wishes of others. In addition, this study provided details regarding progialementation.
Those details included contexts of conflicts intertwined with power, politicgireutind adult
educators’ ideologies and explained the participants’ reactions to theositulaséised on their
knowledge, recognition, and experience.

Based on the findings of the study, one more factor—individual credibility—wagield&nt
In addition, program planners’ political relationships are shaped by an arramplex
interacting factors—organizational hierarchy, cultural norms, and individedibdity—because
the power differences at the planning table come from the sum of the relatidhshipate to
the planners. In addition to those interacting factors shaping the power digerasmat we also
did not know clearly was the kind of conflicts occurring at the planning table. Acgdaithe
study, three kinds of planning issues regarding organizations’ adult education ideetegy w
acknowledged—curriculum, program implementation, and delivery format. All thdsdetali

findings, and conclusions explored in the study help understand planning practice interwoven
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with the organizational, cultural, and individual factors and fill the gap of knowledged&metw
what we know and what we did not know clearly.

Advancing Cervero and Wilson’s program planning theory. This study advances the
theoretical and practical base of Cervero and Wilson’s (1994a, 1994b, 2006) prograngplannin
theory. According to Cervero and Wilson (2006), planning practice is a socialgajces
negotiating personal and organizational interests in contexts of structuredrptatiens. There
are four central concepts for the theory of planning practice—power, staregotiation, and
ethical commitments (Cervero & Wilson, 2006). In addition, in planning practice, ptanner
typically negotiate power and interests in situations marked by asyroah@iower relations. To
plan responsibly in the face of asymmetrical power relations, Cervero armhW4RB06) suggest
some strategies that involve mobilizing groups of people to counter the effestaliisbed
interests and that take a variety of forms from providing information to pdtgiitected
groups to more active interventions. They further propose that planners draw on ée entir
repertoire of strategies as they face increasingly complexisitgatThis study can be
considered a supplement to Cervero and Wilson’s theory because additionakstetptpred
by the study can help planners deal with the situations in which asymmetricalrptatiens
dominate the planning table and in which planners feel they are at the end of their rope.
Moreover, Cervero and Wilson (2006) support a critical planning model that “des@iiiestc
in specific political terms of sociostructural oppression and urges adult eduocsaddyéss
guestions of social injustice” (p. 247). Based on the critical tradition, Cemmdrd/dson (2006)
raise the idea of ethical commitments in practical settings and two questediag to be
addressed by program planners: “Who should benefit in what ways from educatignahso

and whose interests should be represented at the planning tables where judgmesnde atsout
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educational programs?” (p. 92). By answering these two questions to each castuaythe s
most cases indicated that participants’ motivation to negotiate was basedartittipants’
ethical commitments. For example, the ethical commitments of Andy, Brady&re Erin,
Grace, Hanna, Judy, and Maggie motivated them to negotiate with others to theirefit
organizations and participants attending programs. However, in Olivia’s and Sapisiess
their ethical commitments were intertwined with their personal pesrisocial status, and
political relationships, and the answers to those two questions mentioned above were not in
accordance with what Olivia and Sophia expected. Although they communicated with the
bosses to try to change their decisions, they finally decided to accede two#sss’ power in
that insisting on their ethical commitments would jeopardize their positions. Ureder t
circumstances, planners need to apply strategies to avoid the negative consethaéncay
occur in structurally organized settings that benefit some people and disadvathi&rg. In so
doing, this study can be a resource for planners who want to counteract structeradiphe
planning table when their philosophy, concerns, and goals run counter to those of other
stakeholders who have more power. Thus, this study can advance the theoretical @atl pract
base of Cervero and Wilson’s program planning theory.

Improving knowledge in the field of negotiation in asymmetrical power redtionships.
This study improves knowledge in the field of negotiation in asymmetrical polagonships.
In the field of program planning, there are no studies exploring negotiation ietsdtaged on
negotiation theories in terms of asymmetrical power relations, and Cerveroiland’${1994a,
1994b, 2006) work is the only significant contribution to program planning about negotiating in
the context of asymmetrical power relationships. In the general negofiatd there is very

limited literature existing in the area of foreign affairs, internatioglationships, business,
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dispute resolution, and international trade. In the literature, little resekrmtifies differences in
negotiation between the symmetrical and the asymmetrical contexts sn\aepower when
suggesting strategies and tactics. The findings of the study iden&éyithportant factors that
suggest that the knowledge of negotiating in asymmetrical power relagismcsim be improved
greatly: (1) the importance of various power sources; (2) the recognittbe ohportance of
building relationships with more powerful stakeholders; and (3) the acknowledgement of w
win theory as the most valuable in asymmetrical political contexts.

First, this study identifies three power sources: organizational hierawdhysal norms, and
individual credibility. However, most literature addressing negotiation and pga@es
cultural norms—racism and sexism, cultural credibility, and resistancettwecahange. For
example, Pfeffer (1981, 1994) mentions that power comes from organizational staeutur
individual specialized knowledge or expertise in his two boBksyer in Organizationand
Managing With Powerbut does not mention anything about cultural norms in organizations. Of
those cultural norms explored by the study, racism is very rarely mentiorteslintetature.
Another example concerns Tjosvold and Wisse (2009), who edited a book dtaitled and
Interdependence in Organizatiomxluded a chapter—Gender Inequalities in power in
organizations—by Eagly and Fischer (2009) but including no chapters related itvegeaities.
In addition, this study also identifies the extent of influence of each poweesawder of
importance: organizational hierarchy, cultural norms, and individual creglibilitis order helps
planners understand more about the influence of power sources.

Second, the literature provides a variety of negotiation strategies, bytremefions
trusting relationships between parties. In other words, most of the literatuse$ on

negotiation techniques but ignores psychological influences. Building trusttigmships is a
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strategy that incorporates psychological influence. By using this strate@danner can earn
others’ confidence so that others believe that they are not put at risk, harmed, dragjure
his/her actions (Thompson, 2009). Without a trusting relationship, most negotiation techniques
will not be considered effective, for the planner’s counterpart does not believe vahe says
and acts without trust. In chapter two, | arranged various strategieseekpipoformer studies in
the fields of business and program planning and presented them as Table 6. Of tegsesstrat
only two suggest building or developing the trusting relationship recommended bygddmm
2009) and Mosley (2005), respectively. Thompson’s (2005, 2009) work provides more
integrated information regarding trusting relationship building than that of athelass.
According to Thompson (2009), the first two steps in building relationships involve iaigang
personal meeting and putting the focus on the relationship. This idea is in accorilartice w
findings of the study. However, Thompson does not prioritize the strategy of building
relationships. The findings of the study emphasize and recognize the importandding
relationships, which is the most important strategy in negotiation.

Third, analogically, in the field of academia, theories are like bones, wheotesques are
like flesh. Flesh grows along with the bone. Without the bones, the flesh will loapptars
Likewise, most techniques are drawn from theories. With the support of theory, tesharigue
more meaningful and understandable. In the study, three theories—win-win theosythgary,
and fairness theory—are addressed, discussed, and analyzed based on the l¢eratand
findings. Therefore, the contribution of the study is not only using theories toremptgotiation
strategies but also identifying win-win theory as the most appropriate dme ¢ontext in which
significant power differences exist. In the field of program planning, accomlithg tstudy, the

usefulness of win-win theory has been identified. Can we analogically sayithatn theory is
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as useful in other fields such as business, foreign affairs, and internatoleshsrin the field of
program planning? The first question concerns the differences between ppbgnamg and
other fields. In other words, are there real differences, and do they mattde world of
business, according to Thompson (2009), “negotiation comes into play when people panticipate i
important meetings, get new assignments, head a team, participatengaaizsiion process,
and set priorities for their work unit” (p. 3). Obviously, we can find those scenarios in the
participants’ incidents in the study. Those incidents bridge theory and priactiegotiation and
illustrate the connection between other negotiation fields and program planasgd &n the
bridge and the connection mentioned above, | am sure that the knowledge that this study
contributes about win-win theory helps people negotiate in different fields aadamignificant
power differences exist at the negotiation table.

Learning from constructivist grounded theory. This study was based on constructivist
grounded theory. In chapter three, | mentioned a dispute regarding interpneltpesitivist
traditions in terms of the approach of grounded theory—constructreishded theory (Charmaz,
2006) and objectivist grounded theory (Glaser, 2007). According to these two scholars, the
constructivist approach is applied to studies in which researchers use snpédlssavhereas the
objectivist approach tends to include many cases and interviews in a studgr (@G07)
indicates that categories are generated by constant comparison ohmaaryyinterviews,
whereas Glaser and Strauss (1967) point out that the saturation point to decide not éwvintervi
more participants comes when the researcher begins to hear the sameioriaepatted and no
longer learns anything new. The statement from Glaser and Strauss (¥363 csatradictory
to that from Glaser (2007) because it is not necessary to include many, mesiwhas the

saturation point already emerges. The main point regarding these two itteadadinition of
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the saturation point. The decision of the saturation point is defimitatie by the researcher. So,
two questions occur to me. Should the researcher recruit many participants? Isdould t
researcher report theoretical insights that were described by the onlyrbcipga in a study?

For instance, if a researcher conducts a qualitative study through interyiesiitg

international doctoral students who are studying in the United States the wdasthey want to
stay or leave the country after getting their degrees, the theoresigits gained from the tenth
participant’s answers have probably already been reported by the first riingpaats.

Therefore, in constructivist grounded theory, for most qualitative studiss)ot hecessary to
conduct as many as 40, 50, or even more interviews with participants.

What | learned from this study is that continuing to look for new and meaningful things is
more important than paying attention to the frequency of occurrences whereintegvi
participants. Common information shared by participants is important, but uniquaréapist
important as long as they can help researchers and readers develop understandangarothe
inquiry. Take the example mentioned above about international doctoral studentgystutlye
United States. If only one interviewee told the researcher that she waideasd this country
because she felt uncomfortable about enforcement of traffic laws by peficarauld the
researcher need to report this incident in the study? My judgment, based on myibikse her
decision to stay or leave the country may depend on the part of the country she lives m and he
personal feelings about the situation. However, the incident extends the parsoiEati from
traffic law enforcement to other fields of law enforcement that saamfly influence people’s
lives in this country. As a researcher using the constructivist grounded #pgwoach, | tried to

report unique findings deemed important to construct the whole picture of the inquirgfoféer
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in constructivist grounded theory, the researcher plays a role of the instrurnttemsafdy
because his/her biases more or less influence the result of the study.

Analogically, this study recruited 12 participants; based on the findings, seegoried
were developed to answer two research questions, and 23 subcategories evolved. [ssme of t
categories were just based on one participant’s account. | believe thaihépee fact contains
important meanings that emerge from the constant comparative method through ti@ch
researcher, analyze the data and make my own judgment, based on my biases aiadl the soc
contexts, to construct the whole picture of the findings in terms of the inquiry iruthe dh
addition, this constructivist grounded theory approach encourages researchaus tanigue
and worthwhile cases to describe the diverse world and realities. Obviousktutly
approaches constructivist grounded theory in terms of data analysis and rtdtahmaz’s
(2006) words: “those who take a constructivist approach aim to show the complexities
particular worlds, views, and actions” (p. 132).

Implications for Practice

There are four implications for practice: (a) Power and negotiation play noggs in adult
program planning practice, (b) negotiation training is required by planners bedgractually
plan real educational programs for adults, (c) face-to-face conversatianfisst step in
negotiating with others who have more power, and (d) ethical leadership aradl gtmaing
issues are concerned with socially responsible use of power. These fourtiondieae
discussed next.

Power and negotiation play major roles in adult program planning practice Most
planning theories recommend that planning begin with needs-assessments, go through

educational design, and end with evaluation. However, in practice, planners bring their ow
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planning objectives and read the planning context in many different ways. Ceardefdlaon
(2006) state that “frame planning practice as a social activity of a#iggtinterests in
relationships of power” (p. 5). | believe this statement explains planning praeticeThis
study explores the relationships of power by observing real planning incidentstiogprac
revealed by the 12 participants and manifestly confirms Cervero and Wilsew snvihat,
according to their incidents, planners negotiate their interests in the tsontshich final
decisions are usually made by stakeholders with more power. In addition, “undecsamader
is essential for seeing the conditions in which planners act as well asfmim) those
conditions” (Cervero & Wilson, 2006, p. 191), and “although power both enables and constrains
action, exercising power in concrete situations is always a form of aggotamong the various
people involved” (p. 86).

Moreover, according to Thompson (2009), “negotiation is an interpersonal decision making
process necessary whenever we cannot achieve our objectives single-hafpde&]ly’In the
field of adult education, “negotiation is the social activity in which people iritatdhe planning
table in order to reach agreement about what to do in relation to the educational program”
(Cervero & Wilson, 2006, p. 94). Therefore, based on the findings of the study and the
statements above, in adult program planning practice, negotiation is a necesish@csivity
that planners use to influence others in the decision-making process in which pgwer kdy
role in deciding whose interests matter.

Negotiation training is required by planners before they actually plan real @ucational
programs for adults. Planners need to learn how to negotiate before planning. Theoretically,
program planners have learned planning theories in the classroom that help themrograms

step by step. Based on the previous implication—power and negotiation play majar exlek i
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program planning practice, the negotiation knowledge should be possessed by programs planne
before they are assigned planning tasks. However, in practice, this study itihg@lienost
participants learn how to negotiate through their planning experiences but nobafssdn

addition, according to my recent research, most graduate programd telatkilt education do

not provide specialized courses concerned with the issues of power and politics in addibeduc
and negotiation knowledge. A very limited number of graduate programs in adulti@duca
provide information about power, politics, and negotiation knowledge included in the course of
program planning. Although Cervero and Wilson (1994a, 1994b, 2006) have done a great job in
telling students—future adult educators—how to plan educational programs in different
situations by using planning stories, students may not be able to understand dtilactidns
planners take to negotiate at the table and what situations planners striiggletiviney

actually plan a program in person.

Given that negotiation knowledge is important for a variety of professionals who are
responsible for planning adult programs in their fields of continuing education and tthat mos
participants in the study disclosed that they struggled with planning in the fasgnoietrical
power relationships, the courses focusing only on program planning are insufficrair to t
future program planners to deal with planning issues, which seem to grow mguiexdom
one to the next day. Knowledge of negotiation in the field of adult education demands immediate
attention from educational programs at the graduate level. Scholars in business schools
increasingly emphasize the importance of negotiation for managers and opietyao¥a
negotiation courses in business schools. Based on the planning practices revealéddmgs
of the study, | believe that providing specialized negotiation courses to traisgpoof@ program

planners would be meaningful to the field of adult education.
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Face-to-face conversation is the first step in negotiating with othershe have more
power. Face-to-face conversation is the beginning of negotiation in the contextrohasycal
power relationships. According to Thompson (2009), face-to-face negotiation is crubil
initiation of relationships and collaborations. People are more cooperative wéracting face-
to-face than via other forms of communication, for this form conveys the richest atimnm
allows for the simultaneous observation of multiple clues, including body langaatg, f
expression, and tone of voice; and provides people with a greater awareness df contex
(Thompson, 2009). Face-to-face conversation creates a great opportunity todsstey &and
cooperative behavior, resulting in a better rapport with more powerful stakeholder

With regard to the context of asymmetrical power relationships, facetoebnversation is
even more important because the rapport cultivated can improve psychological cooerati
establish long-term relationships. According to participants’ incidentssttidly suggests that
planners not only construct relationships through private face-to-face catimetsut also seek
chances to meet in an apparently unexpected manner in person with more powethol dtak
to increase the frequency of face-to-face communication, for example, hatleetings and
elevator speeches, because, in addition to fully bidirectional communication, nonigrals s
also play a key role in developing social interactions and trust strengthersnggeeness.

Ethical leadership and ethical planning issues are concerned wigocially responsible
use of power. According the study, organizational hierarchy seems to be the most influential
factor creating power differentials at the planning table. In addition, #tedealelationships in
the organizational hierarchy include boss-subordinate, pair of hands role, acitweist
bureaucracy, status based on job title, and task importance. To put it broadly, peopleraith m

power in these relationships definitely assume a leadership role in orgarszdh the study,
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Olivia’s, Sophia’s, and Vicky’s incidents are strongly influenced by thesdsgpower. Olivia’s
and Sophia’s bosses wanted them to implement programs that they did not believe to be
necessary. Vicky’s boss cut the budget for her program without explanation., Stiplaia, and
Vicky had negative feelings about their incidents. These cases imply treaatbassues
concerned with ethical leadership and ethical planning in the context of asycahpwer
relationships at the planning table. If we were in Olivia’s, Sophia’s, and giskpes, what
would we think of the decisions that their bosses made?

With regard to ethical leadership, according to De Hoogh and Den Hartog (2009), the
essence of ethical leadership is the element of social responsibility mogcire use of power.

De Hoogh and Den Hartog explain, “The socially responsible use of power would suggest tha
ethical leaders make principled and fair choices, act with integrity,uetsvorthy and honest, do
not practice favoritism, treat others with respect, and structure work emerds justly” (p. 342).
Additionally, ethical leaders should allow followers to have a voice and a shae pdwer. In
addition, Kanungo (2001) believes that leaders’ acts must stem from the |editeistic rather
than egoistic motives. However, De Hoogh and Den Hartog (2009) add that some ugderlyin
motives may be mixed and not always easy to ascertain. Moreover, Gegax (2007)zasphas
“environmental stewardship” (p. 73)—an ethical leader’s moral responsibilitptegbiour

natural resources.

With regard to ethical planning, according to Cervero and Wilson (2006), judgmentds base
on ethical commitments that people bring to the planning table about what possibk future
should be and how they can be achieved through education. In addition, the ethical commitment
to substantively democratic planning means that all people who are affecteddiycational

program should be involved in the deliberation about what is important (G&Wwafilson, 2006;
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Apple, 1992), and “substantive democracy insists on the recognition that systems capdwer
privilege do not stop at the doors of the social and organizational contexts in which grageam
offered” (Cervero & Wilson, 2006, p. 100). Based on these statements, planners need not only to
invite opinions from most people who are affected by an educational program but aéssid¢cac
situation in which stakeholders with the most power hardly dominate planning interests
According to the principles mentioned above, we can easily judge whethexr ©I8ophia’s,
and Vicky’s bosses are ethical leaders and ethical planners. To provide théunagional
programs to improve adults’ life chances and values in the real world, planners noeechiy
follow planning theories, the guidance, but also need to be aware of political andog@licat
contexts with a good sense of ethical leadership and ethical planning to etlaiurate/n
interests and to judge the interests of others in real-life ambiguous contextyranteascal
power relationships.
Recommendations for Future Research

Four recommendations for future research are made based on the fofdimgstudy. First,
this study explored influential types of power and negotiation strategies¢ortkext of
asymmetrical power relationships regarding the planning of educational prdgraswsilts. A
guantitative investigation surveying adult program planners to determine teowtloéy
encounter asymmetrical power situations, what types of power they feel@ahning table, and
how effective the negotiation strategies explored in this study are wanldi@wvaluable insights
into educational power and politics in the field of adult education.

Second, the participants for the study were recruited in Georgia in the Unitesl Stat
terms of geographic and cultural differences, would the findings be the stmaesifidy had

been conducted in another country? According to Thomas (2005),
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I/O psychologists, OD consultants, and those trained in HR work in a varietyingsett
such as large organizations, multinational and local consulting firms, codades
universities, as well as for nonprofit agencies and local, state, and fgoeeahment....
Just as these practitioners work in a variety of settings, they also ggeicia variety of
areas, including selection and placement, training and development, organizational
development, performance measurement, and quality of work life. If you think alsout thi
list closely, you'll recognize that issues surrounding diversity impastyearea. (p. 3)
In addition, Holst (2006) states that “The role and responsibility of critical adutators must
be to recognize the global transformation before us, and see the implicatibesoferging new
polarity on a world scale” (p. 49). Based on the trend of multicultural diversitylabdligation,
it would be worthwhile to conduct a comparative study in Asian countries, such as @paa, J
Korea, Singapore, and Taiwan, to identify similarities and differences éetivese countries
and the United States.

Third, this qualitative study relied only on interviewing for gathering déféh regard to
future studies, combining observation and document analysis in the study would help us find
more detailed information by observing real meetings and tracing documenesxafgple,
conversation analysis is a method for investigating the structure and procesalahtareaiction
between humans in real planning meetings by using video and/or audio recordingsomade
naturally occurring interactions (Perakyla, 2008). Document analysvgsatesearchers to
analyze minutes of planning meetings to obtain more detailed and accuraiadisdacompare
data from interviews. Such research would contribute more meaningful insigitésning

practice than this study.
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Fourth, this study focused on program planning in the field of education. Can the types of
power and the negotiation strategies explored in the study be applied to difieldmsdich as
planning in the field of business? To contribute to the field of negotiation, for futwlie st
researcher should investigate the similarities and differences in powgcspahd negotiation
between educational and business settings. In addition, today, educational businesrgprovi
supplemental individual training and development—is growing more and moreapapsabciety,
whereas educational planning for adults—running educational institutions, publicaiepAs
trending toward commercialization and professionalization. Research thatrtetkaccount
perspectives of concerns in the fields of education and business would add depth and dimension
to our understanding of power, politics, and negotiation in both fields.

A Concluding Note

The idea of conducting this study was inspired by the research of Cerverolaod Wi
(1994a, 1994b, 2006), Goody and Kozoll (1995), Knox (1991), and White and Belt (1980)—most
adult education administrators have relatively little formal power compatkcdministrators
elsewhere within an organization. In addition, according to Cervero and Wilson (2006), “Ask
adult educators about their role in their organizations and the answers routunelgdetre ‘|
really don’t have much influence on things,’ ‘I just do what I'm told,’ or ‘I really dometke any
decisions that matter.”(p. 191). These answers were in accordance withhehat from the
participants in most of the interviews for the study. Although we cannot sayhsibhute
certainty that adult educators’ marginality is definitely true, asgtrioal power situations are
not unique for adult educators and organizational power plays a significant role when

asymmetrical power situations happen. For this study, | was interestedtipomie source
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influenced adult educators and how adult educators negotiated with more powerfublsizise
to enhance their own positions in asymmetrical power relationships.

As | reflect on the study, | ask myself a few questions. How signifex@nthe outcomes of
negotiation at the planning table? If the less powerful planners actuaflyttve negotiation, so
what? Does it improve society? What are the consequences if the more pstagdhblders
win the negotiation? If the less powerful planners violate ethical planning antdewin t
negotiation, what will happen next? These concerns regarding the consequenaesiog pl
outcomes and ethical planning emerged while | conducted my research.

In Olivia’s incident, her boss wanted her to implement a new educational progyam ver
similar to the one that had been running in their center. Let's examine what coultabpeaed
when she lost the negotiation with her boss. There are four possible scenarioth @pBrams
could have been canceled due to insufficient registration; (b) the new program coube&ave
canceled due to insufficient registration, but the enrollment in the original progigimh have
dropped down to the minimum; (c) the original program could have been canceled due to
insufficient registration, but the enrollment in the new program might have droppedaltve
minimum; (d) both programs could have continued, but the enrollment might have reached the
minimum number for a viable program. Scenariadicates that the decision to implement a
new program was unfair to those who wanted to attend the original program. &benari
indicates that the quality of the course might have suffered because ofris@sddaclass size
and the diminished possibility of idea exchange and student interaction. Scemas@ven
more unfair to those who wanted to attend the original program. Scdrss#ms to be the one
that Olivia described and indicates that there was unfairness to patsoghdoth programs and

that Olivia’s continuing education center lost income. In addition, high cancellatesmight
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have impacted credibility of the institution and the programs. Obviously, accordimesto t
scenarios, only the new program owner would benefit from the decision to implement the new
program. However, neither Olivia, the center, nor the public would gain anything.olseany
responsible for those who were affected unfairly?

I would like to emphasize the importance of ethical commitments and planning résponsi
(Cervero & Wilson, 1994a, 1994b, 2006) because the consequences of negotiation at the planning
table result from adult educators’ social responsibility for society. Adultaors, concerned
with equality, empowerment, justice, freedom, rights, and obligations (Sork, 1988) ancedquipp
with expertise in the field of adult education, should play a key role during progranngan
challenging privileged professionals to accept their social and ethipahsabilities. To achieve

this goal, adult educators should benefit from the contributions this study makes.
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APPENDIX A

INTERVIEW GUIDE

Interview One

1.

Personal Background

What is your academic background?

How long have you been involved in educational program planning for adults?
How long have you worked in your current position?

What are your roles and responsibilities in this position?

. Critical Incidents

Now | would like to ask you more specifically about your experience plannaggams.

Tell me about your general experience planning educational programs?

Now please tell me about a time when you found yourself in a planning situation where
you did not feel you had a lot of power.

OO O0OO0O0OO0OO0OO0OO0OOo

O OO O0oOo

(@)

(@)

What was the context for this planning event?

What was its purpose?

Who was involved? (no names but positions)

What happened at this meeting?

What role did you play in the planning process?

How did others respond to you?

How were they responding to each other?

What specific decisions or actions did you make during the planning process?
What effects did your decisions or actions have on that process?

Was it what you were expecting? If yes, how? If not, what did you think would
happen?

What were the final results of the planning process?

How satisfied were you with those results?

What influence do you think you had on the process and results?

How did others influence the decisions you made?

Did you feel that any compromises were made in regards to where ybeca

go with the planning process?

Did you have to bring out a specific strategy to move the process forward? What
happened that made you think this was necessary?

Do you wish you had done anything differently? If so, what?

What did you learn about negotiating in situations where power differencst8 exi
In other words, what might you have done differently in this same situation next
time?
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o Why did you choose to share this particular incident? What do you think it tells us
about power dynamics during program planning?
Interview Two

Interview two will be used for follow up questions and clarifications of the drihcadent
shared and discussed in interview one.
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APPENDIX B

CONSENT FORM

| agreeto take part in a research study titled “Negotiation Strategies in thextohte
Asymmetrical Political Relationships When Planning Educational Progi@mglults” which is
being conducted by Sheng-yun Yang from the Department of Lifédigation, Administration,
and Policy at the University of Georgia 706-542-3343 under the direction of Dr. Ronald M.
Cervero, Department of Lifelong Education, Administration, and Policy, UniyertGeorgia
(706-542-2221)I understand that my participation is voluntargah refuse to participate or stop
taking part at any time without giving any reason, and without penalty or loss dtdeme

which | am otherwise entitled. | can ask to have all of the information that camiiéiedeas

mine returned to me, removed from the research records, or destroyed.

B The purpose of the study is to explore negotiation strategies in asymirinica
relationships when planning educational programs for adults to improve adult esfucator
negotiation capability at the planning table.

B The benefits for me are that | may reflect on the experiences that Irinaueéered at the
planning table and how | develop my negotiation strategies in the process of plaatsng.
understand that my participation can assist educational program planners to develop
programs efficiently and concern about less powerful individuals or groups. llsasay a
request copies of reports from the study and learn about others’ experredegsloping
my capacity of negotiating at the planning table.

B If | volunteer to take part in this study, | will be asked to do the following things:

| will be asked to participate in a two-round interview conducted by Sheng-yun Yang
The interview for each round will last 30 to 60 minutes and the interval of each round
of interview may be within two weeks depending on my availability.

The interview will take place in a convenient and comfortable setting fonththa

meeting will be scheduled with me in advance and a copy of the interview questions
will be made available to me upon request.

The conversation will focus on my experiences about developing educational programs
in the culture of my organization, the challenges | faced, and the ways in whith | ha
things done through the process of negotiation at the planning table.

Interviews will be audio-taped.

B No discomforts or stresses are expected. | understand that | can stop thewstahany
time if I do have any discomfort about the conversation.
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B Any individually-identifiable information collected about me will be held confidenti
unless otherwise required by law. My identity will be protected by usiigka ‘hame” and
all data will be kept in a locked, secured location. Researchers will ereaster list to
link the pseudonym to the participant’s identity. This master list will be destras soon as
the study is done. The principal investigator Dr. Cervero is responsible foamadigtall
applicable protocol records for at least three years after completiba sfudy. These
records include the copy of approved protocol, raw data, amendments, correspondence,
transcripts, and signed consent forms. Completion of the study is signified hyatiotif of
project completion by the principal investigator Dr. Cervero to the Human SuQjicts.

In addition, The recordings will be transcribed.

B The researcher will answer any further questions about the research, nomgtiueiri

course of the project, and can be reached by telephone at: 706-389-6119.

| understand the procedures described above. My questions have been answered to my
satisfaction, and | agree to participate in this study. | have been giogy afchis form.

Name of Researcher Sig nature Date
Telephone:706-389-6119
Email: shengyun@uga.edu

Name of Researcher Signature Date
Telephone:706-389-6119
Email: shengyun@uga.edu

Please sign both copies, keep one and return one to the researcher.

Additional questions or problems regarding your rights as a researchgaartishould be

addressed to The Chairperson, Institutional Review Board, University of Georgiaogd 2

Graduate Studies Research Center, Athens, Georgia 30602-7411; Telephone (706) 542-3199; E-
Mail Address IRB@uga.edu.



