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ABSTRACT

This research explores the work values endorsed in the present day MBA programmes
of two Pakistani business schools. By shedding light on some of the values MBA
students exhibit with regard to their own selves, their careers, their colleagues, and the
society at large, this research comments on the work values endorsed by these
programmes and the extent to which they are in harmony with Islamic teachings. Thus
a contribution of this piece of work lies in exploring the work values MBA students
employ in their day-to-day lives and in raising questions about the potential social

impact of the Pakistani MBA.

Traditional MBA education is often considered to be influenced by technicist-
managerialist thinking that pays only a little attention to ethical and emotional values.
It is also seen as a Western, particularly an American dominated educational system
which in the spirit of imperialism marginalizes views and values of other cultures.
Seeing Pakistan as a Muslim country, with a colonial past and an MBA education that
is influenced by the Western, particularly the American model, I have thus taken a
postcolonial perspective to study whether the values endorsed in the Pakistani MBA
programmes are reflective of these two discourses or do they also exhibit harmony

with traditional Islamic values.

Using in-depth interviews of various stakeholders in the MBA education (students,
teachers, school administrators, as well as managers in industry), supported by

observations around school campuses and reading of official publications sent out by



my case study schools, I have revealed that technicist-managerialism and American
colonialism are indeed evident in the MBA programmes of my chosen schools. At the
same time, Islamic influence in these schools does not seem significant. Since both
the discourses of technicist-managerialism and Western colonialism have roots in
secularism and since the values do not exhibit a significant Islamic influence, I
conclude that the current MBA education in the two business schools is more in

harmony with secular rather than Islamic ideals.
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CHAPTER 1: INTRODUCTION

1.1  Finding my research topic

My research was motivated by the kind of questions that had been coming into my mind
for a while, such as why are MBA students often considered confident and progressive,
but also materialistic and elitist? What kind of work values are Pakistani MBA curricula
promoting? Are these values in harmony with Islam or do they relate only to achieving
personal goals? With my more than twelve years of experience in Pakistani MBA
programmes, in various positions, such as student, teacher, and administrator, as well as a
manager in industry, I had also noticed the lack of an ethical, in my case Islamic,
perspective in the MBA curricula of my country. These issues were either neglected or
given very little attention in comparison to core management subjects. Moreover, the
curricula I had been acquainted with appeared to me to follow the lead of world renowned
business schools and propound the ideas and values of these institutions, sometimes
without regard to their suitability to the culture and context of Pakistan. These thoughts
had been disturbing me because I felt that management education, that closely and widely
affected people, could not afford to ignore the values it wittingly or unwittingly endorsed
in its students. These concerns pre-occupied me till I became conscious of the fact that as
an academic of the Muslim world, it was my responsibility to inquire into the values and
ideas we endorsed in our business schools. This gave me the topic for my research:

An inquiry into the work values endorsed in two Pakistani MBA programmes

It also framed my main research question:



How far are the values about work endorsed in the Pakistani MBA programmes

in harmony with the teachings of Islam?

1.2 Explaining the topic and scope of my research

In the following paragraphs I explain my research topic in more detail before beginning a

detailed study of it.

1.2.1 Explicating important terms and scope of the research topic

My title ‘An inquiry...” emphasizes that my research is only one of the possible inquiries
that could have been made into this topic. It is not a truth but an interpretation. 1 am
interested in exploring what are some of the values endorsed in these programmes and the
underlying value systems and/or educational discourses that these values are a part of.
The aim is not to underrate benefits of the MBA degree but to present a critique of the

values it endorses.

My study revolves around only work values, rather than all that could possibly be
endorsed in MBA programmes. The word values requires some examination because it is

a key term of my study. Therefore I leave it to the last.

I am interested in critiquing the values that are being endorsed in MBA programmes. In
other words, I am seeing the MBA curriculum as one of the transmitters of certain values,

rather than as a source of these values.



Moreover, I am looking at the current MBA degree (including the period of the last two
to three years of MBA education in Pakistan). However, 1 have mentioned historical
influences (related to management education and otherwise), particularly which still seem

active, on the two schools, in order to present my data in context.

My study relates to two MBA programmes in Pakistan. I do not claim to represent the
entire Pakistani MBA or the whole management education system of the country.
However, in my writing I have referred frequently to the contemporary MBA not to claim
expertise over it but to show its relationship to the MBA programmes of my chosen case

schools and to give a context of my findings.

I mentioned earlier that I am keen to find out not only some of the values endorsed in the
MBA programmes, but also the value systems and/or educational discourses they are a
part of. I am specifically interested in knowing how these values fit into the Islamic work
values. Thus, by the terms how far and harmony in the main research question, I intend to
discuss the extent to which the values and ideas endorsed in the MBA programmes are
reflective of Islamic teachings (that will be presented in chapters 7 and §8). By doing so, 1
do not want to devalue the contribution made by these schools to management education
in Pakistan, but to raise questions about areas, for example, the potential social impact of
these values, so as to enable them to address the socio-cultural needs of the country more

effectively.



Now I return to describe my understanding of values. Since values are generally
understood to be part of culture (as I explain below), I find it suitable to first discuss the
concept of culture. A fairly well known definition of culture given by Hofstede (1984: 21)
is
the interactive aggregate of common characteristics that influence a human
group’s response to its environment...It is a collective programming of the mind
which distinguishes one human group from another.
Schein’s (1992:12) definition seems closer to my study. He defines culture as
A pattern of shared basic assumptions that the group learned as it solved its
problems of external adaptation and internal integration, that has worked well
enough to be considered valid and, therefore, to be taught to new members as the
correct way to perceive, think and feel in relationship to those problems.
According to him, there are three levels of culture:
e Dbasic underlying assumptions, which are the source of values and include shared
meanings, habits of thinking;
e espoused values, including philosophies;

e artefacts, which include all espoused values (as in official publications), symbols,

office layout, language and customs.

Culture change is a matter of ‘engineering’ values, write Westwood and Kirkbride (1998).
Defining values is at least as problematic as defining culture. Murphy and Davey (2002)
note in their paper that a variety of understandings of the word ‘values, ' ranging from
attitudes, motivations, measurable quantities, objects, affect-laden customs or traditions,
substantive areas of behaviour, and relationships such as those between individuals,

groups, objects, events are found in literature. The Collins Dictionary of Sociology (Jary



and Jary, 1991) sees values as ‘ethical ideals.” *Value is a broad tendency to prefer certain
states of affairs over others,” says Hofstede (1984:18). Several scholars consider values as

general beliefs that define right and wrong (see for example, Rashid and Ho, 2003).

After considering all these definitions of values, I see them as tendencies to prefer certain
states of affairs over others, where these tendencies have worked well for solving one’s
problems and are indicative of one’s morals or habits of distinguishing right from wrong.
Values provide a way of looking at the world and its people (Zeffane and Rugimbana,
1995). They are the instruments through which we think and feel and interpret and
experience the world (Schumacher, 1973). Hence they affect attitudes about the form of
behaviour considered appropriate and effective in any given situation (Rashid and Ho,
2003). Values have a size and a sign and a norm. Those held by the majority of a group
could be non-rational, mutually related, and conflicting at times (Hofstede, 1984).
Moreover, new values can replace, complement or modify existing ones (Westwood and

Kirkbride, 1998).

Heath (2002) differentiates between three types of values: personal (such as integrity and
wisdom), teamwork (for example, loyalty and care) and public spirited (for example,
justice and fair play). Murphy and Davey (2002:18) distinguish between two main types
of values: terminal values, ‘denoting ultimate goals or desirable end-states,” such as
wisdom or happiness, and instrumental values, ‘concerning desirable modes of behaviour

for the attainment of desirable end-states,’ for example, behaving responsibly or honestly.



Murphy and Davey (2002:18) present a further classification of organizational values —
beliefs held by an individual or group regarding the means and ends that organizations
identify in the running of business — functional and elitist. Functional values refer to
explicit guides for members’ behaviour, focusing on particular goals, functions or styles
of work, such as ‘customer is king,” ‘quality is job one,” while elitist values emphasize
the superiority or importance of the organization itself, for instance ‘we are number one’
or ‘name is enough identification.’

Having outlined my understanding of culture and values, I discuss in the next section how

these constructs are related to education.

1.2.2 Relationship between education and culture (including values)

In the opinion of Bourdieu and Passeron (1990), seeing an educational system only as a
reflection of the state of an economic system or the direct expression of a value system of
the society is to refuse to see its social function. Education is the process through which a
culture is historically reproduced, through producing a habitus — durable training capable
of perpetuating itself even after pedagogic action has ceased (p. 31). Education, seen in
this way, is the ‘equivalent in the cultural order of the transmission of genetic capital in
the biological order’ (p. 32). Mohanty (1994:147) writes
The academy and the classroom itself are not mere sites of instruction. They are
also political and cultural sites that represent accommodations and contestations
over knowledge by differently empowered social constituencies.
In line with the above argument, Hofstede (1984) sees institutions as not only spreading

social norms, but also considers social norms as influencing these institutions in turn. For



example, Castea (2000) says that seeing organizations as a system of production rather
than as manifestations of human practices situated in diverse historical and cultural
horizons is taking a functionalist understanding of human agency, of man as an economic
being. This is a very limited picture of economics. Zeffane and Rugimbana (1995) also
assert that even economic goals and incentives are culturally defined in that they

ultimately ‘derive their evaluation from an individual’s interpretation of social values.’

Regarding the relationship between education and culture, Husain and Ashraf (1979)
report that the First World Conference on Muslim Education, 1977, in Makkah, which
was attended by 313 Muslim scholars from all over the world, had reiterated unanimously
that the aim of education is to produce a ‘good and righteous man’ (p. 42), for the Quran
(chapter 95) says that man is in the best of moulds when he believes in God and obeys
Him and at his worst when in disbelief and rebellion to God. Hence, according to Khusro
(1979), the ex-Vice Chancellor of the Aligarh University, India, every education system,
particularly an Islamic one, must have a value system to impart to its students. Since
Islamic education does not differentiate between forms of education, but rather sees them
as interrelated, such education can not be given in a society that has lost its religious
moorings. Hence what is needed to bridge the religious-secular gap is ‘a common system
through which the transmission of values could be integrated with the development of

new skills and techniques’ (Husain and Ashraf, 1979:3).

The above arguments indicated to me a potent link between education and culture and
inspired me to take a deeper look into the topic of the transmission of values, first in

literature and then through my field work. Values are usually not transmitted through



formal written procedures but diffused through informal means, such as stories and
metaphors, writes Hussaini (1989). Lee et al (2004) and Murphy and Davey (2002) show
in their research that the most effective way to reinforce company values is CEO
behaviour and corporate strategy. As several executives in Murphy and Davey’s (2002)
research stated, it was the actions that inculcated values, not words (whether on mission
statements or appraisal forms). Westwood and Kirkbride (1998) also assert, after their
research on international corporate strategies of effecting cultural change, that there is
rarely a ‘monolithic imposition’ of one system upon another. Instead of merely
assimilation or eradication, usually strategies of ‘appropriation, adaptation, mimesis and

hybridity’ are used.

In the next section, I will describe the education-culture relationship specifically from the

point of view of MBA education.

1.2.3 Relationship between MBA education and culture (including values)

Several management scholars believe that management theory is significantly influenced
by the culture of the place it takes form in. Conversely, laden with values, it in turn
affects the values of its recipients. Hofstede (1984), for example, observes that there is no
such thing as a culture-free theory of management. Ali (1995) also believes that other
factors, such as ‘language, history, religion, traditions and values, and external

environment,” contribute to the development of management theory.



With regard to MBA programmes as transmitters of ethical values, Roy and Roy
(2004:22) write
Experience, practice, and fundamentals that are taught in MBA programs
provide the framework within which MBA graduates later make choices as
managers. So the material covered in an MBA program becomes important to
engage and prepare a new generation of business leaders to be responsible — and
ethical — corporate citizens.
Some studies have demonstrated the above effect of MBA curriculum on students’
values. For example, a study by the Aspen Institute concluded that students enter business
schools with idealistic ambitions, such as creating quality products, but by the time they

graduate, their priorities, for example regarding boosting share prices, have sidelined their

goals' (Schneider, 2002).

With this understanding of the reciprocal effect of values and education on each other, I
proceeded with my research on MBA education in Pakistan. The research questions I
have explored in my study are:
e Which main values are encouraged in business schools?
e What kinds of careers do students look forward to after completing their MBA
degree?
e How do respondents comment on the curricula of business schools, especially on

the teaching of ethics and social responsibility?

! This study included 1,978 MBAs who graduated in 2001 from 13 top business schools of North America.
When asked what a company's priorities should be, 75% said maximizing shareholder value, 71% chose
satisfying customers, and 33% said producing high-quality goods and services. Only 5% thought
environmentalism should be a top goal; just 25% said creating value for their communities. But two years
earlier, when the students started the business school, 68% cited shareholder value; 75% customer
satisfaction; and 43% quality goods and services.

10



1.3 Methodology used in the research

An interpretive inquiry, this research is a study of values and ideas endorsed in MBA
curricula in Pakistan, and the extent to which these values are in harmony with Islamic
teachings. Taking a postcolonial perspective and using a case study approach, informed
by stakeholder analysis, I have based my study on in-depth interviews of business school
students and teachers, and managers in industry. To supplement these findings and to
understand the context of data better, I have also conducted observations in business
schools and read the schools’ official publications. Interview data is analysed using the
qualitative method put forward by Richard Hycner (1985). Relevant extracts from
observation and textual data are subsequently added to it to form a complete theme.
Islamic teachings and works of management and postcolonial scholars are then brought in
to present a discussion on the findings about work values and highlight main streams of

thought emanating from them.

1.4  Contribution and purpose of the study

The above paragraphs discussed the impact of educational culture on the values of
students. This being the case, I believe educators should feel responsible for the kinds of
values they transmit to their students. Transmission of cultural values and beliefs is to me
the major purpose of education. We need to take the MBA programme as a total human
experience, not just a curriculum to be taught, says Leavitt (2001). Believing that
character education is needed to foster social and emotional development, to develop a

sense of self, resolve conflicts in personal values, and gain moral strength to become

11



socially responsible community members (Gary, 2003), a limited contribution of my
research lies in inquiring into the potential social impact of the Pakistani MBA and into
the values some of these MBA programmes are endorsing. It appeared to me that
previous research on the MBA and other management degrees had concentrated on their
curriculum content, saw how MBA graduates adjusted to practical business life,
investigated dominant models in MBA thought, and commented on the feasibility of
various teaching methodologies used in these programmes. If values were talked about,
they were usually from the standpoint of social responsibility, more so since the Enron,
Arthur Anderson, Tyco and other corporate scandals had highlighted the need for socially
responsible behaviour (I have referred to these kinds of studies in various parts of my
paper). What I found missing were studies that could look into the day-to-day values
exhibited by MBAs with regard to their own selves, their careers, their colleagues, and

the society at large. This is what I have endeavoured to research through my study.

By doing so, I hope to encourage management educators and programme developers to
think about the potential social impact of their MBA programmes, design curricula that
reflect ethical, especially Islamic, concerns more strongly (that is recover the Islamic
values in the management curricula) and consequently address socio-cultural needs of
Pakistan more effectively. It is hoped that this research can also be of use to other
educators and policy makers in reflecting on the philosophies and social repercussions of

their programmes of study.

12



1.5  Organization of the thesis

This study comprises nine chapters. It has been introduced in this first chapter, with a
statement on my understanding of the topic, along with the scope and purpose of the
research project. It also gives a brief idea of the methodology that is used to carry it out.

Following is a summary of the remaining eight chapters:

Chapter 2 takes a look into the history of and discourses in the current MBA, how it was
initiated in the United States of America and from there spread to the rest of the world.
Investigating how the MBA curriculum could transmit values, I noticed in my readings
the prevalence of a technicist-managerialist thinking in the contemporary MBA
programmes. This mode of thinking is considered by many scholars to neglect the human
and moral side of management and endorse certain values and ideas and obfuscate others.
I also found the dominance of the Western, particularly the American, model in the MBA
prpgrammes of today. Having a marked similarity to colonial imperialism, Westernization
in management theory has been blamed for ignoring other cultures and their values or
representing them in a distorted light. Since both these discourses have been said to
influence the culture of MBA programmes, I considered them significant for studying the

kinds of values MBA programmes were endorsing in Pakistan.

In chapter 3 1 lead into the postcolonial argument, by building on the discussion on
Westernization/colonization presented in chapter 2. Here I explain my understanding of
the postcolonial perspective, debates around its features, its relationship to other

theoretical and philosophical perspectives and to the two above mentioned discourses

13



(technicist-managerialist and Westernization/Americanization), and my reason for

selecting it as my research perspective.

A literature review of the topic is carried into the fourth chapter as well. Whereas in the
second chapter, I dealt with the MBA in general, in chapter 4 I narrow my focus to
Pakistan. Beginning with a brief history of Pakistan, I come to the introduction of the
MBA degree in the country. I then appraise the current situation of management

education in Pakistan.

Chapter 5 is a detailed discussion on the methodology of this research. In addition to
describing the research approach (as stated above in section 1.3), I revisit my research
questions and theoretical perspective to present an argument for the use of particular
research methods. I also introduce the two schools whose values I am interested in

looking at closely and give an account of my role as a researcher participant in this study.

My research findings, including those from interviews, observations and readings of
school publications, are presented in chapter 6. Bearing in mind this is a qualitative study,
I have not used any tables or statistics to chart out my findings. Instead I have presented
extracts from interviews (following the model of Hycner, 1985) and publications, as well
as notes from my fieldwork, in the form of four themes. These four themes address the
various values and ideas found in business schools. This chapter also contains comments

of respondents on the curricula as well as the non-Islamic element in their schools.
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An illumination of the themes, in the light of management, postcolonial and Islamic
literatures, is laid out in chapter 7. Here, using a postcolonial lens, I relate the discourses
of technicist-managerialism and colonialism specifically to my research findings. I then
present Islamic teachings to enable the reader to see for him/herself the harmony between

the values endorsed in the two MBA programmes and those put forward by Islam.

In chapter 8 1 look broadly at all the research data together. Continuing illumination on
the thematic findings, in the light of Islamic teachings, I offer a brief sketch of the Islamic
conception of work. In comparison to the current one, as described by my respondents in
the expression of their values, this sheds further light on the differences and similarities
between the respondents’ set of values and those envisaged in Islam. I also look at
respondents’ views regarding the curricula and the non-Islamic element in their schools,
along with the four thematic findings, to see if technicist-managerialism, colonialism or

any other major trends underlie respondents’ value systems.

The study is finally concluded in chapter 9. This small chapter recapitulates the research

questions and answers them in the light of themes and trends emerging from the study

and then puts forward some critique and implications of this research.
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CHAPTER 2: THE MBA CURRICULUM AS A TRANSMITTER OF VALUES

As outlined in the introductory chapter, the questions that I was looking to answer about
the MBA degree related to its endorsement of certain values about work and neglect of
certain others. I also mentioned that I found this disturbing because I believed that
management education with its widespread and long-term repercussions could not afford
to overlook ethical and, from my point of view, Islamic concerns. This led me to take a
critical look into the thinking in the present day MBA curricula (including teaching
methodology and student-teacher interaction) to see how they could act as a transmitter of
values. In my readings, I came across two discourses in the thinking of the contemporary
MBA programmes — the technicist-managerialist discourse and the Western or colonial

discourse — that I felt I could use to address my research questions.

As I studied these discourses, I found that the first of these sees management in an
objective, unemotional light and in so doing overlooks the human and moral values in it.
In fact, it divides the realm of management into public and private, emotional and
rational, and religious and non-religious. The second sees management as dominated by a
Western, particularly the American, point of view and in so doing neglects other voices
and hence other cultures and values in management thought. This dominance of
American thought in current management literature reminds many management scholars,
such as Prasad and Cavanaugh (1997), Mills and Hatfield (1999), and Banarjee and
Linstead (2001), of the eighteenth and nineteenth century imperialism in Western
colonies. Like the colonial powers which repressed and/or misrepresented the cultures

and values of the races they colonized, American management scholarship is considered
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to ignore or stereotype cultures and contributions from other countries. Challenging this
marginalization of other cultures so as to impose one’s own over them is one of the basic
premises of postcolonial theory, as I will explain later in the chapter. By promoting
certain ideas and values and demoting others, I believe, both of these discourses could

have been instrumental in shaping the MBA cultures of today.

In this chapter, after giving a brief introduction of the growth of the MBA degree, I
discuss how the technicist-managerialist and the Westernization discourses could be
affecting the values of participants in MBA programmes. I then build on the concept of
dominance and subordination, suggested in Westernization, to lead into the postcolonial
theory (which I will explain as my theoretical perspective, by linking it to both of these
discourses, for study in the next chapter). This chapter gives a general introduction of
these discourses in the field of management education; they are more fully discussed in
chapters 7 and 8, where 1 relate the specific points in these educational philosophies to

my research data.

2.1 The growth of the MBA degree

The MBA degree is among the most popular degrees not only in Pakistan but the world

over. Friga et al (2003) point out that internationally undergraduate business degrees have
grown from 14% of all undergraduate degrees in 1971 to 19% in 1997. For the Master of
Business Administration (MBA), the figures are 11% and 23% respectively. Corporations
and educational institutions spend a combined $2.2 trillion on management education and

training worldwide, with nearly $885 billion in the United States alone. At present there
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are about 1500 business schools offering MBA courses over the globe (anonymous,

2005).

Management education was initially introduced in the North American business school of
Wharton in 1881, followed by the schools in Harvard in 1908 and Stanford in 1925.
Concerns about the quality of business education in the early 1950s led to the
commissioning of two influential reports, the Carnegie Report and the Ford Report, by
the US government, which recommended changes to the business education curriculum.
The American Assembly of Collegiate Schools for Business (AACSB) implemented the
recommendations of these reports in 1961 by introducing ‘standards’ for business
education masters courses, and in these standards the term ‘MBA degree’ was first used
(Currie and Knights, 2003). A reason they had the word Administration, rather than
Management in the title was because of the influence of civil or bureaucratic governments
in school affairs and because MBAs were needed to run statistical operations in

administration (Fox, 2001).

The MBA was heavily publicized outside the United States of America, to both the
developed as well as the developing world, soon after the threat of European colonization
began receding and that of communism appeared to strengthen its hold. They were
disseminated to Europe, through the Marshall Plans of 1950-60s (Fox, 2001), to arrest the
growth of communism. Clegg et al (2000:106) observe
That the world would be ideologically safe for capitalism — the American
version, at least — was not left to chance. Following the First World War, the

major US charitable foundations — Ford, Carnegie, and Rockefeller — pursued an
intellectual agenda for shaping social science in the United States and Europe.
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In Europe, the European Productivity Agency had a significant role to play in the import
of American ideas. However, it saw to it that the European countries adapted, not
adopted, American concepts; developed European management models, not English or
French (McGlade, 1998). In the following lines I summarize the growth of the MBA

degree in Europe and elsewhere.

France accepted America’s advice for incorporating more practical element in its
management education, but seeing more similarity with other European universities
decided to build up ‘worthwhile exchanges with European universities instead of
fashionable links with American ones’ (Barsoux, 1989:141). Italy was more impressed
with American human relations principles but also realized the difference between its
backward infrastructure and that which formed the context of American theories.
Management Education here therefore grew erratically — not always based on economic
credibility, but also socio-political circumstances (Segreto, 1998; Gemelli, 1998). The
British were skeptical of MBA education. Some businessmen did not understand MBA
graduates, some thought they were ‘overrated,” and some were just prejudiced against
American models. Growth of business schools was thus in spurts — ‘unplanned and
uncoordinated’ (Tiratsoo, 1998). Norway worked together with the Americans, never
letting its government be dominated by the American ideology. Consequently, adaptation
and selection, as against imposition, was the strategy used here (Amdam and Y'ttri, 1998).
Germany and Japan, with their strong academic traditions, never adopted American ideas
because they soon recognized cultural differences with America (Thomas and Anthony,

1996; Kipping and Nioche, 1998; Grey, 2002; Currie and Knights, 2003).
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In the developing or Third World, President Harry Truman’s remark of January 20, 1949,

outlined America’s global strategy:
We must embark on a bold new programme for making the benefits of our
scientific advances and industrial progress available for the improvement and
growth of underdeveloped areas (quoted in Banarjee and Linstead, 2001:686).

In the opinion of Banarjee and Linstead (2001:686), ‘A new perception of the West and

the rest of the world was created on that day, marking the transition to a new imperialism.

The Third World was born at that moment — on that day.’

In the same year, President Truman announced aid to the developing world to keep it out
of communist hands. It was thought that simple ‘transplantation of capital and technology
to the Third World would not bear fruit unless it was accompanied by wider and

consistent social, cultural and political changes’ (Hoogvelt, 1997: 35).

China has picked up the MBA more recently. It is estimated by the Shanghai Education
Commission that by 2006 China will need 37,500 MBA graduates each year. To fill this
need, MBA and executive MBA (EMBA) programmes are springing up across China
(Hulme, 2004). There are at least 21 MBA programmes run with American partners and
40 by Chinese universities (The Economist, May 20, 2004%). Though America is
considered the leader in business education and ‘imported programmes’ teach imported
content, not all programmes follow the American model in totality. For example, ‘local

programmes’ modify imported text books for Chinese conditions and teach in Chinese,

2 http://www.economist.com/printedition/PrinterFriendly.cfm?Story_ID=2685892
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while ‘joint programmes’ teach jointly with foreign and local teachers so as to impart

viewpoints of both (Hulme, 2004).

Peterson (2001) and Banarjee and Linstead (2001) believe that seen as a commodity,
education is exported to increase scale of operations and revenues. ‘The 10 largest
transnational corporations derive more than 60% of their sales from their international
operations’ (Banarjee and Linstead, 2001:685). International universities, through selling
international products, such as information resources, publications, and even services of
professors and business experts, hope to do the same. For example, American and British
education is heavily marketed in Pakistan, while that of Australia and Canada is catching

up. [ will discuss growth of the MBA education in Pakistan in detail in chapter 4.

Though the MBA is marketed heavily and is certainly among the most expensive
educational degree programmes of today (Business2.0, 2005), it is not clear if MBA
graduates will recover their expenses in terms of time and money. Slow placements in
Switzerland and falling salaries in Hong Kong (Finer, 2001), as well as a decline in
applications for full-time MBA programmes in Canada (Vu, 2004) and the United States
(The Economist, May 20, 2004°) in recent years indicate different economic trends to

different experts.

Despite mixed opinions, the MBA is still growing in popularity. The rest of the chapter
looks at the thinking prevalent in this world renowned degree to see how it is affecting its

recipients.

3 http://www.economist.com/printedition/PrinterFriendly.cfm?Story_ID=2685892
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2.2 Technicist-managerialist thinking in the MBA curricula

As I studied the thinking prevalent in the contemporary MBA curriculum, I came across
viewpoints of several authors who pointed to a technicist-managerialist discourse in
current MBA programmes. Currie and Knights (2000) inform that a reason for this could
be the militaristic origin of the degree. According to one theory, they write, management
education originated in the military academy at West Point and the Pennsylvania Railroad
to solve managerial problems from the point of view of managers. Hence it emphasized
techniques and was strategic in nature. Some authors see the same trend continuing in
present day MBA too. By emphasizing certain ideas and values and ignoring others, it is
believed that technicist-managerialism can influence the culture of MBA programmes. In
the following paragraphs I explain this conception before moving on to how it is fostered

in MBA programmes through their pedagogy and by catering to their stakeholders.

Grey and Mitev (1995a:74) define managerialist thinking as
treating management as a morally and politically neutral activity. Hence,
management education becomes primarily concerned with the acquisition of
techniques, regardless of the context of their application (also see Perriton, 2000,
for further explanation of the concept).
In other words, such a discourse presents management as an ‘unproblematic set of
techniques and practices’ (Grey and Mitev, 1995a : 76). Students too often imply an
attitude to learning management as a set of techniques that should be ‘useful’, ‘practical’

and ‘relevant to the real world.” Techniques here do not only refer to those used in

mechanical accounting and operations management, but also include those employed in
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dealing with people and change management. Such a technicist label, say Grey and Mitev
(1995a:77), ‘relates not only to the focus on techniques but also to the fact that the

technicist approach is illuminated by commitment to instrumental rationality®.’

Since both the providers and seekers of management education concentrate on giving and
acquiring a morally and politically neutral set of techniques and practices and because
such a thinking perceives management as a technical activity, throughout this thesis I

refer to this perspective as technicist-managerialist, after Grey and Mitev (1995).

2.2.1 Fostering technicist-managerialist thinking through pedagogy

This section illustrates how various elements in the current MBA pedagogy, such as
courses, concepts, teaching methodology, and the examination system foster a technicist-

managerialist mode of thinking that neglects emotional and ethical values and concerns.

Many management scholars, such as Alvesson and Willmott (1996), Grey, Knights and
Willmott (1996), and Kallinikos (1996), assert that positivism is the dominant ideology in

management circles of today. They believe that courses such as economics and

psychology usually give students numerical and linear cause-effect models, while
marketing and accounting appear deceptively simple. Their concern is profitability.
Marketing creates stereotypes and appeals to newness. Computing restricts the moral

element in decision-making, seeming to further subordination, rather than emancipation.

* By instrumental rationality, the authors mean ‘a rationality which is concerned only with the adoption of
the most appropriate means to achieve a given end, as opposed to reflection upon the rationality and
desirability of ends themselves’ (Grey and Mitev, 1995a:88).
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Gosling and Mintzberg (2004) observe that the subject matter too is divided into sharp
categories, not fully in resonance with people’s experiences, nor including a study of
ethics. Spivak (1993) thus calls business schools ‘teaching machines’ in their being

highly influential in production and dissemination of a certain type of knowledge.

Huczynski (1993), Fineman and Gabriel (1994) and Birnbaum (2000) criticize popular
concepts and models, such as TQM (Total Quality Management), Excellence, MBO
(Management by Objectives) BCG (Boston Consulting Group - a matrix on business
strategy), and BPR (Business Process Reengineering) and best practices, taught in the
MBA syllabi, for giving an account of a reality that appears easily manageable. Fineman
and Gabriel (1999) see the problem of science-like predictability reflected in the
definitions and textbook covers as well. ‘Definitions semantically fix concepts to what
are presumed to be facts in the real world’ (p. 381), while Organization Studies textbooks
usually have covers decorated with geometric patterns, stylized human figures and jigsaw
puzzles — features ‘concordant with an organizational world that is predictable, and a

philosophy of science that stresses regularity and laws’ (p. 380).

Thus Kallinikos (1996) and Thomas and Anthony (1996) observe that, based on
utilitarian thinking and, I add, an understanding of reality that is predictable, models in
MBA programmes not only neglect deeper understanding of business issues but also
disregard or give very little importance to human rights. Lataif et al (1992), Boyatzis et al
(1995), Cavanaugh and Prasad (1996) and Clegg and Ross-Smith (2003) conclude that
management education is preoccupied with the objective, rational and masculine part of

management and marginalizes emotional and ethical concerns. Sinclair (1997) in her
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interviews with female MBA graduates also discovered that women’s participation in
MBA programmes was not considered as worthwhile as men’s; their request for help was
stereotyped as a struggle and a woman’s physical appearance did not exhibit as much
authority as a man’s. Analyzing careers of men and women who had obtained their MBA
degrees between 1992 and 1996, Heaton and McWhinney (1999) also show that their
career progress has been different — women were more likely to work in areas such as
training and administration and draw less pay, particularly at higher levels. However,
despite this, women felt the MBA had helped their careers in terms of overcoming

barriers to career progression.

In addition to sidelining emotional concerns, technicist-managerialist thinking, as some of
the above authors have commented, also neglects ethical concerns. Mitroff and Denton
(1999) and Roy and Roy (2004) express that in management circles, in comparison to
core business concepts, spirituality and ethics are considered airy concepts, above the
realities of everyday practice. Hence students find them irrelevant to business life (Zych,
1999; Baetz and Sharp, 2004). McDonald (2004:372) also lists other reasons that are
commonly presented against the teaching of ethics in business education:

e One can not teach moral standards

e Ethics are not part of the domain of business studies

¢ FEthics do not have analytical foundation of the kind other business subjects have.

As such the topic lacks credibility
e If ethics courses are taught, it is primarily for appearance

e Students are not able to transfer ethical skills to work life
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Among practical reasons, Baetz and Sharp (2004) observed in their research that some of
the reasons why teaching of ethics is a challenge in management studies is curriculum
constraints, lack of subject material, and lack of teachers’ ability to deal with the subject.
In their study of textbooks on various business subjects, they found few textbooks
acknowledging the existence of ethical theory; those that dealt with the topic covered it in
a variety of different ways, with little consistency in these varied approaches. This makes
not only the study of the topic difficult but also hampers training of teachers in the

subject.

Regarding teaching methodology, case studies — which are frequently used in MBA

programmes — reinforce technicist thinking, according to Ehrensal (2002). Coming
prepared with answers or solved by the teacher’s own understanding of the problem, they
give students the idea that they can solve any company’s problems after just two hours of

desk work, using the theories and analytical skills they have learnt.

In addition, the tightly packed MBA routine creates pressure, not permitting much
reflection of the kind that not only means musing, but also wondering, analyzing, and
struggling, say Gosling and Mintzberg (2004). Lists, so commonly found in management
texts, foster ‘routinized learning’ rather than argument, providing a ‘short-cut to
understanding’ (Fineman and Gabriel, 1999: 383). Moreover, believing themselves to be
customers of business knowledge, business students expect knowledge to come to them in
‘a pre-digested and immediately usable form’ which the teacher happily imposes on them

(Roberts, 1996:56; Currie and Knights, 2000), for example through lectures and handouts,
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I think. Moreover, according to Currie and Knights (2000:100), use of modern
technology, such as OHPs (overhead projectors), Power Point and videos, in teaching
further strengthens the technist thinking by ‘remov[ing] the dynamic quality of teaching

and thus make[ing] the experience of students more formal and distant.’

Test scores and grades, that are only one measure of student performance (Gosling and

Mintzberg, 2004) and MBA ranking lists and accreditations (anonymous, 2005) that are
only one measure of school performance, in my opinion, further reinforce the technicist
calculative mentality. By encouraging students to compete for higher grades, opt for
prestigious schools, pay attention to market rankings and calculate return on investment
(ROI) when selecting programmes of study, as a Business report 2.0 (2005) recommends,
such measures, I believe, can reduce the due importance of other criteria of learning and
selection, such as the opportunity to benefit from professors and colleagues, to develop a

spirit of inquiry, and to select courses of interest.

2.2.2 Fostering technicist-managerialist thinking through catering to market

requirements

In addition to its pedagogy, another reason, I believe, MBA programmes are technicist
managerialist in their outlook is their consideration of education as a product for the
market of students and employers. Hence both providers and seekers of education see it

as a commercial exchange, defined in terms of specific, definitive requirements.

Metaphors, such as quality assurance, benchmarks, exporting education or marketing

syllabi, standardizing educational products, and students as customers are increasingly
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heard in business academia and market. League tables, target-setting (Cope and I’Anson,
2003), calculating return on investment (ROI), and rankings (Business 2.0, 2005)
reinforce this image. Students’ evaluations of teachers further add to the ‘teacher as
producer’ and ‘student as consumer’ concept (Grey and Mitev, 1995a). Studies have
demonstrated that recruiters too do not always give much importance to behavioural
coursework in education. Rynes et al’s (2003) study, for example, showed that while
evaluating resumes, employers gave same employability rating to students who took both
functional and behavioural coursework as to those who studied only functional subjects,
although 78% of them had indicated in an earlier study that they preferred graduates who
supplemented behavioural coursework with functional expertise. Such findings send
confusing signals to students and educators who therefore do not consider behavioural
coursework as important as functional. Burke et al (2003) had also written that many
students find OB (Organizational Behaviour) matters, which deal with people

management, ‘common sensical, unimportant, irrelevant and of little use to them.’

Auken et al (2005:44) state industry’s influence on MBA programmes in these words

Most MBA programs are indeed influenced by their stakeholders. More and
more, the student is being treated as a customer, and student and alumni
satisfaction have become key metrics along with employer and recruiter
satisfaction. At the same time, the student is also a product. Therefore, it may be
that narrowing of core curricula in favor of marketable skill building has gone
too far.

Pring (1998) also believes that development of the intellect as a goal of education is
becoming difficult because of economic reasons: research agendas are set by economic,

military and government needs; instead of intrinsic value, usefulness of education is being
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considered. Kellie (2003) too showed in her 12-15 month research on two company-based
management education programmes in the UK that ‘what constitutes relevant knowledge
is no longer the exclusive domain of the educationalist. It is more closely tied to the

perceptions of the organizational stakeholders.’

2.2.3  Critiquing technicist-managerialist thinking

The following paragraphs present a debate on the advantageous and disadvantageous
features of the technicist-managerialist discourse in management education. Some
scholars see it as a necessary feature of management education, while others think it is a

short-sighted approach.

Growth in technicist managerialist thinking and metaphors, such as students as customers
and business schools as producers continues unabated, even though Grey and Mitev
(1995a) remind us that the value of education cannot be determined beforehand. Payment
of fee is only a condition of entry, not a guarantee of learning. Among scholars who
criticize such a mode of thinking, Thomas and Anthony (1996) believe that reducing
management education’s educational aspect will make it more like short-term training
undertaken to learn a specific technique or course. Seeing education merely as
commodity ignores the character building and personality development in education, add
Cope and I’ Anson (2003). Moreover, as Thomas and Anthony (1996) observe, learning
only for earning (utility) is short-term; it does not affect students’ being and is boring and

destructive to curiosity and imagination. Real management education, on the other hand,
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engages social, political and conceptual abilities, and not merely techniques that can be

learnt on the job and that can change over time.

Among those who view the technical part in management education favourably,
Burgoyne (1995) observes ‘it would be morally wrong and wasteful to fumble or fail at a
morally valuable performance for reasons of technical inefficiency. To fail to teach or
learn or apply genuinely useful technical expertise is at least indirectly immoral’ (p. 94).
He sees technical competence “as a necessary adjunct to moral development’ (p. 91).
Besides, King (1995:101) points out that it has never been adequately proven that
technicist managerialist MBA is not intellectually demanding or that it refrains from
illustrating detailed understandings or that a concem for quality is dictated by a ‘market

conception’ that sees students as consumers and teachers as producers.

Taking the debate forward. Grey and Mitev (1995b: 104-5) reply to Burgoyne’s (1995)
and King’s (1995) arguments by acknowledging that ‘managers are aware both of moral
issues (they are human beings!) and. often, the limits to management techniques...But the
question is how management is presented and understood.” The point, according to them,
is not whether management education syllabi should or should not teach technigues but
whether the discipline of management is presented as a set of techniques to be mastered
or an educational discipline that develops students” social and conceptual abilities.

Fox (1994) and Jessop (2002) bring in another point about management education not
being value-neutral. They point to the managers” role in reproducing and transforming
cultures through participation in activities having extended social consequences. As such,

management education should contribute to socio-economic development of a country. as



against equipping students with a mere set of techniques to carve out their careers with.
Such a socially responsible attitude, Jessop (2002) says, will give them not only

techniques, but also values, ethical reasoning and ability to link with people.

Though I believe that a professional degree like MBA needs to take account of market
needs, it must pay significant attention to the ‘nurturing side of education’ — development
of a sense of responsibility through inculcation of moral values. Education which fails to
clarify our central convictions is mere training or indulgence (Schumacher, 1973). If
education cannot teach non-material values that give meaning to life, how can it create a

fair society, questions Gatto®.

2.2.4 Some consequences of technicist-managerialist thinking

Several authors, as seen above, have criticized technicist-managerialist thinking for
neglecting emotional and moral issues, and fostering task-oriented models of learning and
problem-solving, and consequently influencing the pedagogy of MBA programmes in a
postivistic way. Following are some of the personal, professional, and moral

consequences of such thinking.

According to Vince (1996), Musson and Cohen (1999) and Lowe et al (2002) excessive
training in technicist or objective issues makes MBAs deficient in social skills, such as
communication, leadership and supervisory skills. Learning to see a leader endowed with

competitiveness, aggression, objectivity and lack of emotions, MBA graduates are not as

’ www.spinninglobe.net/gattopage.htm
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effective when it comes to emotional issues in organizations, such as absenteeism,
employee morale and downsizing observe Lataif et al (1992) and Currie and Knights

(2000).

Why shy away from teaching about emotions in management education, asks Leavitt
(2001). After all, effective implementation requires more than competent analysis.
Understanding of emotions is necessary for teamwork, cooperation and coordination of
human effort. Getting along with people requires empathy, sensitivity and a sense of
belongingness. In fact, suppressing one’s emotions all the time can result in emotional
dissonance and eventually job burnout (Sanchez and Levine, 1999). Companies tinkering
with mechanistic ideas of production efficiencies, cost reduction, sales and training have
employees complaining of corporations not nurturing the human spirit. Companies do not
fully realize how they are related to the environment — local tribes, flora and fauna and

the human community in general (Debold, 2005).

According to Roberts (1996:65), technicist-managerialist imagination also leads to
compliance, managerial isolation and personal retreat. There is no realization of moral or
managerial responsibility; it is amoral and ineffective, triggered by greed. A study by
Tenbrunsel (1998) showed how mechanical and materialistic thinking on the part of MBA
students led them to misrepresent information in order to win rewards. Using a
hypothetical business simulation, she demonstrated that about 55% of young MBA
graduates, with an average of 4 years of work experience, misrepresented their estimates

of market share to an arbitrator in order to win a high prize. These people justified their
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behaviour by claiming others would be doing the same, and the higher was the incentive

for the focal actor, the higher was the expectation of misrepresentation by the opponent.

Such technically managerialist mentality trickles down into management practice, says
Park (1998), where a manager is supposed to respond ‘objectively, professionally, and
dispassionately’ to ‘objective’ factors. He must work as a technician. Alimo-Metcalfe
(1995:4-5) also shows in her study how leadership is often conceived of as a set of
‘male-biased’ values, including force, action and confidence, excluding feminine
concerns about care, sensitivity and empathy. Poole (1996) raises the issue of opposing
constructs. Familial and emotional relationships are deemed ‘irrational’ in capitalistic and
bureaucratic means of production and must therefore be kept separate from work or
public life. Within the public sphere human beings are valued so far as they serve as
means towards distinct goals. Hence technicist-managerialist thinking engenders a
difference between masculine and feminine, public and private, work and non-work, and I

add religion and non-religion.

In the above section I have pointed out how some authors see technicist-managerialist
thinking in MBA curricula promoting objectivity and rationality and neglecting
emotionality and ethics. In the next section I will take up the Westernization discourse,
and tracing its origin back to colonization, suggest that the way the colonizers influenced
the cultures of the colonized races, the current MBA, with its imperialistic stance, could

also be affecting the values of its students.

2.3 Westernization or colonization?
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The other main point that my readings about the current thinking in the MBA indicated is
the dominance of Western, particularly American, constructs in the MBA curriculum.
From text books to journals to teaching methodology, the American model seems to
direct the MBA of today. MBA programmes ‘are remarkably standardized in content —
across schools and around the world’ even though ‘management is neither a science nor a
profession, neither a function nor a combination of function. Management is a practice —
it has to be appreciated through experience, in context’ (Gosling and Mintzberg,

2004:19).

I find this domination of Western, particularly American, constructs, as I will explain
later, akin to the colonial discourse that had contributed to bringing in secularism in the
Muslim world and redefined the traditional culture in a more secular light. I would
therefore like to discuss the Western or the American model in some detail before

commenting on how it could link to secularization and be a source of secular values.

2.3.1 The Western curriculum

Many business schools are eagerly adopting international management curricula to
respond to the challenges of globalization. However, a closer look at the so-called
international curriculum reveals in it a major presence of Western, primarily American,

constructs, theories and illustrations and a general neglect of management concepts from
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the rest of the world. The following paragraphs show this dominance in the case of text

books, journals, concepts, and teaching methodology used in MBA programmes.

In their study of American textbooks, Francis and Globerman (1992) showed that even
books which claimed to be international had only a few international topics presented
separately. Accounts textbooks were observed to be least international in content;
marketing books had 5% international content and production or strategy 9%. On
average, a book that claimed to be international had a mere 7% international content.
They thus conclude
By and large all textbooks reflect a strong home country [US] bias...By far the
most cited examples of international content have to do with Japan...Except for
China, most Third World countries are ignored, and some geographic regions are
never mentioned, or if so usually from stereotypical stances’ (p. 144).
Metcalfe and Rees (2005) find genuine research in International Human Resource
Development still ‘sparse and fragmented’ and not linked adequately to countries’
specific social, cultural or governmental institutions, despite the word international in the
title of the discipline (p. 451). Jaya (2001) and Murad (2002) also blame international
texts for being predominantly American. Steingard and Fitzgibbons (1995) question the

missing ‘stories of the impoverished’ and the ‘pleas for the desecrated virgin rainforests

in South America’ and ‘voice of dissent to globalization’ in the international texts.

In addition to ignoring certain cultures, many management text books represent or
misrepresent different cultures in different ways. For example, Mills and Hatfield (1999)
established through their content analysis of 107 widely used North American texts

published between 1959-96, that they constitute a narrative built around a ‘white, male,
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liberal American view of reality’ (p. 37). Some texts very explicitly see the American
manager as ‘self-determined,’ ‘rational,” ‘frank and open,” while his/her foreign
counterpart is ‘driven by mysticism or fatalism,’ is ‘irrational’ and ‘deceiving’ (p. 51).
Nwanko (2000) also points out how the developed world is failing to take notice of
developmental and modernization work going on in sub-Saharan Africa, but insists on

maintaining its stereotypical image of a dysfunctional and backward region.

Moreover, management education does not provide students with a study of language,
power, and context (Reynolds, 1999). Issues of race and gender have rarely been
addressed (Frenkel and Shenhav, 2003). “‘Nowhere in the text book are the theories placed
in their historical and epistemological context’ (Ehrensal, 2002:143), even though
assumptions built into theories are often culture-specific (Prasad and Cavanaugh, 1997).
Moreover, rarely do the authors give a critique of the theories they propound (Ehrensal,
2002). Management text books, for example Daft (1988) (another American text), permit
very little reflection upon the conditions and consequences of established theory and
practice. ‘Established priorities and values are assumed to be legitimate’ and the darker
side of management is presented as an ‘aberrant or unavoidable deviation’ (Alvesson and

Willmott, 1996:31; see also Younis, 1993).

Fineman and Gabriel (1994) thus conclude that the textbook is being used increasingly to
advance certain ideologies. They depict it as a
rhetorical device that does not persuade through argument. It comforts and

reassures. It asserts and it infuses to a relatively passive, but normally willing,
recipient (p. 385).
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This leads Mills and Hatfield (1999) to question how such a limited, distorted and

ethnocentric view of reality could contribute to the development of managers.

Top journals of management are all US-based (Kumar and Usunier, 2001). According to
Clegg and Ross-Smith (2003), since 90% of the publications in top journals are written by
US scholars, it is to be expected that the research reported deals mainly with US practice.
This allows the US reviewers to reject not only ‘shoddy’ research, but also that which
does not ‘fit their favoured paradigm.” Susanne Wagner, Executive Director, United
States International University-Mexico, for example, says, ‘There is unfortunately a
tendency to downplay what Mexico can contribute,” (de Lopez, 2001). Grey (2002) also
remarks that though the Americans claim management to be no more than morally neutral
technique, they stand ready ‘with an overtly moralistic stance’ to reject anything that does

not support the values of market populism.

Blunt and Jones (1997) illustrate how deviation from the norms is becoming increasingly
difficult: concepts such as team-working have become ‘tyrannical, and their denial
tantamount to heresy.” At the same time, Islamic concepts of motivational needs that
regard spiritual needs at least as important as material and achievement needs (Ali, 1990
and 1996), Confucian beliefs that underlie the working of Chinese and Korean
organizations, and African models of leadership that highly value consensus, tolerance
and kindness (Blunt and Jones, 1997) are not only not taught, but not even recognized as
alternative theories. Even European authority figures, like Foucault and Weber are found
of little interest by American scholarship and their debates seldom given serious thought

by their counterparts across the Atlantic (Clegg and Ross-Smith, 2003). Thomas (1998)
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thus affirms that Americans have failed to take notice of alternative models, even if they

have proved superior to their own.

In addition to the curriculum that apparently follows a certain set of ideas, the teaching
methodology too seems to be based on a few selected methods. A very popular method is
that of the case study. However, case studies used in many business schools are more
often than not developed in America and discuss stories of American multinationals.

Even if local cases are used to teach business students, students try to solve them on the
bases of their American dominated knowledge. Hence, they are led to believe that what
works in America works in their country as well (Ehrensal, 2002). Moreover, ‘the value
stance [in cases] is usually managerial,” add Fineman and Gabriel (1994).

Summarizing the debate on internationalization, Clegg et al (2000) conclude that

international means, more precisely, North American and European.

2.3.2 From colonization of territory to Westernization of mind

The above discussion, with its explanation of the dynamics of dominance and
subordination of some ideas, bias for and against certain cultures and marginalization or
othering of certain people, reminds me of Said’s words that largely rescued from
‘alienation and obscurity, the existence of the Orient [however] has remained fixed in
time and place for the West’ (Said, 1991:108). The work of eighteenth and nineteenth

century imperialists, philosophers, and travelers is being carried on by the media,
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multinational corporations and business educators. Orientals or natives® are either ignored
from standard management texts or represented in stereotypical ways. An examination of
management school curricula shows how the picture of the Other’ is still more or less
intact today. In the words of Mills and Hatfield (1999:49):

The business text...is but a newer form of fiction and, by its direct relationship

to business enterprise, more likely to reveal traces of imperialism noted by Said.
The fact that English is the medium of instruction and official language of many
postcolonial countries and many are still utilizing colonial education systems is a living
testimony to the continuation of colonialism. This seems more potent when one
remembers that language is the medium through which a hierarchical structure of power
is perpetuated, and the medium through which conceptions of truth and reality become
established (Ashcroft, et al 1989). The national language of Pakistan too is Urdu, but its
official language is English. Every time we speak or write in English, we pay homage to
Western intellectual and political hegemony (JanMohamed and Llyod, 1997:236),
especially when we are reminded that ‘Language not only ensures the continuity of

national thoughts but also maintains and reinforces cultural identity’ (Ali, 1995).

Peterson (2001:639) explains the above arguments from the point of view of globalization

In the dynamics of globalization there are not equal players and the playing
fields are not level. This is not about educational partnerships where the flow of
information, ideas and talent is based on equal footing.

® Postcolonial term, from a colonial point of view, for subjects of colonized races (see Spivak,1988:281, for

example)
7 Same as footnote 7
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Dirlik (1996) explains that globalization, of which I see Westernization of management
education as an ingredient, is the control of the ‘process of production.’ In addition, it has
no centre (or headquarters). In the game of imperialism today only a few things have
changed. Control is now negotiated, not imposed. I believe the term globalization has
displaced colonization. To me it is an obscuring term for colonization. During
colonization, it was the hold of the physical resources of the colonized, now it is that of

the human resources of the globalized.

Banarjee and Linstead (2001:683) make the same point:
globalization becomes the new global colonialism, based on the historical
structure of capitalism and is a process that executes the objectives of
colonialism with greater efficiency and rationalism.
A political process, it is sustained through relationships of power, domination and
subordination that are written by transnational corporations and international institutions.
It is associated with capitalist society and Western culture, that is, political, cultural and
social positions in the non-Western world are defined in relation to the capitalist West
(Loomba, 1998; Dirlik et al, 2000). In the opinion of Amin (1997:32), ‘Capitalism is
more than just an economic system; its economy is inconceivable without a social and
political dimension.” Young (1995) has the same observation in that capitalism does not
simply control desire; it must first do away with cultures and institutions already

established, reduce everything to the value of money and then reterritorialize nations and

families — just as colonialism did.
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Here I would also like to add Grey’s (2002:188) comment on business schools as a major
player in the globalization process.
Business schools are therefore able to play a pivotal role in the ideological
projects of globalized capitalism in promoting, and especially, socializing
students into a sanitized representation of corporate management.
In his article titled The Essential Library: Management Books That Every Manager Ought
to Read, Sridharan (2005), a manager from postcolonial India, recommends a set of books
that are almost all from America. Some of these are criticized for containing only fads,
some for following a very positivistic frame of thinking, while others for the doubtful
authenticity of their claims (I have mentioned many of these books in my earlier
discussions). To me such a strong recommendation for literature that is heavily criticized

(though I do acknowledge it has some worth) appears as an example of consenting to

American dominance.

Prasad and Cavanaugh (1997:316) sum up the role of management texts in upholding

relations of domination and subordination that support the process of globalization
Implicitly, therefore, the texts of conventional management often function as
instruments for reproducing the (organizational or societal) status quo. Put
another way, wittingly or unwittingly, conventional management texts frequently
serve as ideological devices that legitimate or perpetuate existing structures of
domination and, consequently, limit individual, organizational, and societal
potential.

In the paragraphs above I explained why I find management education of today similar to

colonization of the previous centuries. In the next section I illustrate how management

texts sometimes appear to be using the similar strategies of domination,
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misrepresentation, and repression, which were employed by the Orientalists to influence

the values and cultures of colonized nations.

2.4  Rewriting the culture of the colonized: from Islam to secularism

British colonists first came to Mughal India in the seventeenth century to secure and
develop markets for their surplus goods and capital. Representing the interests of only a
few classes, primarily investors and financers, colonialism used not only exploitative
means, such as militarism, wars and imperialism (Berberoglu, 1987) but also socio-
cultural and educational means for improving the natives for their purpose (Said, 1993).

In the process they ended up rewriting the culture of the colonized.

2.4.1 Creating the Orient(al) through domination and misrepresentation

Occident’s, i.e. the East’s (understood to be spreading from the Mediterranean to China)
relationship to the Orient, i.e. the West (primarily seen as Europe and later America as
well) was that of ‘power, domination and hegemony,’ states Edward Said (1991:2). The
Orient became known to the world through the tales and experiences of merchants,
crusaders, travelers, and the writings of poets and philosophers, many of whom had never
even set foot on the Orient. These people — the Orientalists — had particular ways of
describing the ‘Oriental’ or the colonial subject. Taking a position outside of the Orient,

the Orientalist was not really concerned with what the Oriental or the Other thought or
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felt. Yet he/she insisted on speaking for the Other him/herself. Hence, believes Said
(1991:22)

the value, efficacy, strength, apparent veracity of a written statement about the

Orient therefore relies very little...on the Orient itself...It depends more on the

West than on the Orient (also see Robert® ).
Being learned, the Orientalists imposed ‘disciplinary orders’ upon the data they collected
from the ‘natives’ to create the Orient of their dreams. The Oriental was ‘childlike,’
‘depraved,” and ‘irrational,” while the European was ‘mature,” ‘rational,” ‘virtuous’ and
‘normal’ (Said, 1991:40). The Oriental was a follower of ‘strange’ customs and an
‘Asiatic mystery,” as Disraeli remarked (Said, 1995). For the Oriental, the Orient stood
culturally, intellectually and spiritually ‘outside’ Europe (Said, 1991:71). On the
furthermost limits of the ‘outside’ lay Islam. It was created by Muhammad (pbuh)’, and
followed by the ‘dishonest’ and ‘degenerate Mohammadens.’ It was characterized by a
‘retrogressive position when compared with other human sciences...its methodological
and ideological backwardness, and its comparative insularity from development... in real
world circumstances’ (p. 261) because it held to its origins. Gruesome imagery of Islam
continued as it increasingly threatened Christianity and outshone Rome. Till the very end
of colonial rule, it remained for the Orientalists ‘a degraded representative’ (Said,

1991:261) of the Orient (also see Robert'?).

8 http://www.muslim-answers.org /orientalism.htm
° The Muslim salutation ‘Peace be upon him’
19 Same as footnote 9
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2.4.2 Education in the Muslim colonies: a case of repression and replacement

Not only did the Orientalist assign the Other a misrepresented, falsified and stereotypical
identity through his/her writing, but also assumed for himself/herself a superior, cultured
and universally appealing personality. Seeley (quoted in Said, 1993:226) declared
We in Europe...are pretty well agreed that the treasure of truth which forms the
nucleus of the civilization of the West is incomparably more sterling not only
than the Brahmanic mysticism with which it has to contend, but even than the
Roman Enlightenment which the old Empire transmitted to the nations of
Europe.
With this in mind, the colonist sought to reform, educate and acclimatize the ‘subject’
into his own culture. Lord Macaulay spoke of his intent to produce ‘a class of persons
Indian in blood and colour, but English in tastes, in opinions, in morals, and in intellect’
(quoted in Bhabha, 1994:87). The more the native adopted the mother country’s ways,
the more he/she rose from his/her jungle status. However, the colonial master made sure
that the ‘subject’ remained the ‘subject’ and not became too much like him. It was feared
that too aware a native could become too proud to fit into the colonial apparatus and

could agitate for liberty. Therefore he must be improved ‘partially’ (Bhabha, 1994; also

see Fanon, 1970).

English education in the colonies was thus aimed at producing ‘loyal, obedient
administrators’ (Szyliowycz, 1995:417). Only modern policies would lead to
advancement, it was decided by the colonists. If traditional values did not fit, they were
seen to be ‘dysfunctional’ to the process of development (Badger, 1994). Thus traditional

Islamic education was neglected or in some cases discouraged to make room for English
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education. Here I would like to elaborate a little on Islamic education and its values by
pointing out its salient characteristics and how it furthers the values espoused in Islam.
This will hopefully enable the reader to see the difference between the education system
of Islam and that brought down by the colonists and contribute towards understanding the

conclusions of this research.

Traditional Islamic education, according to Sharifi (1979), Professor of Sociology and
Philosophy at the University of Tehran, it saw all knowledge as interrelated (Husain and
Ashraf, 1979). Concept of knowledge in Islam, as Nasr (2000) explains, begins with the
concept of oneness or unity of God. Since all knowledge begins with God, it is all inter-
related. There is no distinction between religious and worldly knowledge, since all
knowledge is created by one God. A clear example of this precept in practice was seen in
the Muslim empire of the 8-10™ centuries, when the caliphs had the Greek, Egyptian,
Indian and other non-Islamic works translated and incorporated into knowledge generated
in the Muslim world. This also meant that whatever was taught in educational institutions

was presented with both its material and spiritual aspects. Character-building and

inculcation of virtuous values, such as discipline, integrity and humility, went hand in

hand with professional training. The purpose was to strive to become the insaan alkamil

or the ‘universal man’ envisaged in Islam. Hence pupils were educated in such a way that
their lives, actions and decisions could be governed by the spiritual and ethical values of
Islam, with an eye on the Hereafter (Husain and Ashraf, 1979). Moreover, acquiring of

knowledge is an obligation on each human being, irrespective of gender or class or any

other difference, so that he/she can attain the status of the insaan alkamil envisaged for

him/her in Islam. This led to the widespread propagation of knowledge throughout the
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Muslim world, especially of the 8-13" centuries. Seen as essential to the preservation of

the vitality of society, education was widely supported by every capable person who

participated in giving educational instruction or funds (awgqaaf), whether in/for mosque
schools, madrassahs or universities and medical schools. Thus learning was pursued both

formally and informally, depending on the needs and resources of the educators and the

students (also see Qureshi, 1975 and Attas, 1979a).

The model of education described above prevailed in Muslim India as well. But with the
onslaught of colonization that brought out the importance of race and culture to secure
material benefits in the colonial world, Muslims’ links with the Holy Quran continued to
be severed (Attas, 1979a) as the new form of education distinguished between the
religious and the secular aspects of education. Szyliowycz (1995:418) believes that the
major difference between traditional and the British schools in India was not so much ‘in
the methods or in the behaviour of teaching, but in the bureaucratization and
formalization of schooling.’ This, as Qureshi (1975) observes, was more conducive to the
development of clerics, rather than leaders. The formal examination system, he explains,
encouraged focus on a narrow set of concepts useful from the examination point of view
instead of on research and discovery. Rent-free land, on which madrassahs (Islamic
schools for traditional education) were located were also often reclaimed. Thus local
edpcation continued to be destroyed or neglected as Muslim thinkers lost control of their
educational and legal systems and sons of affluent classes cast their votes in favour of the

British system to secure jobs in it.
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As the hold of the colonists and secular values they brought strengthened, some Muslims,
such as the Islamic institution at Deoband, eschewed from Western systems and societies
and others, such as Anjuman-e-Hayat-e-Islam and Madrasah Manzoorul Islam of Barely,
tried to protect Islamic values from Christian and Hindu influences. Other institutions
such as Nadwat-ul-ulema tried to synthesize it with Western modernity. Influence of
many of these institutions, such as the Darul Uloom, and the educational centres they
established, such as Islamia College in Peshawar by the Anjuman-e-Hayat-e-Islam and
the Sindh Madrasahtul Islam in Karachi, still exist in Pakistan. Moreover, individuals,
such as Syed Ahmad Khan, Mohammad Igbal and Nawab Abdul Lateef in India also
strove to bridge the gap between Islamic and Western thinking (Siddiqui, 2005). But local
people began looking at Westernized youth with askance, questioning the value of the
Western education per se, as early as the late nineteenth century. Besides, they felt
aspirations of the elite and rulers were not those of the community, but of colonists.
Several other experiments in Islamic and secular educational systems took place, but
always caught in the dilemma of how much of Western education to import, without
unnecessarily secularizing the curriculum (Husain and Ashraf, 1979; Barazangi, 1995;
Igbal, 2004). Thus English or secular education ran in parallel with Islamic education,
with the bifurcation, hitherto unknown in the Muslim educational set-up, dealing a severe
blow to the mental and spiritual health of the Muslim community in India (Qureshi,

1975).

A rude shock to the Muslims of India came when the caliphate in Turkey, for which they
had fought for several years and which was considered the stronghold of the Muslim

world by many was abolished by Kamal Ataturk in 1924. With the caliphate out of the

48



way, it was relatively easy for Mountbatten to proclaim a secular state in India, although

‘voice of Islam and semitized Hinduism as alternatives to the European English

Enlightenment continued to be heard for some time’ (Spivak, 1993:265). This, I believe,

was an event that paved the way for secular education as distinct from religious education

in pre-Partition India and later in Pakistan. Professor Moazzam Hossain, Vice Chancellor

and Professor Emeritus of the Dacca University brings out this separation in these words:
By dividing education into secular and religious education and by establishing
separate institutions for both divisions, the British scheme of dual education

replaced the unitary Islamic system of education, resulting in perennial discord
among the products of the two systems (1979:101).

2.4.3 Basis of imperial authority

After Dr. Fieldhouse, Said (1994: 11) states ‘The basis of imperial authority was the
mental attitude of the colonized. His acceptance of subordination...made empire durable.’
He lists quotations from many reformers of colonial India who had made similar
observations. Hall (1998: 225-6) stresses the same point
They had the power to make us see and experience ourselves as “Other.” It is
one thing to position a subject or set of peoples as the Other of a dominant
discourse. It is quite another thing to subject them to that “knowledge”, not only
as a matter of imposed will and domination, but by the power of inner
compulsion and subjective con-formation to the norm.
Following a prolonged period of subordination, the ‘native’ did stir up. At first there was
actual fighting in the middle to late nineteenth century (primary resistance) and then

ideological struggle (secondary resistance) in the twentieth. The latter was expressed in

the rejection of Christianity and Western dress and the teaching of nationalism. Said
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(1994), however, remains wary of nationalistic struggle, as in his opinion, it is coercive

and not a solution for remedifying economic or social injustice.

The more Westernized natives continued emulating modern European ways and
undertaking journeys to the West to learn from them (Spivak, 1993). Bhabha (1994) calls
such emulation ‘mimicry’ that was necessary to the colonized and desirable to the
colonist. Said (1994: 264) writes, ‘Out of the learning process, millions grasped
fundamentals of modern life, yet remained subordinate dependents of a foreign imperial

authority’ because that was what was aimed.

2.5 Chapter Summary

In this chapter I discussed two modes of thinking in present day management education —
technicist-managerialist and Westernization/Americanization — that I feel have an
influence on the cultural values of its students. The first of these marginalizes emotional
and ethical values in managing by obscuring them under quest for objectivity and
rationality. For example, I discussed how text books, theories, as well as teaching
methodologies, such as case studies and student-teacher interaction, emphasized
positivistic streams of thoughts that overshadowed moral and human values and split the
managers’ world into public/private and religion/non-religion. The second,
Westernization/Americanization, seemed to me to be using similar strategies of
misrepresentation and repression of other cultures that the colonists used to impose their
cultures over those of the colonized. In the case of the Indian subcontinent, for example,

aiming to produce specific type of men for their own purposes, the colonists overpowered
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the traditional Muslim education system, by stereotyping and repressing the Muslim
traditions and replacing them with their own ‘more sterling’ European cultures and
secular agendas. Since both of these discourses affect the value systems of participants in
a secular, as opposed to a religious, way, I see them related to each other and possibly
capable of explaining the values endorsed in the MBA curricula of Pakistan, which (as [
will explain later) are borrowed heavily from the Western, particularly the American,

MBA.

Having detailed these two discourses, the question that comes to my mind is whether
Western imperialism in contemporary management education, with it technically
managerialist philosophy that sidelines religious and ethical concerns, could impact upon
the values of present day Pakistani MBA students just as Western colonialism with its
secular agenda did in the case of the Indian Muslims. To address this question, I will need
to look at the curricula of my chosen case studies and the values endorsed in those
schools. This is what I have dealt with briefly in chapter 4 and in detail in chapter 6 of
this study. But I would first like to describe my theoretical perspective that has been the
background of my research, influencing my research questions, literature review and

methodology.
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CHAPTER 3: POSTCOLONIALISM - THEORETICAL PERSPECTIVE OF

THIS RESEARCH

In this chapter I explain the theoretical perspective informing my research. I begin with
how I came to choose a particular perspective, that is, the postcolonial theory, and then
present its major features. Since this theory borrows considerably from other
philosophical perspectives and notions, I also describe these, pointing out features they
have in common as well as those where they differ with postcolonial theory. Both these
discussions are presented as debates. In explaining these various arguments, I pay special
attention to how the various notions inform my inquiry. A critique of postcolonial theory
is given towards the end of the chapter. Finally, I lay out examples of a few researches to
give an insight into the variety of issues addressed by postcolonial research and the
various methodologies employed to research them, before moving on to my own

methodology in chapter 5.

3.1 Finding my theoretical perspective

Before elaborating upon my chosen theoretical perspective, I would like to put forward
my understanding of paradigms, perspectives and theories. I take a paradigm to be a
cluster of beliefs that determines what should be studied, how research is to be done and
how results are to be interpreted (Bryman and Bell, 2003). ‘It represents a world view that
defines for its holder the nature of the ‘world,” the individual’s place in it, and the range

of possible relationships to that world and its parts’ (Denzin and Lincon, 1998a: 200).
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Perspectives, though they share many features in common with paradigms, are not as

unified or as solidified as paradigms (Denzin and Lincon, 1998a).

Authors such as Vaughan (2000) and Yin (2003a) provided me with a meaning of and
purpose for using a particular theory. They see theory as a ‘sensing device’ to look out for
and pick up information of interest. Since such a commitment can bias data collection, the
authors recommend the chosen theory must be made explicit at the outset to enable
readers to understand why certain elements in the data are given more prominence than

others.

In choosing this theoretical perspective, I first responded to the questions that had
perturbed me for some time. As mentioned in the introductory chapter, these regarded the
nature of work values endorsed in business education syllabi and the little attention such
curricula gave to religious and ethical concerns. These impressions were disturbing to me
because I felt management education, with its wide social impact, could not afford to
neglect such concerns. As I searched for links between education and values, Husain and
Ashraf’s (1979), Hofstede’s (1984), Bourdieu and Passeron’s (1990) and Ali’s (1995)
ideas on the interplay between culture, education and power (as I laid out in chapter 1)
strengthened my belief that education has a definite impact upon one’s values. By the
same token, I believe, MBA education could also impact upon the values of business
students. I therefore decided to inquire into the values encouraged in MBA programmes
through a study of the thinking prevalent in their curricula. The more I read about the
MBA degree (as discussed in chapter 2), the more it appeared a technicist-managerialist

Western artefact to me — an artefact that marginalizes human and moral values, especially
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those of non-Western cultures. Scholars who see management education as a Western or
American artefact, criticize it for talking about certain people in certain ways: such as the
white male American as the universal manager, while the others are constructed as a
digression from this only acceptable model; only some countries dominate the so-called
international texts; if others are mentioned, they are from stereotypical stances. A detailed
description of this part of the research was given in chapter 2, where 1 also linked
Westernization/Americanization in management education to colonialism in pre-Partition

India to show how the colonial history of the place affected its cultural history.

I also mentioned in the previous chapter, that the ‘othering’ of some people and painting
particular images of them and their culture had led me into postcolonial theory.
According to this theory, it was the colonized subject who was the target of
marginalization and stereotyping. Pakistan too had a colonial past; Islam too had been
affected by colonialism. In fact, many Islamic traditions were overshadowed by the
colonial zeal for secular education (as explained in chapter 2). These points had attracted
me to postcolonial theory that seemed to address the Westernization/colonization
discourse as well as shed light on the Islamic culture lost in the educational syllabi of
postcolonial countries. Yet I was conscious of Yin’s (2003a) suggestion that one should
look at all theories relevant to one’s study. Theory not only guides research design and
data collection, but is also the main vehicle for generalizing results of the case study. For
my research I looked at feminist theory, Marxist theory, discourse perspective, as well as
poststructuralism and postmodernism. Since I found all of these to highlight one or
another aspect of postcolonial theory, I decided to adopt postcolonial theory as my

theoretical perspective. Besides, putting together the relationship between history, culture
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and education, I thought that if territorial colonialism could affect the culture of the
‘subject’, could academic imperialism also influence cultural values? I have sought
answers for this question not only from the business students and teachers but also from

managers in industry who hire and work with business graduates.

3.2 A history of postcolonial theory

Each perspective has a history behind it. Very often social and political circumstances
lead to the proliferation of certain ideas that assume the shape of a theoretical perspective.
For example, the rise of social movements contesting dominant ideas of race, gender and
ethnicity, distribution of global power, and concepts like nationalism and democracy,
which have formed modern history, have often led to instabilities and revealed the
inadequacies of old narratives of progress and pointed out reasons for addressing
contemporary realities (Mongia, 1996). Postcolonial theory is one such attempt. It made
its maiden journey as a separate theoretical perspective with the launch of Edward Said’s
influential text Orientalism in 1978. Orientalism is considered as the ‘antecedent’ of
postcolonial theory by many philosophers in the field. Though Moore-Gilbert at al (1997)
criticize it by for not clarifying the fundamental issue of the book — whether Orientalism
is a cause or consequence of imperialism — they find it ‘difficult to overestimate’ the
importance of Said’s contribution to postcolonialism criticism. Before Orientalism, Fanon
(1970) had alluded to similar thoughts of the black man’s destiny lying only in adopting
the white man’s ways. Then in 1980 and 1982 symposia in Essex publicized works of
Spivak and Bhabha. This was followed by The Empire Writes Back by the Centre for

Contemporary Cultural Studies in Birmingham around the same time (Mongia, 1996:3-4).
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Since then there has been a stream of postcolonial authors such as Dirlik, Mongia, and
Ahmad and postcolonial theory is now a part of such diverse fields of study as

management, sociology, literature, and criminal studies (ibid).

3.3  The postcolonial argument

This section presents the major features of postcolonial theory, including the various
understandings of the concept, its purpose, its subjects of inquiry, its response to the

colonial discourse, its concept of identity and its denial of being a nationalistic struggle.

3.3.1 Understanding the postcolonial argument

The term ‘postcolonialism,” inform Moore-Gilbert et al (1997), was first used in 1959.
However, it is still a contested term. Moore-Gilbert et al (1997:1) speak of this problem
of defining it. ‘It is an elusive and contested term. It designates at one and the same time
a chronological moment, a political movement, and an intellectual activity. This multiple
status makes exact definition difficult.” Hall (1996:242) too puts forward a basic question,
‘When was the post-colonial?’ Moore-Gilbert et al (1997) reply that if we take ‘post’ to
mean ‘after’ and ‘colonialism’ to denote the ‘period of imperial rule of foreigners,
primarily Western, in other continents,” postcolonialism will mean a ‘period after the end
of colonial rule’. This is hOV;/ the term is commonly understood. But the authors do not
accept the word ‘post’ so unquestioningly. They ask whether ‘post’ means ‘after, semi,

late, ex or neo?” To them postcolonialism ‘hints at withdrawal, liberation and
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reunification, a period marked by suspicion of progress’ because of the ‘degrading past’

and ‘enslavement of the Other’ (Moore-Gilbert et al, 1997: 2).

But to Mongia (1996) and Loomba (1998), postcolonialism is primarily a change in
intellectual approaches. Postcolonialism is not a periodization but a
methodological revisionism which enables a wholesale critique of Western
structures of knowledge and power, particularly those of the post-Enlightenment
period’ (Mongia, 1996:2).
Ashcroft, Griffith and Tiffin (1995: xv) see postcolonialism as:
the totality of practices, in all their rich diversity, which characterize the
societies of the postcolonial world from the moment of colonization to the
present day, since colonialism does not cease with the mere fact of political
independence and continues in a neocolonial mode to be active in many
societies.
To Dirlik (1996), it is both a period after colonization as well as the discourse on it
produced by postcolonial intellectuals. For my understanding of the term, I consider both
Ashcroft et al’s (1995) and Dirlik’s (1996) conceptions necessary. Periodically speaking,
I regard postcolonialism as a period after colonialism, and epistemologically as a

discussion produced on a variety of practices in the postcolonial world from the moment

of colonization to present day.

Postcolonial perspective ‘insists...that cultural and political identity is constructed
through a process of othering’ urging us to rethink the language of cultural community
(Bhabha, 1998:219). Along with globalization, postcolonialism believes that culture is the
‘site on which Eurocentricism needs to be challenged’ (Dirlik et al, 2000:29). Hence

postcolonial studies are interested in investigating how stereotypes, images, and
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knowledge of colonial subjects and cultures are utilized to serve different institutions of
control (Priyadharshini, 2000). My study is one such attempt. Directed at inquiring into
the values different MBA programmes are endorsing, my study aims to question whether

the local religious values of the students are being othered in order to serve certain ends.

3.3.2 The purpose(s) of postcolonial theory

No perspective exists without a purpose (Priyadharshini, 2000). The purpose of the
postcolonial perspective is to many, according to Mongia (1996:2), to deconstruct
European thinking in areas as wide ranging as philosophy, history, literary studies,
anthropology, sociology and political science. Postcolonial theory denies Europe’s or
America’s claim to universality and sees them only as one of the provinces of the world.
From an academic point of view, it revisits, but in no way demotes, old canonical works
‘that conspired to make the straight white Christian man of property the ethical universal’
(Spivak, 1993:275). According to Bhabha (1994:171), postcolonial theorists
formulate their critical revisions around issues of cultural difference, social
authority, and political discrimination in order to reveal the antagonistic and
ambivalent moments within the rationalization of modernity.
I too use this perspective to challenge the discourse of Westernization (as well as the

technicist-managerialist thinking, as I will show later) in the field of management

education.

This is because, to the postcolonial theorist, authority is not neutral — it is formed and

disseminated; it establishes canons of value, it is indistinguishable from certain ideas it
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dignifies as true and from perceptions and judgments it transmits. ‘It must be analysed,’ is
his/her message (Said, 1995:19). Hence, postcolonial perspectives challenge those
ideological discourses of modernity that attempt to give ‘hegemonic normality’ to the
uneven development and the differential, often disadvantaged, histories of peoples. In a
similar vein, by directly asking respondents, by observing classes in schools and by
inquiring into school publications, I see myself questioning the authority of the
established management curricula and the discourses prevalent in them (for example,
technicist-managerialist and Westernization/Americanization) with regard to the work

values they are endorsing.

3.3.3 Subjects of inquiry of postcolonialism

Philosophical and theoretical perspectives, due to their selection of topics for
problematization, usually look at specific elements in society (Bertman, 1974). The most
obvious subjects of postcolonialism are the races which were once colonized. Hence
conducting a research study in Pakistan, I see my study of the Pakistani MBA students
and teachers as well as managers as one by a postcolonial researcher on a postcolonial
race. But since postcolonialism talks as much about the colonizers as the colonized or
perhaps even more so, some authors, including Bhabha and Ashcroft et al believe that the
subjects of inquiry of postcolonialism should include both these groups (in Moore-Gilbert
et al, 1997). Moreover, Loomba (1998) and Young (1995) caution that it should be borne
in mind that not all colonized subjects had similar experiences. Spivak (1988) also insists
that the subaltern, or the colonized subject, is heterogeneous, with different genders,

experiences, and histories, not any singly defined individual. Besides, experiences of
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natives varied from America and Australia to India and Africa (Ahmad, 1996; Moore-

Gilbert et al, 1997).

The characteristic feature of the subaltern'' is often understood to be his/her muteness but
this is not unanimously agreed upon by all postcolonial theorists. To Spivak, (s)/he has
been silenced. ‘There is no space from which the sexed subaltern subject can speak.” If he
or she has spoken he or she has not been understood (in the intended way) by the
privileged of the first or third worlds (Spivak, 1988:307); to Bhabha (1994), (s)/he has

already spoken through mimicry. Loomba (1998) is not too sure of what speak means.

Nevertheless in the opinion of (Spivak, 1988:298), ‘To ignore the subaltern today is...to
continue the imperialist project.” This is one of the major purposes of my study: to find
out the opinions and experiences of postcolonial students and teachers in their MBA
programmes and those of the managers of their interaction with MBA graduates. To give
voice to these postcolonial subjects as to the values being endorsed in the MBA
programmes, [ have used data collection methods that could allow them to comment
freely on their experiences, feelings and opinions. This has enabled me to comment if the
subaltern is still being reproduced in the management academia of Pakistan through
internalization of certain values, for example, technicist-managerialist or colonial, in

opposition to the Islamic.

! Another postcolonial term, often used by Spivak (1988), for the colonized subject.
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3.3.4 Responding to the colonial discourse through the Minority Discourse

A set of reading practices, postcolonial study signifies ‘a subjectivity of oppositionality to
imperializing/colonizing discourses and practices’ (Loomba, 1998:12) that contribute to
the perpetuation of stereotypes and the resulting discrimination and subordination. These
re-reading and re-writing practices are called the Minority Discourse by Moore-Gilbert et

al (1997).

Reading and writing texts, according to postcolonial theorists, whether in print or in
electronic media, are never neutral activities; instead there are interests, powers, passions
and strategic calculations involved (Said, 1993). The colonists too used particular
strategies to write about the natives and strengthen control over them. ‘Fixity,” ‘rigidity’
and ‘daemonic repetition’ are the main features of colonial discourse, according to
Bhabha (1994:79-80). Stereotyping is its primary strategy, which made the native
‘objectified” and his subjectification possible. Abbot (in Bhabha, 1994) adds
discrimination on basis of easily visible characteristics, such as colour and skin of the
colonized as well, as contributing to the process of stereotyping and subjectification.
Postcolonial theory thus thwarts Marx’s pitiful image of the natives who ‘cannot
represent themselves; they must be represented,” dismisses Balfour’s (French ruler in
colonial Egypt) presumption about the native of ‘We know them in and out,” and
challenges Lord Cromer’s arrogant ‘I content myself with noting the fact that somehow or
other the Oriental generally acts, speaks and thinks in a manner exactly opposite to the
European’ (Said, 1995:39). Some of these images are still apparent in the Western

dominated management texts of today, as I detailed in chapter 2. In critiquing these
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constructs and rejecting the colonial assumption that when the marginalized unite to
speak they have nothing to say except ‘incoherent babble’ (JanMohamed and Llyod,
1997: 237), I see my research as a refutation of these pitiful images the dominant Western

nations have of the postcolonial races.

In addition to refuting the stereotypical claims of the imperialists, postcolonial reading
and writing practices describe and define the common denominators that link various
subordinated cultures which share an antagonistic relationship to a dominant culture that
marginalized them. Hence, Minority Discourse is an attempt to make the marginalized
realize that they actually constitute the majority, help them examine the nature of their
marginalization and develop strategies for their re-empowerment (JanMohamed and
Llyod, 1997). For example, JanMohamed and Llyod (1997) remind the postcolonial races
that their cultures have been erased by the colonists either through ‘institutional
forgetting’ (JanMohamed and Llyod, 1997: 239), obliterating minority texts from
publication or turning blind to minority concerns. The physical survival of minority
groups lies in their recognition of their culture as viable, to break out of such ‘ideological
encirclement’. Being a minor is not a matter of essence, but of position — social
manipulation and ideological domination (p. 242). This is what is to be articulated.
Structures that lead to exploitation and discrimination must be critiqued. Minority
Discourse is also wary of pluralism that disguises in its garb the perpetuation of exclusion
and hides differences so that the capitalist subject can be produced efficiently. Finally, it
believes that those who have undergone the above mentioned damage and discrimination
are in a better position to document and analyse ‘how relations of domination can destroy

the human potential of its victims’ (p. 245). My research too, framed in a qualitative
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methodology, has endeavoured to empower the MBA educator and/or student by inviting
him/her to reflect on the potential social impact of the curricula he/she is
teaching/learning, to see if these curricula reflect Islamic values or are more in harmony
with the technicist-managerialist and colonial discourses that marginalize emotional and
ethical concerns, especially from non-Western cultures. The ultimate purpose of this
project is to enable curriculum developers to frame subsequent curricula in a way that

address the country’s socio-cultural needs more effectively.

Minority Discourse is much criticized by critics of postcolonial theory. In the words of
Moore-Gilbert et al (1997:49), ‘the project of Minority Discourse is nothing less than an
alliance of the marginalized with the aim of overthrowing the canon together with the
state power that produces it.” Moreover, as Ashcroft et al (1989) report, the idea of
recovering pre-colonial cultures that Minority Discourse so forcefully promotes is
contested by critics who think it is impossible to separate history from the present.
JanMohamed and Llyod (1997) respond by saying that the purpose of Minority Discourse
is not to degrade the dominant culture but to recover the excluded culture. I too, through
my research, want to examine the culture dominant in the MBA programmes and the
values (technicist-managerialist, Western/colonial) such a culture is encouraging. I bring
Islamic teachings into my analysis of the study not in opposition to the value system of
the MBA but because I want to make an attempt to recover them in the Pakistani MBA

curriculum.
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3.3.5 Search for an identity: cultural hybridity and mimicry

‘Identities are the names we give to the different ways we are positioned by, and position
ourselves within, the narratives of the past’ (Hall, 1998: 225). Hall (1994:122) explains
that Freud’s concept of the unconscious and Lacan’s thesis of the contradictory origin of
identity that overthrew the concept of a ‘rational scientific man’ so vigorously promoted
by the Enlightenment of the eighteenth century form one of the key themes of
postcolonial theory. Man’s identity remains always ‘in process,” ‘incomplete’ as he tries
to fill in the ‘lack of wholeness’ from the outside, he explains. Man is like a child who
possesses no self-image as a whole person, so by looking into the mirror or at other
human beings he imagines himself ‘whole.” This looking at other men brings him into a
symbolic system of language, culture and sexual difference. This entrance or transition is
accompanied by contradictory feelings of love/hate for parents, good/bad parts, etc. that
remain unresolved and leave him divided for life. However, a part of identity is stable and

unchanging, the true self, that needs to be discovered and excavated.

This conception of cultural identity as being constantly processed by external forces has
been used by postcolonial authors to explain the Oriental’s tendency to look up to the
White man for reassurance of ‘wholeness,” the colonist’s control of the native’s society
through imposition of a secular culture of reform, and the spread of the discourse of
modernity and progress (Hall, 1998). Ashcroft et al (1989:9) describe this state of affairs
as:

A valid and active self may...have been destroyed by cultural denigration, the

conscious and unconscious oppression of indigenous personality and culture by
supposedly superior racial or cultural model.

65



Since the Western or American curricula are (often unhesitatingly) used in most of | the
postcolonial world, including Pakistan (as I explain in the next chapter), I have looked at
the MBA curricula of my case study schools and my research participants’ ideas of
progress, through interviews, observation studies and readings of schools’ official
publications, to see whether these schools and students too look up to the Western models

for determining their work values.

The coming together of multiple cultures has been described by Bhabha (1998) as
hybridity. The concept of hybridity comes from the genealogy of difference and the idea
of ‘cultural translation.” When the latter concept, that sees all cultures as related to one
another because of their symbolic activity, denies the incommensurability of cultures as
promulgated by the former concept, hybridity emerges. This hybridity or Third space
gives rise to new positions and to a new area of negotiation of meaning and
representation, with the original cultures informing the hybrid one. ‘Third space’ may
open the way to conceptualizing an international culture, based not on the
exoticism of multiculturalism or the diversity of cultures but on the inscription
and articulation of cultures’ hybridity. To that end we should remember that it is
the ‘inter’ - the cutting edge of translation and negotiation, the in between space
— that carries the burden of the managing of culture (Bhabha, 1994:38).
Hybridity proceeds by mimicking a new culture alongside one’s own. According to
Bhabha (1994:86), mimicry is a ‘complex strategy of reform, regulation and discipline.
Describing the hybrid, Bakhtuin (in Bhabha, 1997:58) observes
[The] hybrid is not only double-voiced and double-accented...but is also double-
languaged; for in it there are not only (and not even so much) two individual
consciousnesses, two voices, two accents, as there are [doublings of] socio-
linguistic consciousnesses, two epochs...that come together and consciously

fight it out on the territory of the utterance. It is the collision between differing
points of view on the world that are embedded in these forms.
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Seeing students’ and teachers’ enculturation in foreign curricula, I too have looked for

instances of hybridity in the values expressed by my research participants.

Despite encouraging the subject to mimic the masters’ way, hybridity makes one of two
distinct things by retaining distance necessary for subjugation (Young, 1995). For
example, mimetic discourses can conceal the fact, through shifts in vocabulary used by
authority, that hegemonic structures of authority are maintained (Bhabha, 1994).
Challenging the entire concept of development, Bhabha (1994) writes that transfer of
technology has not resulted in transfer of power, nor philanthropy in political control. In
fact, he questions, ‘What is the desire of this repeated demand to modernize? Why does it
insist, so compulsively, on its contemporaneous reality, its spatial dimension, its
spectorial distance?’ (ibid: 244). However, he adds that mimicry also ‘poses an immanent
threat’ to disciplinary powers as it is dependent on some difference between the colonist
and the colonizer. Hybridity is not simply a compromise, but also subversion and
transgression.

Hybridity unsettles the mimetic or narcissistic demands of the colonial power

but reimplicates its identifications in strategies of subversion that turn the gaze

of the discriminated back upon the eye of power (Bhabha, 1994:112).
Young (1995) adds that hybridity can be intentional or organic. When organic, it creates
new spaces, but when intentional, it challenges dominant cultural power. In my research,
I have therefore paid special attention to conflicts in mimicking foreign curricula and

cultural values that some of my respondents brought out in their conversations.
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Ahmad (1996:287) and Loomba (1998) express dissatisfaction with Bhabha’s concept of
hybridity in that is undifferentiated by gender, class or race constraints. Dirlik (1996) also
calls postcolonial theory to account because of vagueness of this concept — failing to
discriminate between diverse modalities of hybridity, postcolonial theory mimics the

Western epistemology it sets out to repudiate.

Regarding his concepts of hybridity, Third Space and mimicry, Bhabha (1998) urges that
intellectuals have the responsibility to intervene in such situations of political negotiation.
In my research, I have thus looked at how the cultural identities of the MBA students are
being influenced by their educational milieu, by the discourses prevalent in management
academe, and whether there are instances of hybridity between cultures of Islam and the

Western MBA, and if so, is any conflict acknowledged.

3.3.6 Not a nationalistic struggle

Several postcolonial authors are wary of a nationalistic struggle that ideas of difference
and an urge to recover one’s culture can produce. In Said’s (1993) opinion, nationalism is
coercive and not a panacea for dealing with economic and social disparities. In fact, his
concept of ‘Orientalism’ is precisely a rebuttal of the idea of forcing people and cultures
into ‘distinct breeds or essences.” He says
No one can deny the persisting continuities of long traditions, sustained
habitations, national languages, and cultural geographies, but there seems no

reason except fear and prejudice to keep insisting on their separation and
distinctiveness, as if that was all human life was about (1994: 336).
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Mongia (1996) and Dirlik (1996) too remain distrustful of the nationalist project. My
research too is not an attempt to devalue other cultures in a nationalistic spirit. On the
contrary, it is aimed at (ultimately) recovering the Islamic values marginalized by the

discourses dominant in the MBA culture.

In the preceding paragraphs I described salient features of postcolonial theory that are
unique to it. In the next section I look at those aspects of this theoretical perspective that it

shares with other theoretical and philosophical perspectives.

3.4  Postcolonialism and other perspectives: interdisciplinarity of purpose and

methodology

The postcolonial perspective is interdisciplinary: it utilizes Foucault’s notions of power
and discourse, Marxist socialism, theories of feminism, poststructuralism and
postmodernism, and theories of identity given by Hall. In order to understand
postcolonialism, I deem it essential to have a good understanding of how these
perspectives and theories relate to postcolonial theory. As I explain the relationship
between the postcolonial theory and these other theories and perspectives, I also note
down how these common elements can answer my research questions, that is the how
these common points can shed light on the values endorsed in the Pakistani MBA
programmes. Psychoanalysis was covered briefly earlier under the topic of identity; the

rest of the perspectives and theories are detailed below.
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3.4.1 Postcolonialism and the discourse perspective: questions of ideology and consent

I see the postcolonial theory as a challenge to the colonial discourse. Based on Foucault’s
ideas of discourses, postcolonial theory confronts the discourse of colonialism by
critically analyzing structures of authority (Said, 1995), deconstructing European
thoughts that privilege some over others (Mongia, 1996), and challenging the concept of
modernity that decides what is progress (Bhabha, 1994). Explaining the term discourse,
Gee (1996: 10) writes
A discourse is composed of ways of talking, listening, reading, writing,
interacting, believing, valuing and using tools and objects, in part settings and at
specific times, so as to display or to recognize a particular social identity...The
discourse creates social positions or perspectives from which people are ‘invited’
‘summoned’ to speak, listen, act, read and write, think, feel, believe, and value in
certain characteristic, historically recognizable ways, in combination with their
own individual style and creativity.
From a postcolonial view, Loomba (1998: 39) says that in determining what is to be
included and what is to be excluded, what is acceptable and what is not, discourses make
it difficult for people to think outside of them. Hence, they are exercises in power and
control. I mentioned two discourses — technicist-managerialist and Westernization/
Americanization — in management education of today, in chapter 2, that I think could be
influencing the values of Pakistani MBA students. Thus my research is a critique of these
discourses from the viewpoint of Pakistani MBA education. In addition, I have also

pointed out other discourses, such as the MNC discourse, in the present day management

education of the country.
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A discursive strategy that is often used to advance certain interests is that of ideology.
Ideology, born in the turmoil of the French revolution of 1789, marks an epoch of secular,
scientific rationality, which aims to liberate man from mystifications, false reverences and
absolute monarchy and restore him to dignity as a fully rational and self-determined
being. Theories of ideology explain why people hold certain views. They assert that for
oppressed people to emancipate themselves, they must understand how the social system
works and their position within it (Eagleton, 1994a). However, Eagleton (1994b:58) also
argues that ‘Ideologies exist because there are things which must at all costs not be
thought, let alone spoken.” Ideologies may be group interests but they need to work
through and upon individuals. Ideology is a discursive strategy for spuriously accounting
for embarrassing realities. In so doing it contributes to the power’s self-legitimation.
According to Prasad and Cavanaugh (1997:313)

Ideology is distorted knowledge because it fails to unveil social contradictions,

and ideology is a device for perpetuating elite domination because it conceals

rather than critiques.
Eagleton (1994a) also believes that though emancipatory, ideologies hint at converting
mind to a material, fully predictable object. In other words, every oppressive power
depends on the consent of the subjugated. But consent is usually given when one has
some benefit in doing so or harm in not doing so. This idea forms another key link in the
chain of thought of the postcolonial argument. Several postcolonial authors believe that
without the host country’s collaboration, Europe would not have conquered them (see for
example, Said, 1993; Dirlik et al, 2000). Until as late as 1930-40s, eager students from

various colonized countries kept visiting colonizing countries to learn their ways (Said,
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1993). Clegg et al (2000:110) also observe, ‘imperialism colonizes those who get too

close without opposing it vigorously on its own ground.’

I do not think the state of affairs is much changed today. Management educators and
practitioners in many developing countries are still dependent on management gurus of
the West for management knowledge and know-how (as I have argued in chapter 2). In
my research, I have tried to see if management education is operating like an ideology
(whether technicist-managerialist and/or Western/American) in the case of Pakistan.
Since ideology works in a system of give and take, | have tried to notice if any of my

respondents derive any benefit from promoting such ideologies or discourses.

3.4.2 Postcolonialism and feminism: issues of domination-subordination and

masculine objectivity

Both feminist and postcolonial theorists break away from dominant Western, patriarchal
philosophies and investigate how certain categories of people (such as women, the
colonized) are subjected to ideologies (positivistic, colonial) that justify their exploitation.
Frequently, feminist theorists try to find out some kind of analysis and explanation of
how and why women have less power than men and how this imbalance could be
challenged and transformed (Priyadharshini, 2000). They do this by challenging ways of
representing history and culture which they view as sites of oppression. Postcolonists too
are concerned with analyzing authority structures (Said, 1993) and rereading the colonial

literature to recover lost cultures buried under their texts. My research too is an endeavour
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in the same vein to (ultimately) recover Islamic values in the management education of

Pakistan.

Feminists hold colonialism responsible for instituting a hypermasculine culture of
aggressive imperialism that subjugated ‘feminine’ territory. Considering language as a
tool of domination and a means of constructing identity, they impugn literary texts of
hiding political affiliations and creating stereotypical images of particular groups.
Postcolonial theorists too, for example, bell hooks, Spivak and Bhabha, foreground the
role of theory in the perpetuation of the domination-subordination relationships.
Regarding colonialism as far from over, bell hooks declares (in Moore-Gilbert et al,
1997:44-5)

Politically, we do not live in a postcolonial world, because the mindset of neo-

colonialism shapes the underlying metaphysics of White supremacist capitalist

patriarchy.
Even today, all Third World women are clumped together as one in Western texts,
especially management, which is described as a male-dominated discipline. Issues of
emotion and feelings are ignored and instead a very positivistic and objective philosophy
rules the Western model (Priyadharshini, 2000; also see Spivak, 1988), for example,
through the positivistic or technicist-managerialist model (as I have discussed in detail in
chapter 2). In contrast, feminist theory puts forward an ‘ethics of care’ (Hughes, 2000).
Feminists consider objectivity to be masculine, although human nature has both
masculine and feminine elements: man needs both political domination and social
reproduction. Not only individual, but national interest too is multidimensional and

contextually contingent, not power-based, but cooperative. In other words, power is
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masculine and assumes universal validity, whereas empowerment is feminine. Not only
power, but also morality and justice are necessary for ensuring social reproduction
(Tickner in Smith, 2001). Feminists are deeply concerned about ameliorating the worst
excesses of competitive and individualistic societies. Rather than living as separated
beings, they emphasize the ways in which human beings can live together (Hughes,
2000). Keen to know if business students are being introduced to any ‘ethics of care,’ I
have asked my respondents questions about the various values, especially about ethics
and social responsibility, which they feel are being endorsed in their MBA programmes.
At the same time, I have noted their comments on the dominant and subordinate values
(systems) in their curricula. Moreover, I have collected views and opinions of various
stakeholders in the MBA programmes, through open-ended in-depth interviews, to allow
all different participants of this community to air their views freely. Even when I have
used observation studies and schools’ official publications, I have asked for interviewees’
comments on what I saw or read. Thus my research methodology has also tried to address

postcolonial and feminist concerns about domination and marginalization.

Both postcolonial and feminist perspectives also agree on the combination of coercion
and consent for the realization of domination. Transformation of the desires and practices
of the oppressed and the oppressed’s passive acquiescence or active adoption of the
oppressor’s ways are necessary conditions for winning control of him (Priyadharshini,
2000). I too have tried to inquire into the advantages the business schools and students

derive out of agreeing to their subordination to foreign syllabi that marginalize emotional

and ethical values.
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3.4.3 Postcolonialism, Marxism and post-Marxism: concept of class and the critique of

capitalism

Marxism gives the concept of class based on economic prosperity and a critique of the
capitalist mode of production. Some Marxists believe that imperialism is still in some
sense alive as a major feature of such a system (Sutcliffe, 1977). They see multinational
corporations and international organizations, which constrain state as well as individual
behaviour, as the major ‘classes’ in a capitalist economy. The rest of the world can be
seen as peripheral or semi-peripheral to this core of dominant market players (Baylis and
Smith, 2001). Many postcolonial authors hold the same views about capitalism. They
therefore visit colonial texts and other contemporary capitalist literature, such as
management texts and modern ideas of progress, to expose the new form of imperialism.
My research too explores whether colonialism is still alive in the field of Pakistani
management education of today, for example, in its values about work, and whether these
values reflect the capitalistic and technicist-managerialist ideas of economically and

materially defined prosperity and elitism.

Though Marxists and postcolonialists join together in their condemnation of the
exploitative capitalistic system, postcolonialism does not agree with Marxist tendency of
reducing social, cultural, and political actions to mere economic determinants. In fact,
Bhabha is ‘hostile’ to the idea, and Said ‘skeptical’ of it. Spivak seems more ‘affirmative’
of it (Moore-Gilbert at al, 1997:27). Dirlik (1996) is also not a party to Marxist
philosophy, though he acknowledges that postcolonial theory is inspired by Marxism.

Marxism, on the other hand, sees postcolonial history as only a transition to capitalism.
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Many postcolonial theorists are also uncomfortable with Marxist somewhat rigid system
of classes, which they find ‘unconsciously Eurocentric’ (Ashcroft et al, 1989). Besides,
postcolonialism sees Marxism as ‘bound up with logics of foundationalism and
metanarratives’ (Cornbridge, 1994:98). Post-Marxists, on the other hand, think it is
necessary to examine ‘multiple sites of oppression.” For them, not speaking for Others is

as foundational a claim as the suggestion that one should speak for them (ibid: 102).

3.4.4 Postcolonialism and poststructuralism: significance of social construction and

exclusion

Poststructuralism undertakes to examine the structural significance of dualistic constructs,
such as sacred/profane, black/white, nature/culture that are often found in the logic of
rugged individualism and the genres used by mass media and the promoters of consumer
culture (Scholte, 2001; Hirschman, 2003). It sees how these ideas are learnt over time and
naturalized into general truths. Poststructuralism perceives the world as ‘constructed by
texts’ that privilege some ideas over others. This textual interplay can be exposed by
deconstructing texts, that is, by showing how ‘artificial stabilities’ in texts are achieved
by using seemingly objective and natural oppositions in language (Smith, 2001:240).
Basically anti-foundationalist, poststructural theorists, in fact, look skeptically at the very

concepts of learning (AlAli, 1998). To Chow (1996), poststructuralists dismiss anything

spontaneous and self-evident.

The purpose of postcolonial inquiry too is to contest colonial constructs about cultures of

the colonized races by exposing how strategies of stereotyping and misrepresentation did
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and still are achieving particular images of the (post)colonized people. In fact, the
languages of postcolonialism and poststructuralism are so similar that Dirlik (1996) states
that the language of postcolonialism is that of First World poststructuralism.
Poststructuralism’s concerns about managing, representation and subjectivity are also
found in postcolonial theorizations. Such incidence of ‘opposing constructs’ (Poole,
1996) through strategies of marginalization, stereotyping and misrepresentation, are
particularly relevant to the discipline of management education, as I showed in my
discussions on the technicist-managerialist and Westernization/colonization discourses in
chapter 2. 1 have also looked for such ‘opposing constructs,” for example, personal/social,
rational/emotional, religion/non-religion in the analysis of my research data (from
respondents’ interviews, my observations and school publications) while studying the
Pakistani MBA education in the light of management, postcolonial and Islamic
literatures. In addition, postcolonialism and poststructuralism both see Western
epistemology as a system of exclusion. According to Spivak (1988:292), ‘The question is
how to keep the ethnocentric Subject from establishing itself by selectively defining an
Other.” Both perspectives ask, ‘How many people are left out of our [American]
theories? With what consequences? What differences are not represented in these
assumptions?’ (Calas and Smircich, 1999). I too have questioned the lack of Islamic,

ethical and emotional element, that I believe results from submitting to such dualistic

constructs, in the values obtained from my research data.

Though postcolonialism is blamed for its proximity to ‘regressive politics” of

poststructural theory, postcolonialism gives an argument in favour of this association by

acknowledging that it is this parentage that has taught it to diagnose the epistemological
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implications of colonialism (Priyadharshini, 2000). However, a point of departure
between the two perspectives is the poststructural discomfort with the analytical
categories and representational approaches postcolonial theory gives to the Others to
represent themselves in, in their own terms. For example, Calas and Smircich (1999) see
the postcolonial use of terms, such as woman and native, as universalistic constructs, as if
all women and all natives, no matter where they came from, were essentially similar. The

authors consider such practices ethnocentric.

3.4.5 Postcolonialism, modernism and postmodernism: questioning universal

rationality and progress

According to Giroux (1997:184), ‘the notion of social modernity corresponds with the
tradition of the new, the process of economic and social organization carried out under
the growing relations of capitalist production.” It celebrates rationality as the guiding

force and modernism as ‘synonymous with civilization itself.’

Postmodernism is ‘some kind of crisis in or departure from the circumstances of
modernity’ (Scholte, 1996:21) for it sees the ‘uneven development of modern world
founded in the exploitative and anarchic logics of expanded commodity production’
(Cornbridge, 1994:102) that turns everything, including religion, ‘for sale’ (Mongia,

1996). Giroux (1997:192-3) appraises it as

The value of postmodernism lies in its role as a shifting signifier that both
reflects and contributes to the unstable cultural and structural relationships that
increasingly characterize the advanced indust‘rial countries of .the West...It
refus[es] all natural laws and transcendental glalms that_by definition attempt to
escape from any type of historical and normative grounding.
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Postmodernism has also attacked those forms of academic knowledge, for example in
management education, that serve to reproduce the dominant Western culture as a
superior academic and cultural model, immune from any kind of historical or social
criticism (Giroux, 1997). It refutes any society’s claim of exclusivity (Appiah, 1996).
Instead, postmodern thinkers reconsider questions of power and subordination, and make
visible important ideological and structural forces that construct race, class and gender.
Since truth is never immune from power, according to them, there is no truth. If
something is asserted as the truth, it is only in certain discourses (Smith, 2001). This is
precisely the postcolonial response and my critique through this research on the
discourses of colonialism and technicist-managerialism that have resulted in the

fortification of the imperial hold in the management education of today.

Like postmodernism, postcolonialism also celebrates plurality of voices of all, especially
of those who have been marginalized. It also shares postmodernist suspicion of the
electronic media ‘as apparatuses of cultural production’ (Giroux, 1997:200) capable of
transgressing cultural borders. Both perspectives observe the critical and ethical element
missing from educational syllabi. Moreover, as Cornbridge (1994:95) observes

In a quite fundamental way, the voices of postmodernism and postcolonialism

force us to ask what should be the first question(s) of development studies: What
is development? Who says this is what it is? Who is it for? Who aims to direct it,

and for whom?

I too have inquired into the values endorsed in the MBA education of today to comment

on respondents’ understandings of success and development, the values (ethical,

emotional, professional) they think are necessary to achieve these and whether these

values are more in harmony with Islamic teachings and/or technicist-managerialist,
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colonial or modernistic ideas. Asking opinions and views of various stakeholders in MBA

education, I have also tried to give voice to plural voices.

However, postmodernism promotes diversity more emphatically than the postcolonialism
and is not content with postcolonialism’s stereotypical descriptions of the Oriental,
native, etc. Moreover, it stresses more vigorously the need to include ethics in curricula to
fight against inequality and safeguard human rights (ibid). On the other hand, according
to Kincheloe and McLaren (1998), postmodernism fails to analyse enunciation of

oppression in relation to larger dominating structures of oppression.
3.5 Critiquing postcolonial theory
Despite the significance of postcolonialism to my research, I would like to point out some

criticism the theory has invited. In the following paragraphs I present a debate around

these points as well as my response, through this research and by what I have understood

about this theory, to these criticisms.

3.5.1 Contesting the purpose(s) of postcolonial theory

A criticism about the basics of the postcolonial inquiry is that its central purpose is not

clearly understood, perhaps because of the diffused usage of the term. Aijaz Ahmad tries

to frame the problem (1996: 283)
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‘Colonialism’ thus .becpmes a transhistorical thing, always present and always in
process gf dissolution in one part of the world or another, so that everyone gets
the privilege, sooner or later, at one time or another, of being coloniser,

colonised and postcolonial.
Moore-Gilbert at al (1997:3) ask whether postcolonialism occupies a space between the
ivory tower of academia and the cultural community, a place between Marxism and
existentialism, or between literary and cultural studies. Postcolonial critics, observes
Dirlik (1996:295), have also generally remained silent on the relationship of
postcolonialism to contemporary capitalism. Loomba (1998) informs us that Eagleton
also criticizes postcolonial theory for not talking about economic exploitation. In her
opinion, the theory does include a reference to economics, though it is not often included
in mainstream postcolonial debates. Responding to some of these criticisms, I can say that
my research is framed in the background of a capitalistic education system and I have
made an attempt (even though slight) to raise questions about MBA graduates’
exploitation by the multinational industrial sector. However, in my opinion, though the
postcolonial theory inspires people to struggle to achieve social change and deconstructs
the colonial mystique, it does not shed enough light on how to construct a new world
order or suggest whether there will be something of a world order in future. This leads
critics, such as Moore-Gilbert et al (1997) to assert that postcolonialism is not about
securing consent or consensus, but about negotiating the difference between consent and
dissent. ‘It is to the maintenance of this productive dissensus, rather than its resolution,

that the most challenging work in this field is dedicated’ (ibid: 6).
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3.5.2 Debating ‘methodological debility’ in postcolonial theory

Drawing upon Foucault’s ideas on power, feminist poststructuralism, textual
deconstructionism, and Freud’s and Lacan’s psychoanalysis, postcolonial theory is also
criticized for being too elastic. Besides, some of the theories it borrows from, for example
poststructuralism, are considered ‘politically regressive’ by many, while others, such as
Freud’s psychoanalysis, are still combating charges of ‘methodological debility’ (Moore-
Gilbert et al, 1997:60). Postcolonialists, such as Spivak (1988) reply to this by pointing
out that colonialism affected different people in different ways and hence, there can be no
one way of analyzing their experiences. Besides, this ‘clash of epistemes’ or comparative
methodologies make postcolonial theory well rounded and provides conditions for
theoretical innovation (Bhabha, 1994; Ashcroft et al, 1989). The language of
postcolonialism is also accused for being ‘lucid,” ‘complex,” and interspersed with
‘inflationary rhetoric’ (Ketu Katrak, in Moore-Gilbert et al, 1997:61). Using Western
tradition to understand Eastern problems is a ‘hybrid’ methodology, according to
Ashcroft et al (1989:36), something the postcolonial theorist him/herself looks
suspiciously at. Agreeing with Spivak and Bhabha, I too think that it is the fluid
methodology of postcolonial inquiry that has made the theory relevant in several fields of
study, ranging from literature, to politics, to sociology and to management. My research
too makes use of these several methodological tools in order to study the values endorsed
in the Pakistani MBA programmes, from the point of view of different stakeholders.
Without so much methodological flexibility, I would have been compelled to limit my
research to a few groups of respondents, data sources or data collection methods. Even if

such a methodology be considered ‘hybrid’ and not free of tensions, I have acknowledged
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the limitations in such a methodology, while making use of its advantageous features (c.f.

chapter 9).

Another point of criticism against the epistemology and methodologies of
postcolonialism, particularly against the ‘Holy Trinity’ of Said-Spivak-Bhabha (Young,
195:163) and Fanon, is that they have spent major parts of their lives in the West and
borrowed heavily from the European tradition (Dirlik, 1996). This makes many question
their claim of speaking for the people they have not lived long enough with (Ashcroft et
al, 1989:39). Postcolonial texts, observes Shohat (1996) have also remained dependent on
the very structures they are interested in dismantling. The term postcolonial itself
‘linguistically reproduces, once again, the centrality of the colonial narrative’ (ibid: 328).
I would reply to this by acknowledging that though these pioneers of postcolonial theory
may have spent significant proportions of their lives in Western countries and even if
their contributions reflect Western epistemes, they have at least laid the foundation for
subsequent postcolonial researchers to develop the theory and improve upon its
arguments. My research too, though in no way comparable to these celebrated authors’,
makes a slight addition to postcolonial epistemology and methodology by utilizing texts

from non-Western sources, for example, management texts and data from Pakistan and

religious texts from Islam.

3.5.3 Critically examining the salient features of postcolonial theory

Individual features of postcolonial theory have also been criticized by some. For example,

Spivak has been called to account by Ashcroft et al (1989) for speaking for the subaltern
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despite her fervent claims that the subaltern has no place to speak (Spivak, 1988), and for
underlining the importance of Derrida’s work for understanding the native, despite
pronouncing that only ‘the native can know the native’ (Moore-Gilbert et al, 1997).
Spivak replies that Said’s work has given us a place to speak from (Spivak, 1996:200).
Loomba, on the other hand points out, we first need to define ‘speak’ (1998). Though I do
not agree with Spivak’s view that the postcolonial subject has no place to speak from, I
value her comment on not ignoring the native. My research too is such an attempt. But
instead of speaking for the postcolonial subjects, I have offered them (postcolonial
management teachers, students and practitioners) an opportunity to speak of their views

and opinions about their MBA programmes and/or with MBA students.

Bhabha’s (1994) concept of hybridity is also criticized by Dirlik (1996) for being vague
and failing to distinguish between types of hybridity. Though Bhabha may not have given
details of hybridity, subsequent postcolonial researches, such as mentioned in this study
(c.f. 3.6) and even my own, have problemetized the concept of hybridity and illuminated

various aspects of it.

The project of Minority Discourse is also taken by critics to mark not only the return of
the native but also the return of Eurocentricism. The project of Minority Discourse is
nothing less than a collaborative effort on the part of the marginalized to overthrow the
canon and the state power that produced it, contend Moore-Gilbert et al (1997:49).
Moore-Gilbert et al (1997) also detect such proletarian tendencies in Spivak’s concept of
the subaltern and to a lesser extent in Fanon’s writings. For them Fanon-Algeria and

Said-Palestine associations as well as some postcolonists’ insistence on class reorients the
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concept of class. JanMohamed and Lloyd’s (1997) response to this is that the project of
Minority Discourse is only to recover lost cultures. My research too, even if it be called a
part of the Minority Discourse, is intended to recover the lost Islamic values in
management education of Pakistan. It does not aim to devalue the management cannon,
but suggests to the imperialist educator and the management subaltern to look critically

and realistically at the established cannon to identify shortcomings in its knowledge.

Moore-Gilbert et al (1997) also question that though some postcolonial authors, such as
Said (1993) and Dirlik (1996), distrust nationalism, why do others, such as Bhabha
(1994), retain cultural difference. Loomba’s (1998:13) reply to that is why should there
be a homogenization of a ‘white culture.” I add, why shouldn’t there be an attempt to
recover lost cultural values and why should such an attempt be seen in a nationalistic
light? Thus my research is not a nationalistic project, but an attempt to salvage some of

the Islamic values buried under the colonial project.

3.5.4 Can postcolonial theory be called a discourse?

Finally some critics of postcolonial theory, such as Dirlik (1996) and Moore-Gilbert et al
(1997), often refer to it as a discourse. Ashcroft et al (1989) also call postcolonial theory a
discourse or a conglomerate between several discourses ‘grounded in a struggle for
power.” In my view, this discursive label is misapplied. Not only is the definition and
methodology of postcolonial theory not fixed, unlike the case with discourses, but
different authors have used it differently to air different ideas. It does not define any

truths or any acceptable rules of speaking or writing but is itself fiercely against rigidity
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of metanarratives (see Gee, 1996, for explanation of discourse). Besides, though
postcolonialism shares much with the discourse perspective, it must be remembered that
what postcolonial authors discuss is not ‘postcolonial discourse,” but rather a
problematization of the colonial discourse. Moreover, the reference of Moore-Gilbert et
al (1997:49) to the reading/writing practices of postcolonialists as the ‘Minority
Discourse,’ is a term they have used to criticize what in their opinion is a dogmatic
project of overthrowing the European canon. Even if they consider this project as
discursive, they do not refer to the entire postcolonial theory as a discourse. Instead they
mostly use the word ‘theory’ to critique postcolonialism, as do other critics, such as

Ashcroft et al. (1989) and Dirlik (1996).

Despite the criticism faced by postcolonial theory, Moore-Gilbert et al (1997:57)
acknowledge that
postcolonialism has transformed university syllabuses, reconsidered and
extended established canons, constructed an expanding material base of journals,
conferences and academic networks, stimulated new areas of both academic and
non-academic publishing and changed the way that a whole range of academic
disciplines have traditionally been configured and studied.
Yet they do not forget to add that within Euro-American academy postcolonialism is still
not recognized as an ‘important or even distinct mode of cultural analysis’ (ibid: 57).

Even though, in a small way, I hope my research can contribute to the recognition of

postcolonial theory as a distinct theoretical perspective.
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3.6  Research using the postcolonial perspective

Before I describe my methodology in the next chapter, I would like to give the reader an
insight into the kind of researches, including their methodological and philosophical
approaches, which are being conducted using the postcolonial perspective. The
postcolonial perspective is rather flexible in its methodological approach. Researches
using postcolonial theory have employed a variety of qualitative techniques, ranging from
interviews to textual analysis, to address their questions. At the same time, they often use
the theory in conjunction with other notions that have informed the postcolonial theory.

Presented below are some such examples.

A study in management education which I found strikingly similar to mine is that of
Priyadharshini’s (2000). The author uses deconstructive ethnography to explore elements
reminiscent of the colonial era in the curricula and teaching methodology of two Indian
MBA programmes. She brings out through the use of postcolonial, as well as the feminist
and discourse perspectives, students’ fantasy of the MBA as a ticket to a life of modernity
and material success, their disregard for the universal application of the Western
management thought, as well as the tension some feel in working like a cog in the
capitalistic machinery. Works of Foucault, Said, Spivak, and Bhabha form the
cornerstone of Priyadharshini’s thesis. Parameswaran (1999) has also used an
ethnographic approach, along with interviews and observations, in her postcolonial study

to examine the reception of imported popular novels among urban Indian women.
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Moulette’s (2003) study contests the idea of fixed identities. He maintains that
colonialism is not limited to specific time and place, but can be related to all kinds of
power relationships, for example, to cross-cultural encounter. With the help of in-depth
interviews, based on the conversation technique and observation of three meetings in
three companies, as well as Glaser and Strauss’s grounded theory, the author studied
adaptation attitudes of people in foreign countries. Some respondents gave accounts of
successful adaptation, while others spoke of divided selves and confessed a change in
their self-images as a result of cross-cultural interaction. Thus the researcher demonstrates
that identity is not a fixed and finished product. Bradley and Hebson’s (1999) study of
class categorization behaviour of non-native English residents of Bristol, also based on
open-ended interviews and Hall’s and Bhabha’s ideas on identity and class hybridity,

showed similar results.

In the field of marketing, Thompson and Tambyah (1999) use textual analysis of
phenomenologically oriented interviews, employing the postcolonial and poststructural
perspectives, to study the role of marketing in promoting modern ideas of consumerism.
Armond (2001) employs a critical hermeneutical analysis from a postcolonial vein, to see
how ‘international accounting’ is ‘constructed’ and to identify some forces shaping this
construction. A paper by Caldas and Alcadipani (2003) unveils the recolonization of
Brazil after World War IL. Using historical documents, the authors describe how national
development, conceived of as a process of modernization, extended an open invitation to
multinationals, imported managerial technology from America, and negotiated between

the Ministry of Education and USAID to contribute to the growing influence of America
in Brazil.
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Westwood and Kirkbride’s (1998) study of 2 Hong Kong company documents how the
American culture, with all it elements familiar and non-familiar to local people, is being
brought to the company through a variety of activities. Using observation and a simple
textual analysis of the company’s mission statement and logo and its promotion of certain
American texts, and even the architecture of buildings — elements heavily borrowed from
the American style — the authors raise questions about the value of successfully

transplanting Western notions into an Asian company’s culture.

My research explores the work values endorsed in the MBA curricula of two business
schools in Pakistan. Collecting data from various stakeholders in management education
(students and teachers in business schools and managers in industry) through open-ended
interviews, supplemented with observation studies and schools’ official publications, I
have tried to shed light on how far these values are in harmony with Islam and/or
reflective of other main discourses in MBA education of today — technicist-managerialist
and Westernization/colonialism. I have used the postcolonial perspective to conduct this
study not only because I am interested in inquiring into the incidence of
Westernization/colonialism in postcolonial Pakistani MBA education, but also because
certain characteristic features of technicist-managerialist thinking, such as
marginalization of certain ideas and values, rationalistic constructs of progress and
modernity (as I mentioned in my discussions above) are also challenged by postcolonial

authors. Thus the postcolonial perspective offers a suitable lens to critique Pakistani

MBA education of today.
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3.7 Chapter Summary

In this chapter I described my theoretical perspective of study, along with its critiques and
its relevance to my research. Though I had been interested in the theory on account of its
addressing the Westernization/colonization discourse in management education and its
promise to shed light on the values of Islam lost in colonial educational agenda, I also
found it to critique the technicist-managerialist discourse I discussed in chapter 2. I have
thus chosen it as my theoretical perspective for this research. In this chapter I have noted
how the theory’s unique characteristics as well as points in common with other
perspectives have helped me frame my research questions, develop my analysis and select
my research methods. For example, I mentioned how the unique features of the
postcolonial theory, such as that of the subaltern, mimicry, hybridity, consent, and
Minority Discourse relate to specific elements in my research topic and how I have used
them to research whether Islamic values are being othered and whether the subaltern is
being reproduced in the MBA curricula by mimicking the curricula of foreign countries;
in the spirit of the Minority Discourse, I have pointed out Islamic values lost in
socialization in imported curricula; regarding issues of identity, I have identified any

instances of hybridity and mimicry in the curricula and the values of the Pakistani MBA

education of today.

Regarding features of postcolonial theory in common with discourse, feminist, Marxist,
postmodernist and poststructuralist perspectives I found it to challenge the authority of
discourses, question marginalization of other cultures’ ethical and social values, contest

capitalistic ideas of (career) development, confront modernity’s narrative of progress, and
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challenge the dominance of the colonial constructs in the spirit of each of these
perspectives respectively. Thus in my data collection, I questioned respondents about
their ideas of progress, their comments on the case study schools’ curricula content,
development and teaching and some of the values they believed were being endorsed in
MBA programmes. In my analysis I identified any discourses and ideologies, pointed out
issues of marginalization of ethical and emotional concepts and values in MBA curricula,
and critically looked at the narratives of progress and development, domination and
subordination that respondents mentioned in their interviews or I found in my observation

studies or readings of schools’ official publications.

In addition to data collection and analysis, I also used the postcolonial theory to select my
data collection and analytical methods. In order to give voice to the postcolonial subjects’
views and feelings, I allowed respondents, through open-ended interviews, to comment
freely on their experiences and opinions of MBA degree programmes and MBA
graduates. To supplement interview findings, I conducted observation studies and read
official publications of schools. But even these were taken back to the respondents to ask
for their views on the relevant pieces of information I gathered from these sources. Use of
multiple methods therefore helped to reduce any personal bias in the collection of data.
To prevent preconceived notions from colouring my understanding of data, I used an
analytical procedure which allowed for emergence of my interpretation without any

predefined reference points or hypotheses. A detailed account of all these methods is

given in chapter 5.
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In the next chapter I would like to give a brief contextual account of Pakistan and my
respondents before moving on to describe my research methodology and data findings.

By providing this context I expect to present my findings more realistically.
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CHAPTER 4: CONTEXTUALIZING MY STUDY

In chapter 2, 1 presented two discourses in management education that in my opinion
could be contributing to the value system of the MBA — the technicist-managerialist and
the Westernization/Americanization. I also gave an account of how the American
discourse relates to colonialism and in chaprer 3, why I chose postcolonial theory as my
theoretical perspective for this study. Before I relate all these viewpoints to my research
(in chapters 6, 7 and 8), 1 would like to brief my readers on the socio-economic and
political history of Pakistan. I would also like to describe the current situation of
management education in the country, with special emphasis on the two business schools
I have selected to study. These sketches will hopefully be helpful in obtaining insight into
how management education has evolved in the country and where it is heading. Hughes
(1999: 288) has a similar observation about presenting context:

Context is the backdrop of sense-making. Recognizing context allows the

researcher to extrapolate subjective and shared meanings, to consider the

multiple phenomena which constitute the life of the case, to consider the links
between internal and external environments, formal and informal processes.

4.1  Postcolonial Pakistan: A brief socio-economic and political history

The Western part of the Indian peninsula, once part of the Mughal empire of the Indian
subcontinent, had been colonized by the British since the eighteenth century. It became
part of the British empire when the Rgj (British rule in the Indian subcontinent) was
officially established in 1857. After a full-fledged colonial rule that lasted almost 200

years (from the point of establishment of unofficial colonies in 1757) that did to radically
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alter the future and fortune of the subcontinent, Pakistan was finally born on August 14,

1947.

The colonial history of undivided India from the standpoint of my research was
summarized in chapter 2. The following paragraphs give a brief historical view of the
influences in Pakistan’s socio-economic and political spheres ever since its independence
from British rule in 1947. They also present, in the words of respondents, a comment on

the current socio-economic thought in the country.

4.1.1 Local influences in Pakistani socio-economic and political spheres

According to Alavi (1998), Pakistani society at the time of Independence was divided into
three major classes — the feudal or landholding class, the salaried middle class and the
labour class. On top of these was a Westernized ruling elite which ‘as a result of its
educational system...reflected values that were part Westernized and part liberal’
(Ahmed, 1998:5). A small group of industrialists also formed part of the society, along
with the other three classes. They came either from the landed class or took charge of
factories handed over to them by the government in 1947 (Patnaik, 1977). Today this

segment has grown larger to include those who have moved up the economic ladder from

the salaried class.

The only segment of the society that has been both politically and economically potent
ever since Independence is the feudal class. Owning lands, they are actively involved in

capitalist industries by supplying raw material to transnational corporations. Berberoglu
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(1987) considers them ‘imperialist allies’. Under Zulfigar Ali Bhutto’s regime of 1970s
their hold extended to the political sphere as well. Though they met with resistance from
the military governments of the 1960s and 1980s and the upcoming bureaucracy, they
have never relinquished their hold of the economy or politics (Alavi, 1990). For example,

it is reported that even today they own almost 80% of the total resources of the country

(Siddiqui, 2005).

Pakistan also inherited a salariat or the formally educated class at the time of Partition. It
comprised the bureaucracy at the top, the scribes at the bottom and the intelligentsia in the
middle. Educated in British style convents, grammar schools and colleges (Haq and Haq,
1998), the salariat was ‘produced’ by the colonizers to fit into the ‘state apparatus’
(Alavi, 1990:32; also see Khilji, 2001). ‘As men of routine rather than audacity and
imagination, they tend to have small conception of growth and change’ as C.B. Marshall
(from the US State Department of Policy Planning, 1959, quoted in Alavi, 1990:34)
described the bureaucrats, they never got involved in issues of state policy and strategy
until 1960s. However, since then they have time and again fletched their political muscle

during different military regimes.

According to Alavi (1990), the subdivision of the society that had mused at all over the
political and socio-economic future of the country had been the intelligentsia — the
salaried class of academics, journalists and writers. They spearheaded the Freedom
Movement of the 1930s and 1940s in the subcontinent and remained somewhat active
until the 1960s. But the rise of the bureaucrats stripped the thinkers and educators of their

social influence to the point of general apathy. Siddiqui (2005) believes that they
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themselves were disunited and selfish and never gave enough thought to social service

(Siddiqui, 2005).

Uniting all these various classes was the religion Islam, which had a significant influence
on the socio-political, including educational (c.f. section 4.2) and economic spheres of
Pakistan. The next few paragraphs present a history of Islamic governance in Pakistan:

Pakistan is the only country on the world to be claimed on Islamic grounds (Mahmood,
1985). It was conceived of as a state based on Islamic values, as in the Objectives
Resolution of 1949, but not as a theocratic state (Mir, 1986). However, Islamic
governance in the country has not followed a steady path but has undergone fluctuations

over the country’s history.

Ahmed (1998) and Siddiqui (2005) summarize the Islamic trends in Pakistan from the
time of its birth to the present day. According to Ahmed, from 1947-71, a Westernized or
modernized Islam prevailed in the country because of the influence of a government
educated in colonial times. The 1956 constitution had named the country the Islamic
Republic of Pakistan, reassuring that no laws executed in the country will be repugnant to
Islam. This was reaffirmed in the constitution of 1962 as well. From 1971-79, a more
eclectic and informal Islam took over, as Prime Minister Zulfiqar Ali Bhutto tried to
socialize Islam. Nevertheless the 1973 constitution declared Islam as the state religion of
Pakistan, instituting a Council for Islamic Ideology to advise on the Islamization of legal,
economic and political procedures. More academic independence was granted to
madrassahs (religious schools) than other nationalized schools during this period (also

see Ali, 2005). After him, President General Zia-ul-Haq, who professed a more orthodox
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Islam, tried to Islamize the country in the 1980s through measures such as institution of
the zakah and ushr ordinance, establishment of the Federal Shariat (Islamic law) Court
and gazi courts to implement it, and encouragement of interest-free banking. Educational
measures, such as setting up of the International Islamic University in Islamabad and
segregating boys and girls in schools were also taken (Mahmood, 1985; Choudhry, 1988;
also see section 4.2). Many of these laws are still in force in the country, but many others
have slipped away. According to Mir (1986), this was because of their ‘cosmetic’ nature
that allowed people to evade them by finding loopholes in their execution. Since Zia’s
regime, mostly a Westernized or modernized Islam has dominated the political scene,
though an orthodox or traditional Islam promulgated by Jama’at-e-Islami has

occasionally offered resistance.

Looking at present day Pakistan, Siyal (2006), interpreting saint Zawqi’s framework of
Islamic governance, characterizes Pakistan as a dar-ul-Islam or a state where Muslims
have a freedom to express their Islamic identity. Even though unlslamic practices have
affected social customs and values, religious institutions are coming under increasing
surveillance by the government, basic religious rites do exist in the country and the head
of the state professes to be a Muslim. The state cannot be called a dar-ul-harb or one
which represses expression of Islamic identity. Ali, (2005) further adds that the victory of
the religious parties in the 2002 elections in many electoral constituencies and the
existence of some 12 -15,000 religious schools shows presence of some religious zeal,
especially in the rural areas. Government’s financial support of selected madrassahs also

shows that it is not opposed to religious education. (For more on religious values of the
society, see section 4.1.3).
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4.1.2  American influence in Pakistani socio-economic and political spheres

Alongside the local influences, a set of foreign influences, notably American, have also
operated in Pakistani socio-economic and political spheres. During the first five years of
its existence, Pakistan was largely ignored by both Britain and North America in order
not to put at risk the relationship with a more economically viable India. British foreign
investment in the country, however, dominated the economy while that of America
amounted to a mere 4.5%. Alavi (1990) claims much was achieved in terms of economic
gains during these five years, so much so that by the middle of 1950s Pakistan had
become attractive in the eyes of the Americans. Britain’s interest waned as that of
America grew. American investments in oil, pharmaceuticals, natural gas and education
picked up suddenly in the 1950s. Khilji (1999) notes how establishment of business
schools and transfer of management programmes (for example, from the Harvard
Business School) continued in the 1950-60s, under the Marshall Plans (Fox, 2001). The
Institute of Business Administration, Karachi (IBA, Karachi), the first business school in
the country, was set up in 1955 as a joint project of the United State Agency for
International Development (USAID) and the University of Pennsylvania, while the
Pakistan Institute of Management (PIM) was a collaborative effort with the Ford

Foundation in 1961. US involvement in Pakistan continued until it was interrupted by the

Pakistan-India war of 1965 (also see Shirazi, undated).

Hastening to counter Russian influence in Afghanistan, America resumed ties with
Pakistan in 1979, when the country’s soil was needed for intervention in adjoining

Afghanistan. From then onwards, Pakistan has provided America ample opportunity for
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intrusion in its economic and political spheres: Pakistan’s strategic location with regard to
the Persian Gulf, menacing Pak-Afghan drug trafficking, the country’s ‘threatening’
nuclear programme, the row with India over Kashmir (Alavi, 1990), and lately, the war

on terrorism.

A major reason why Pakistan has allowed the United States a free hand (or nearly so) in
its socio-economic sector is the relative backwardness of its educational and industrial
sectors. Having inherited few industries from the Raj, being politically and economically
isolated for a large part of its initial phase of existence, and the political weakness of its
trading community and peasantry, Pakistan keenly and gratefully accepted North
America’s offers for industrialization and educational advancement (Alavi, 1990; Khilji,
1999). The arrival of American companies, the supply of grants and loans for setting up
management institutes, such as the IBA and PIM mentioned above and the Lahore
University of Management Sciences (LUMS) and an Islamabad branch of American
Management Association more recently (in 1984 and 1997, respectively) (Fagiano, 1997),
and the popularity of the American manager in business circles (Khilji, 1999) provide a
glimpse of American involvement in the management education and practice in the

country.

4.1.3 Pakistani society and social values today

After discussing the various influences on the country’s socio-economic and political
spheres, I would like to present a brief sketch of the urban Pakistani society and

dominant social values today. Pakistan has a rich cultural background, with each
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ethnic group recognizable by its own culture. However, a national Pakistani culture
unites all these groups through the Urdu language and the religion of Islam (Siddiqui,
2005). In addition to these two cultural facets, the urban society is also displays a
certain element of Westernization. Khilji (1999) thus describes the Pakistani society
of today as having three different ethos: religious, that is, Islamic, Western and

traditional.

Each of the above mentioned ethos and accompanying social values are visible in
different intensities in people belonging to different socio-economic classes. Among
the educated urban classes that are the subject of my research, various social
commentators' > have observed the distinct categories of religious-minded and
Westernized youth. Scholars, such as Siddiqui (2005) believe that the traditional
element is also stronger than the religious all throughout Pakistan. However, I feel
that in urban centres traditionalists, such as speakers of the local languages and the
wearers of ethnic or Pakistani dress, are fewer in number than those in rural centres.
According to Khilji (1999) there also seems to be a segregation between work and
religion in the urban centres. Simultaneously, there seems to be a tendency towards
materialism, scramble for status, and less trust among people. According to Siddiqui
(2005), class difference as between providers of labour and capital and people
belonging to different socio-economic strata is also evident. People in the towns are
often self-centred, leisure-loving and have pretentious life-styles. They demonstrate

less sincerity than their rural counterparts and often have ‘unstable’ moral standards.

12 www.islamfortoday.com/mixedcultures.htm
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At the same time, they have more flexible social norms and laws, are more willing to
adopt new trends and engender broader visions. Other commentators'> have also
made similar remarks about Pakistani social values of today. In fact, Qureshi (1975)
described the Pakistani educated class of the 1970s in similar words of

‘materialistic,” ‘selfish,” ‘disunited,’ and of ‘little interested in social service.’

4.2  Background of Management Education in Pakistan

Before describing the background of Management Education in Pakistan, I would like to
give a brief contextual account of the development of education in Pakistan in the

following section.

4.2.1 Education in Pakistan: a socio-political and historical account

The Founder of the Nation, Mohammad Ali Jinnah, highlighted the need for education
suited to the needs of Pakistan, immediately after Independence in 1947. The First
Educational Conference, held in November, 1947, decided that the educational policy of
Pakistan, claimed on grounds of providing freedom for people to practice Islam, would be
based on Islamic thinking. However, these ideas were not fully clarified and have
remained merely vague generalizations (Qureshi, 1975). A secular attitude towards higher
education with an emphasis on the technical aspect of education prevailed in the 1950s.

Education was closely controlled by the government and higher education became rather

13 www.aasianst.org/absts/1995abst/southasi/sases131.htm
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elitist in orientation. The next decade saw some endorsement of ‘inculcation of Islamic
values as an instrument of national unity and progress’ but was considered inadequate by
the religiously oriented classes. Prime Minister Zulfigar Ali Bhutto then tried to widen the
spread of education but also maintained a secular orientation. President Zia-ul-Hagq tried
to reaffirm Islamic values more strongly. He pledged to organize education in the country
according to Nizam-e-Mustafa (system of Prophet Muhammad, pbuh), setting up an
International Islamic University in Islamabad and strictly enforcing the teaching of
Islamic subjects at all levels of primary, secondary and higher education (Jones and

Jones, 1982).

Commenting on Pakistan’s education policy, Qureshi (1975) writes that it has been
motivated primarily by economic development, with the intelligentsia thoughtlessly
implementing the educational policy inherited from the British. Today also economic
development appears as the main guiding force towards Pakistan’s education policy (see
the paragraphs below). Only ‘half-hearted attempts at teaching some aspects of Islam’
have been seen (Qureshi, 1975:59). For example, text books for both Islamic and non-
Islamic subjects, are largely borrowed from the West. Moreover, those for religious
subjects taught in professional colleges are prepared haphazardly. Religious instruction is
thus often ‘meagre’ and ‘unsatisfactory.” Teachers for religious subjects taught amidst
secular curricula are also rare to find. Talking about religion is considered ‘reactionary’
and ‘dangerous’ in the secular spirited Pakistani educational system. In religious
institutions, on the other hand, teaching of worldly subjects, such as mathematics or
geography, has been slow to pick up. Attempts are being made to spread religious schools

(madrassahs) and local and international (for example, USAID) funding is being made
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available for them (Ali, 2005) but Western and traditional education systems have
functioned independently in Pakistan. Similar opinions about Pakistan’s educational set

up of today were expressed by my respondents too. This will be discussed in later

chapters.

Narrowing the focus to higher education, at present there are 59 public and 55 private
HEC (Higher Education Commission)'* recognized institutes of higher education (HE) in
Pakistan. The major objective of the HEC, which oversees the planning and accredition
and working of all public and private institutes of higher education in Pakistan, is to
promote advancement of knowledge that values critical thought. Currently about 3% of
the 18-23 year age group receive HE but the plan is to double this number by 2010. The
Medium Term Development Framework, 2005-2010, emphasizes the developing of
research and researchers, procuring and writing of books, striking linkages with institutes
of higher education abroad, and providing latest teaching/learning equipment for students
and teachers. The HEC sees higher education as playing ‘a central role in the
development of both human beings and modern societies as it enhances social, cultural
and economic development, active citizenship and ethical values.” There is a need
mentioned to evaluate Pakistani programmes against international standards and ranking
local universities according to international ranking procedures. However, the mission
statement or other policy statements of the commission do not specifically mention Islam

as a guiding principle for the commission’s work.

'* www.hec.gov.pk
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4.2.2 Management education in Pakistan: a socio-historical account

After presenting an insight into the various influences on the Pakistani socio-economic
spheres and the development of education in the country, I would now give a brief
account of the history of the Pakistani MBA and describe the current situation of business
education in the country in some detail. In writing these paragraphs I have consulted
Pakistani business literature, websites of nine reputed business schools (including my two
chosen ones) and my interviews in academia and industry. I must mention that
interviewee comments referred to in this section are those that provide a background of
management education in Pakistan and are therefore better placed in this context chapter

rather than in the findings chapters.

4.2.2.1 The Pakistani MBA in the beginning

In Pakistan, the MBA degree was introduced in 1955 with the establishment of the
Institute of Business Administration, Karachi (henceforth IBA). This business school was
set up as a joint project of the Government of Sindh (the southern province of the
country), the United States Agency for International Development (USAID) and the
Wharton School of Finance, University of Pennsylvania. Later the school became
affiliated with the University of Southern California. Hence it is a public sector institute
with the Government of Sindh as the controlling body. Initially IBA offered only a two
year MBA, but in 1982 Dr. Abdul Wahab, the Dean and Director of the school at that
time, launched the BBA programme as well. According to Abdul Wahab (interview), this

was the first time an undergraduate degree in Business Administration was offered to
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Pakistani students. Several other MBA programmes soon followed at IBA: an MBA in
International Marketing, an MBA in Banking, and an MBA in Management Information
Systems. Social science subjects, such as psychology, logic, as well as Islamic economics
were added to the curriculum to develop “well balanced personalities.” Academia-
industry participation was also encouraged by inviting industry personnel to seminars,
guest lectures and corporate dinners to share their experiences with students. Seeing the
success of the MBA degree (and later other business administration degrees), several
other MBA programmes emerged in Pakistan on the model of IBA’s programmes

(interview, Abdul Wahab).

Some of these programmes, such as the Institute of Business Administration, Sukkur,

(IBA, Sukkur) are still affiliated with IBA, Karachi. IBA, Sukkur’s website reads:
Initially IBA, Sukkur offered Programs of DBA, BBA (Pass), BBA(Hons),
MBA & PGD leading to MBA (evening) in Affiliation with IBA Karachi. Latest

Curriculum were developed in accordance with rules and regulation of IBA
Karachi.

4.2.2.2 The Pakistani MBA today

In the following paragraphs I present a picture of business education in Pakistan. Utilizing
articles from Pakistani business magazines and extracts from business schools’ websites, I

give an account of the textbooks, teaching methodology, and research activities used in

current MBA programmes in Pakistan.

The MBA degree is among the most popular degrees in Pakistan. According to Dr. Abdul

Wahab (2004) mentioned in the previous section, the basic reason for the backwardness
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of the country is mismanagement at both macro and micro levels. MBAs are therefore
needed in large supply (maintaining a minimum standard of education though) so that all
businesses can afford them. With consideration of the social uplift of the country as an
essential part of higher education, one of the current focus areas of the HEC also is the
Humanities, Social Sciences and Economics. Business schools are considered a part of
this field. Many of the 114 HEC recognized institutes are pure business schools, while
many others offer degrees in business administration. HEC not only encourages writing
of books in this Humanities, Social Sciences and Economics field but also offers
scholarships to pursue subjects in this area. Sometimes this is affected through foreign
help. For example, HEC-USAID scholarships are provided to LUMS’ (Lahore University
of Management Sciences) MBA students. In April 2005 the HEC formulated a National
Curriculum Revision Committee (NCRC) for Business Administration that revised in
consultation with representatives of several public and private business schools the
curricula for BBA (Hons) and MBA programmes of the country. This is perhaps the
biggest attempt at standardizing the MBA curriculum in the country. For example, the
Committee has decided that the BBA (Hons) degree will be extended to 4 years and the
MBA to 2 years of full-time study, in order to provide students a well-rounded education
in the field of business administration. A list of subjects to be taught in each of the
programmes has been drawn up, along with an approved list of text books for each. A
majority of the text books are written by Western, particularly American authors. Those
that are by Pakistani authors are usually, but not exclusively, for subjects that talk
specifically about Pakistan and Islam, such as Pakistan Studies and Islamiyat. Though the

number of such subjects and books is small, the inclusion of books by Pakistani authors in
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management curricula may perhaps be a step towards adapting the MBA curricula of the

country to the needs of Pakistan.

At present, business schools are among the most expensive educational institutions in

Pakistan. The annual tuition fee alone of well known business schools is at least PKR
100,000 (approximately USD 1500) a year (school websites), in a country whose per
capita income is around USD 700 per annum'. Nevertheless, business education is still in
high demand in the country. Business schools are confidently assuring students of the
need for high quality business graduates in Pakistan (Kazmi, 2002) and welcoming them

to their schools for prosperous careers ahead. For example, the President of the Institute

of Business Management (henceforth IoBM) says in his welcome message to incoming
students:

We are firmly committed to enable you to explore new horizons leading to
excellent career prospects. We have faith in your ability, through which you met
IoBM’s exacting admission criteria, and you will now be groomed to progress
towards academic and professional laurels. JoBM is positioned to make an
indelible mark (website, [oBM).

This school, like several others, also announces acceptance of its students to top Western

universities for further education:

IoBM students have gone abroad for higher studies to Harvard, New York
University and other business schools in Europe, USA and Canada (website,

IoBM).
Another school lauds the career success of its graduates in these words:
HIMS [Hamdard Institute of Management Science] graduates have proven to be

very successful, whether they have occupied managerial positions at the leading
multinational and national organizations in private or public sectors, or have

15 www.pakpositive.com/2005/03/2S/Dage/Z/pakistan-per-capita-income-iumps-up-by-160/
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gone abroad for further studies at the leading North American or European
universities, or have started their own entrepreneurial ventures, or have
revolutionized their family businesses.

HIMS graduates have attained a professional caliber and leadership role and
have proved their competence in diverse business environments like those of the

Middle East, Europe and North America. They compete favorably with the
MBAs from foreign schools (website, HIMS).

But the Dean of this school also stresses other benefits of learning:

You will learn to look at human problems in new and innovative ways. At times,
answers will not be provided, rather a challenge put forth to question, analyse
and learn to solve problems on one’s own-— skills that every employer puts a high
premium on (website, HIMS).
Two of Pakistan’s schools, the Lahore University of Management Sciences (henceforth
LUMS) and the Shaheed Zulfigar Ali Bhutto Institute of Science and Technology
(henceforth SZABIST), are internationally recognized in FT and Asia Week rankings,

among ‘top Asian MBAs,’ securing the 18" and 41% positionslé, respectively.

As far as programme development is concerned, I noticed several schools endeavouring

to develop programmes on the model of Western, particularly American, business
schools. The IoBM website announces:
IoBM’s academic programs are modern and comprehensive in concept and
structure. They broadly resemble honors programs offered by US universities.
Preston Institute of Management Science and Technology (henceforth PIMSAT),

Karachi, is even affiliated with the Preston Institute of Management Science and

Technology (PIMSAT) America (website, PIMSAT).

1% www careerdynamo.com/asia-mba.html|
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Many business schools, including IBA, IoBM and HIMS, have launched four year BBA
programmes, which until lately were three year programmes. However, some still follow
the old system (school websites). Though the schools have their own specialized
programmes (as seen on their websites), such as MBA in Health and Hospital
Management, MBA in International Marketing, MBA in Banking, or the distance learning
Executive MBA at LUMS (Hameed, 2002), I found the course titles strikingly similar.
Admission procedure also is usually the same — an aptitude test followed by an interview

or in some cases a group discussion at the end (school websites).

Critics too find the MBA curriculum to be based on the American model. For example,
Chaudhry (2003a'") remarks, ‘Business schools in Pakistan are mostly using textbooks
printed in foreign countries, in majority of the cases in USA. These books generally
contain studies relating mostly to American or European businesses.” Moreover, though
many topics of international significance are being included in the MBA curricula in
Pakistan, but due to a heavy dependence on American texts, examples and illustrations
are often Western (interview, Ikraam). Literature on Islamic management is even scarcer
because of secular systems in most Muslim countries and a dearth of scholars on this
topic (Khilji, 1999). Consequently, the Islamic perspective on management education is
not fully developed and attempts at Islamizing management education are still not
concerted. Whatever material exists is not sufficient to develop a whole curriculum, and

this makes the use of already developed theory imperative (not only in Pakistan, but other

Muslim countries as well) (Amir, 1989).

17 www.pakistaneconomist.com
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However, as I saw in programme websites and announcements, business schools, such as

IBA and LUMS, are increasingly adding subjects related specifically to Pakistan as well

as those in the social sciences. Courses in finance, accounting, economics and marketing
are being adapted to address Pakistani business problems. Many schools, including
Mohammad Ali Jinnah University (henceforth MAJ) have also started teaching

languages, Urdu poetry and world religions (MAJ prospectus, 2004; above given school

websites).

Teaching methodology used in Pakistani business schools is usually a mix of lectures,

case studies, group exercises and inviting of speakers for guest lectures or seminars.
These are more often than not invited from large, successful companies or foreign MNCs,
as interviews (for example, Tkraam) and school websites indicated
Marketing, HR and IT Societies of [oBM arrange regular seminars in which
leading professionals from Corporate sector of Pakistan are invited to share their
experiences with the students, faculty and guests (website, loBM).
Reputed schools are trying to hire highly qualified faculty, preferably educated in foreign
universities, and proudly mention this in their programme announcements or websites.
MAJ’s prospectus (2004), for example, reads
The faculty of MAJ is highly educated with doctoral and master degrees from
USA, Canada, UK and reputed institutions in Pakistan.
Yet the dearth of such qualified faculty is a serious problem in this educational sector.
Business school faculty is frequently not sufficiently experienced in practical business life
that can help them relate theoretical concepts to the actual world of business (Kamal,

2002). Moreover, shortage of funds also prevents the recruitment of teachers from top

international universities (Chaudhry, 2003b).
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Business schools are eager to forge links with international business schools too, for

example, through inviting foreign faculty and sending theirs abroad on short-term
assignments. JoBM’s website reads:

IoBM has extensive links with North American Universities. Professors from the

Universities of Arizona State and Brock have served as Chief Academic Officers

of [oBM.
However, the foremost issue faced in inviting faculty from abroad is deciding from where
to invite them. If they are from top business schools of the world, they have packed
appointment schedules and/or demands for unaffordable emoluments. If they are from
mediocre institutions, the very objective of inviting them and investing in them to market
the home institution is not satisfactorily achieved. Thus these programme are often
subject to randomness and an as-and-when-possible status. LUMS’ initiatives, as I was

informed (interview, Saima), however, have been more regular than those of other

schools, perhaps because of better management and financial facilities.

Research is slowly picking up in the country. LUMS has a separate Case Research
department to prepare cases of local companies. So far it is the only business school in
Pakistan to undertake this initiative (interview, Saeed). IBA has also established a
Research Wing ‘providing useful research and evaluation guidance.’ It is a repository of
core research of IBA students and faculty, as well as of works by other scholars (website,
IBA). Several other schools have also begun conducting research for corporations (school
websites). JoBM publishes Pakistan Business Review, country’s first business research

and policy analysis quarterly (Hameed, 2002). However, there is still a lack of rewards to
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recognize research efforts and therefore little motivation to undertake it (Chaudhry,
2003b). There seems no urgency to conduct research; the culture of conducting research
to solve business problems does not exist (interview, Ikraam). At LUMS though
publishing is rewarded financially and is considered necessary for promotion, it is a long
process and obtaining recognition is not easy (interview, Shakeel). Besides only a few
professional networks and management associations, such as PIM, exist in the country.
Even so, from my experience, such associations do not usually work together with

business schools.

In addition to research, many schools provide consultancy services to businesses. The

Business Support Centre of [oBM, for example, provides consultancy to small and
medium enterprises (SMEs). The Centre also provides research, recruitment, training
programmes, project feasibility studies, and the like (Ahmad, 2002). LUMS has its

Rausing Executive Centre for training executives.

Nevertheless, as some of my respondents emphasized (interviews: Sikandar; Ikraam;
Akram) and some critics point out, there is still need for more liaison between
professional colleges and universities. Inadequate interaction with industry prevents
faculty from understanding practical business issues, results in weak financial support
from the corporate sector for research and other developmental activities and closes doors
to discussing improved management curricula that can more appropriately address the

economic needs of the country (Kamal, 2002; Chaudhry, 2003b).
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After reviewing the situation in Pakistan, Ayub Mehar (2004), a senior academic of the
country, concludes that universities in Pakistan are not creating knowledge. The pivotal
problem appears to be a lack of planning and a holistic approach to education (Kamal,

2002; Kazmi, 2000, 2001a and b; 2002).

This chapter presented a contextual study of the Pakistani socio-economic and political
histories. Both local and foreign, particularly American, influences were seen to have
contributed to the country’s socio-economic and political thought. Moving on from the
social influences, I gave a brief sketch of the current Pakistani society and an insight into
some of its cultural values. A background of management education, particularly the
Pakistani MBA, was also presented. It was seen that business schools often made
references to Western, particularly American, programmes of study and American firms
with regard to their curriculum design, in the hiring of their foreign qualified faculty, in
the placement of their graduates, and in their building up of contacts with international
universities to assure students of prosperous futures through study in their programmes.
With this background, I would like to begin my research in the field of business education

in Pakistan in the next chapter.
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CHAPTER 5: METHODOLOGY OF THE RESEARCH

In chapter 1,1 described my research topic of inquiring into the values and ideas endorsed
by the Pakistani MBA. In the next two chapters, I presented insights from literature on the
discourses affecting work values of management students and the theoretical perspective I
have adopted in studying this topic. Keeping the main research question as ‘How far are
the values about work endorsed in the Pakistani MBA programmes in harmony with the
teachings of Islam’ and continuing with the postcolonial theory as my selected
perspective, in this chapter I give a detailed account of how I carried out my research —
what research questions were asked, what approaches and methods were used to answer
them, why were certain choices made, and how were they executed in the field. The next

two paragraphs present the structure of this chapter.

I begin by reiterating my research interest and the main question, along with the three
other questions arising out of the main question. I then explicate my understanding of
some important research concepts and my purpose in using a qualitative, particularly
interpretive, inquiry. This is followed by a brief note on my research perspective —
postcolonial theory. Before moving on to the proceedings of my actual research, I have
found it suitable to give a summary of my pilot work and how it helped me in carrying

out my research in the field.

I have used a case study research approach, informed by stakeholder analysis as explained
by Burgoyne (1994), to study two MBA programmes in Pakistan. After discussing this, I

have given detail of each of the research methods I have used. I started my research with
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observations of people and artefacts around campuses and referred to official publications
of these two schools before conducting in-depth interviews with my respondents. The
interview (including focus group and joint interviews) has been my main research
method, with observation and readings of text supplementing it. Having described the
data generation methods, I have summarized my data analysis technique and illustrated it
with the help of a real example. This is followed by an assessment of interpretive research
to give readers an insight into the criteria used for evaluating such researches. Finally I

have reflected on my position as a participant in this study.

5.1 My research problem and questions

Having mentioned earlier that I had the impression of MBAs as being more centred on
personal gains, paying little attention to social responsibility and ethical concerns (that I
deem an essential part of a discipline, such as management, that relates closely to society)
and encultured more in Western, rather than Islamic traditions, I wanted to inquire into
the work values endorsed in two Pakistani MBA programmes and the extent to which
they were in harmony with the teachings of Islam (c.f. 1.1). I was particularly interested
in looking at the following areas to investigate my concerns:

e Which main values are encouraged in business schools?

e What kinds of careers do students look forward to after completing their MBA

degree?
e How do respondents comment on the curricula of business schools, especially on

the teaching of ethics and social responsibility?
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The aim of this study was not to evaluate people, but to examine the values endorsed in
the programmes they were a part of. Topics for my research questions were selected
primarily from my teaching experience of the MBA programmes and from literature on
management, postcolonial theory and Islamic teachings (see Bryman, 2001:491 for an
explanation of selection of research questions). I refined my research questions in the
field after observing classes in progress, noticing certain artefacts or reading through

various school publications.

As might be seen, these questions do not relate to any experimental ideal but are

concerned more with exploring a social issue or, as Dahrendorf (Bulmer, 1977: 16) calls

it, a ‘puzzlement about the world.” Deriving out of the main question, research questions
are a set of defined questions (not necessarily hypotheses) [that] represent the
facets of an empirical domain the researcher wants to explore, setting priorities

and foci of attention, and implicitly excluding a range of unsuited topics
(Huberman and Matthew, 1998: 204).

Taken together, they express the essence of a researcher’s inquiry (Bulmer, 1977).

5.2  Important research concepts as I understand them

Before embarking upon explaining my research methodology, I would like to clarify my

understanding of certain technical terms as I understand them for the purpose of this

research.

For me, methodology is the systematic and logical study of the general principles guiding

sociological investigation, ‘concerned in the broadest sense with questions of how the
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sociologist establishes social knowledge and how he can convince others that his
knowledge is correct. As such it has clear and direct links to the philosophy of social
science’ (Bulmer, 1977:4). In simple terms, methodology describes how knowledge is
produced, considering one’s beliefs about ontology, epistemology and human nature (also

see Denzin and Lincoln, 1998a).

To me a research design is ‘a framework for the collection and analysis of data’ (Bryman
and Bell, 2003: 32). According to Mason (1998), it includes the description of one’s
ontological and epistemological positions, the definition of the problem, formulation of
research questions and a comment on the purpose of the research. Creswell (1994) also

includes one’s research paradigm to the list.

My understanding of a research strategy or research procedure is the way in which a

particular empirical study is designed and carried out, including what types of research
design and techniques are employed (Bulmer, 1977; also see Mason, 1998). The two main

research strategies are the qualitative and quantitative (Bryman and Bell, 2003: 25).

Of these two main research strategies, I have used the qualitative, where arguments are
typically interpretative, often comparative, and deal with meanings implied by

participants. Explanation is typically in terms of how something works; the richer it is the

more persuasive it becomes (Myers, 2004).

I consider a research method as ‘simply a technique for collecting data’ as Bryman and

Bell (2003: 32) describe it.
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5.3  Determining my research strategy

Chapter 2 elaborated upon how the Orientalists wrote for the objects of their study. This
domination of the research object by the subject, according to Mies (1997), was because
of colonialism and neo-colonialism, which created a hierarchy or a ‘view from above,’
defeating the purpose of research. Spivak (1988:275) also sees such positivistic
empiricism to be ‘the justifying foundation of advanced capitalist neocolonialism.” I, on
the other hand, wanted my respondents, whether students, teachers or managers, to speak
for themselves or in other words, I needed a ‘view from below’ (ibid: 68) that could give

voice to all these postcolonial subjects.

I also found terms, such as logic, rationality, power of abstraction, which are the key
concepts of positivistic philosophy, very limiting in understanding the reality of values
and ideas encouraged in MBA curricula (Mies, 1991). Positivism considers only that
which can be experienced by the senses as knowledge, while it regards concepts lying
beyond this domain as superfluous constructs. Value judgements, normative statements,
concept of the spirit are not considered scientific knowledge; at most they are seen as
one’s arbitrary choices.

Thus positivism constantly directs its criticisms against both religious

interpretations of the world and materialist metaphysics, and tries to work out an

empirical position free of metaphysical assumptions (Kolakowski, 1997:8).

This too meant I could not use positivistic approach to answer my research questions

about values and ethics.
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Another concern I had with the positivistic world view, that often employs quantitative
research strategies, is that it detaches from social processes subjects who are studied,
splitting their lives into distinct constituent parts (see for example, Mies, 1991). Aiming
to understand people’s opinions of their MBA programmes (about their curricula,
colleagues, interpersonal relations, etc.) and/or with MBA graduates, I could not separate
people from their surroundings or split up their lives into some distinct aspects. All of the
above characteristics of positivism showed the incongruity of the philosophy with my

research project and I turned to non-positivistic research instead.

Qualitative research provides knowledge for understanding, rather than for prediction and
control (Altheide and Johnson, 1998). Schwandt (1998) informs that non-positivistic
social sciences focus on the ways that the life world is produced and experienced by
members. All ontological judgements about the nature and essence of things and events
are suspended. Instead, the researcher focuses on the ways the members of the life world
themselves interpret and produce the world they treat as ‘real.” These interpretations are
based on people’s stock of knowledge composed of images, ideas, theories, values and
attitudes, and subsumed under ‘ostensibly shared constructs’ and categories people use to

communicate with one another.

Qualitative methods, such as in-depth interviews and focus groups, chiefly associated
with such non-positivistic research, also offer the opportunity to retain living connections
and to collect or interpret findings in context. Taking participants as wholes, they do not
neglect the uniqueness of human experience or opinion, instead empower the

underprivileged (Mies, 1991; Henwood and Pidgeon, 1997). Adopting a postcolonial
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perspective, this is what I was striving for, and this is what Maria Mies (1991) has also
stressed in her guidelines for research on and by the oppressed. Research must not only
produce knowledge, but also encourage emancipation, strive to change the status quo and

help the oppressed. It must be seen as a process of conscientization, suggests Paulo Friere

(1975:76).

Bourdieu and Passeron (1990) and Stavenhagen (1997) also stress that the life of the
individual operates within certain structures that influence his/her experience and
understanding of the world. These are relatively more enduring than individuals who
inhabit them. I also needed a picture of the whole system that endorsed certain values and
ideas in MBA programmes. I thus carried out direct observation at the way people
interacted in the structures, interpreted them and maintained their membership in them
and took a look at the marks, such as records or published material, left by the people
who inhabited these structures. Observing people in their respective campuses and
reading official texts from their schools enabled me to understand more fully what people
within a system were talking about, what ideas and values they were learning and how

they were reproducing the same structures.

5.4  An explanation of the interpretive paradigm

In the previous paragraphs I mentioned how I chose a qualitative strategy over a
quantitative one to conduct my research. In this section I explain my research paradigm to
clarify the type of qualitative inquiry I undertook. As I was seeking to understand the

opinions and views of my respondents, from their own viewpoints and in the light of their
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own experiences (see for explanation Burrell and Morgan, 1979), I selected the
interpretive approach towards my study. Besides allowing for collection of data in a
relatively open-ended way, this approach also ‘looks for culturally derived and
historically situated interpretations of the social life-world” (Hughes, forthcoming). Thus,
it seemed congruent with my research perspective for the study — postcolonial theory.
Prasad and Prasad (2002:6-7) understand interpretive research as
committed to the broad philosophy of social construction, which sees social
reality as a constructed world built in and through meaningful interpretations.
The goal of the research, therefore, is not to capture some pre-existing or ready
made world presumed to be available out there but to understand this process of
symbolic “world making” through which the social world is ongoingly
accomplished.
By preparing interpretations, interpretive researchers offer their constructions of the
actors’ points of view. Hence multiple interpretations of a phenomenon are possible,
better judged on criteria of comprehensiveness, coherence and thoroughness rather than
verification, assessed on pragmatic grounds of usefulness, fittingness and generation of
further inquiry (Schwandt, 1998). Interpretive research had traditionally been identified
with the understanding of local meanings and everyday symbolic worlds, centering
exclusively on the micro worlds of individuals and far removed from macro provinces of
large-scale institutional processes, structures, and networks (that are studied as diligently
as observable reality) (Fleetwood, unpublished paper). But now interpretive scholars, as
Prasad and Prasad (2002:7) inform, are beginning to ‘bridge the gap between micro
practices and macro structures and to work on establishing the connections between local
subjective worlds and macro organizational and institutional processes and phenomena.’

Thus the interpretive paradigm allowed me flexibility to research not only individuals but

also texts and objects that were part of the MBA system.
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Moreover, Prasad and Prasad (2002:7) believe, ‘The act of drawing interpretive thinking
to its full potential practically demands some form of fundamental questioning that is not
very far from an overtly critical orientation.” This feature of interpretive inquiry also
agreed with my ultimate purpose of changing the status quo in MBA education by
pointing out the need for teaching Islamic values alongside the core curricula in a way
that invited the participants, and will hopefully the readers too, to critically question the

values being endorsed in the Pakistani MBA curricula.

5.5  Postcolonial theory: the theoretical perspective of the study

In choosing a theoretical perspective for my doctoral work, I was, of course, motivated by
the kind of questions that were coming into my mind. These related to the nature of work
values endorsed in business education, incidence of conflicting values among MBA
students, and the general neglect of religious and ethical concerns in MBA curricula. In
my readings I noticed many management scholars digging out old bones (as we say in
Urdu) and tracing the incidence of current management thought in the developing world
to colonial times. In chapter 1, 1 described how Husain and Ashraf’s (1979), Hofstede’s
(1984), Bourdieu and Passeron’s (1990), and Ali’s (1995) ideas on the interplay between

culture, education and power had given me a starting point for my inquiry.

The more I read on management education, the more I saw it as putting forward certain
kinds of ideas from certain standpoints and countries, namely technicist-managerialist

ideas from Western, primarily American, models and neglecting social and ethical
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concerns, especially those from non-Western cultures (c.f. chapters 2 and 3). Such control
of the discipline in the hands of only a few easily made me see the link between
education, power and culture, just as it had been demonstrated during colonial times,
when the dominant secular Western educational system had overshadowed the Islamic
system in the case of the Indian subcontinent. I had therefore decided to use the
postcolonial perspective to carry out my study. In chapter 3, I gave a detailed discussion
on this theory. It appeared relevant to dealing with issues raised by the critics of the
discourses of not only Westernization/Americanization but also of technicist-
managerialism, as well as addressing my own research concerns about how far the values
endorsed in Western dominated, technicist-managerialist programmes could be in
harmony with Islamic values. I also mentioned briefly how it facilitated development of
my research methodology. In this chapter I will relate the theory more specifically to

various aspects of my research methodology as I describe in the subsequent sections.

5.6 Pilot Work: what it was and how it helped

My pilot work was conducted in two phases. Phase 1 took place in Lancaster, while phase
2 was carried out in Pakistan just before commencing my actual fieldwork. Since I was
considering choosing the interview as my primary method, I decided to begin piloting by
interviewing to see if this method could likely answer my research questions. After that I

carried out an observation study to gain experience in this method, which I considered

complementary to my main method of interviews.
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5.6.1 Pilot interviews

Two pilot interviews were conducted in Lancaster with a lecturer and a recent overseas
graduate of Lancaster University Management School. These interviews were more like
discussions about my research topic and the approach I was using to address it. We also
talked about question wording and the suitability of other methods that could shed

additional light on the topic.

In Pakistan, I interviewed two managers to see how managers in industry responded to
my queries. These respondents were friends with whom 1 thereafter discussed my
research project and collected useful tips, such as those about wording questions,
managing interview time and tape recording. Regarding question wording, I kept the main
research question fairly open-ended and did not intervene till my respondent had finished
answering. My question was, ‘What, other than technical concepts, have you learnt from
your MBA degree?” My respondents spoke at length on this question, but contrary to
what I was expecting, that is values about work, they covered skills instead. This
indicated I needed more structure and probing to guide my respondents. In successive
questions in actual interviews, I therefore asked, ‘What are some of the values being
endorsed in your MBA programme?’ or added “Value ‘xyz’ is listed in your programme
announcement for the year. How would you comment on it with regard to your MBA
programme?” if need be.

Note-taking during pilot studies turned out to be helpful. For example, recognition of
respondents’ emphasis on skills rather than values in the above question became apparent

with my review of my interview notes. I also obtained insight into interviewing
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practicalities, such as placement of the tape recorder, quality of recording, and average
time required for an interview through these pilot studies. For example, since the
interviews had taken around 45 minutes each, I decided to buy C90 tapes for the study.
The quality of the recording was also acceptable, so I decided to go ahead with my
portable Panasonic recorder, rather than buying a more sophisticated digital recorder that

some friends had recommended.

5.6.2 Pilot observation study

In order to obtain an insight into observing how people behave in group situations, how
different ideas and values come to be regarded significant, how communication flows
between members, as well as how the nature of surroundings (along with various
artefacts) can impact upon the promotion of certain values and ideas, I carried out a pilot
observation study at the Pioneer Academy. Working there as a lecturer, I did not have
difficulty gaining access to an official meeting. Being a high level confidential meeting of
senior administrators and policy makers of Pioneer, it required me to play the role of a
silent observer. As I sat quietly at the corner of the table, I noted down details varying
from appearance of the furniture and quality of stationery provided, to my feelings of
surprise, anxiety, disappointment, etc. Since I did not know the optimum amount of detail
required for my study or whether my feelings could impact upon my interpretation later, I
noted down everything I saw. As I began my formal research I appreciated the use of
these detailed observations in helping me link values talked about in interviews or
publications with those mentioned in classrooms or expressed through artefacts around

campuses. However, as the fieldwork progressed and I began to feel the practical
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challenge of detailed inquiry (as I will explain in the later paragraphs of this section), I
began to look more for patterns of behaviour and relationships, while noting down any

peculiar objects I could.

Through this pilot study I also realized that my observer role would not be chosen
arbitrarily but would depend on the setting. For example, I had entered the above setting
at Pioneer with an expectation of contributing to the discussion, but had soon realized that
the strategic significance and protocol of the meeting could not permit me, as a young
lecturer, to air my opinions; my participation and even obtrusive location could disturb
the natural flow of events. This proved correct in subsequent observations in classrooms

as I played by the rules of the actors in order to get access to their activities.

This study also highlighted the challenge of listening, seeing and note-taking at the same
time. I soon realized that fixing my eyes on one small event at the setting, or on listening
to one speaker at a time would prevent me from seeing and hearing others. I thus realized
that I would have to make choices throughout my observation sessions to record some

happenings and ignore others.

The importance of research ethics became apparent to me for the first time during this
observation study when 1 participated in a confidential meeting and felt grateful for how
much the organization had trusted me to let me sit through their private discussion. I felt
responsible for maintaining the trust placed in me and for not reporting anything about

respondents or organizations that was not meant for public usage.
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As mentioned earlier, pilot work was more helpful in revealing the practicalities of
interview and observation research rather than directly addressing my research questions.
Pilot interviews served as a practice in my interview technique, while observation was
primarily a study of the patterns of communication of senior Pioneer staff (and some
artefacts at random). Hence, none of the data revealed from any of these studies was

included in my findings.

5.7  Research approaches taken towards the study: stakeholder analysis and the

case study approach

Researchers use a methodology that enhances their involvement with the phenomena they
study (Golden-Biddle and Locke, 1997). I mentioned in previous sections that I wanted to
understand the encouragement given to certain values in my chosen business schools by
not only talking to members of these schools but also inquiring into the whole system as
to how it contributed to these values. This meant I was not looking for simplistic,
‘reductionist,” ‘decontextualized’ and ‘non-reflexive truths’ as positivistic research is
known to produce (Prasad and Prasad, 2002) but for:

e patterns of relationships, not just reports or traces of such interactions

e studying action and interaction

e reality that gives a whole picture of actors, the setting, relationships, etc. rather than

pieces of it.
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This is what Webb et al (1977) characterize as intensive research. I thus decided to
undertake an intensive research of my topic. In the following paragraphs I describe my
analysis of stakeholders operating within particular arenas, using a case study research

approach and a postcolonial theoretical perspective.

5.7.1 Stakeholder analysis approach

In deciding upon my ‘intensive approach,’ I found stakeholder analysis and arena thesis
(which I will describe shortly) very relevant. I wanted to approach my participants with
an open mind; listen to the opinions of students, teachers and managers regarding MBA
degree and graduates in their own words, without fixing them in any stereotypical
ideational positions. Besides, remembering Spivak’s (1988) insistence that the subaltern
is not any homogeneous individual but different people with different experiences, I felt it
necessary to ask for the views of the various members of the MBA community in order to
form a more realistic picture of the MBA programme in these schools. ‘Stakeholder
analysis proceeds by identifying some, many or all of [the] stakeholders and collects data
about their actions, perceptions, behaviours, experiences, and thoughts in relation to the
phenomenon’ (Burgoyne, 1994:187). ‘Stakeholders are actors, agents, interested parties,
interests, interest groups’ (p. 190) presenting themselves as people (with names), role
occupants (for example, director) groupings (for example, Pioneer Academy or Leaders
Academy) or occupational groupings (for example, students and managers).

From a postcolonial point of view, a stakeholder analysis approach to research also
allowed me to take a constructionist and pluralistic view of reality (see for example,

Loomba, 1998), since it lets different stakeholders view the ‘same’ phenomenon
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differently, sees situations as created by ‘the interaction of multiple purposes and multiple
agendas for achieving them’ and behaviour as the ‘manifestation of cultural software that
actors have internalized’ (Burgoyne, 1994:189). Its recognition of conflict between
different interest groups and the questioning of taken-for-granteds was its biggest strength
from the point of view of the theoretical perspective of my research. ‘Stakeholder-
mapping seems common sense, but it is the contrasting realities and interactions of these
meanings that provide the subtlety in stakeholder analysis’ (ibid: 203). Hence it not only
enabled me to answer my research questions from perspectives of different people but
also to identify stakeholders (such as MBA programme administrators and support
personnel, in the libraries, for example) I had not thought of in the first instance. I also
found the stakeholder analysis approach flexible with regard to my choice of multiple

data collection techniques.

Reflecting my theoretical perspective and my position as an interpretive researcher
seeking to influence a social phenomenon, and related to stakeholder analysis, is
Burgoyne and Jackson’s (1997) arena thesis. Having
strong emancipatory tones, it [the arena] implies the opening up of
organizational processes to minority or low-power voices, but within an
understanding of the power dynamics concerned...The underlying theoretical

orientation of the arena thesis is that organizations are, and are part of, multi-
stakeholder situations, to be understood in terms of stakeholder analysis’ (pp.

66-7).

I would thus say I have carried out analysis of stakeholders operating within the arena of
management education in Pakistan. A critique of the thesis, according to the authors, is

that it does not elucidate how desires of various stakeholders are formulated, though it
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can be inferred they are constructed in interactions among people in organizational

settings.

5.7.2 Case study approach

Stakeholder analysis and the arena thesis both lend easily to case studies (Burgoyne,
1994; Burgoyne and Jackson, 1997). In fact, I see a case study, an ‘approach’ according
to Hammersley, Gomm and Foster (2002), as a means of carrying out a stakeholder
analysis within an arena. Creswell (1994) explains this approach as a study in which the
researcher explores a single entity or phenomenon — the case — and collects detailed
information about it by using a variety of data collection procedures during a sustained
period of time. A case study is bounded by time and activity, in the sense of being about
or of a program, event, process, institution, or social group (Huberman and Matthew,
1998; Ragin, 2000). It is ‘unique,” ‘specific’ and ‘complex’ (Stake, 1995:1-2). It is ‘both

a process of inquiry about the case and the product of that inquiry’ (Stake, 2000: 436).

The major advantage I saw in a case approach is that it provides in-depth and intensive
data on the case in a very flexible way by not limiting itself to a specific category of
social science methods or to specific sources of evidence. On the contrary, it makes use of
a variety of both quantitative and qualitative techniques (Yin, 2003a; Ragin, 2000). I too
chose a variety of methods and data sources, such as interviews, observation and records
(these methods will be discussed later) to answer my research questions and to form a
rich picture of the phenomenon of the values endorsed in the two business schools I

studied. I looked at the MBA programmes of two business schools, whose background
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and ethos I provide in the following section. I have called them Pioneer Academy
(henceforth Pioneer) and Leaders Academy (henceforth Leaders) so as not to disclose

their actual names for reasons of privacy.

The primary reason I have selected these two business schools for my research is the
leading positions they occupy in the field of management education in the country
(Areola, 1998) and the influence they have on curriculum formation in other business
schools. Pioneer’s historical importance to management education in Pakistan and
Leaders’ reputation for the leading edge technology (including curriculum, teaching
methodology and physical facilities) of its MBA programme makes the study of the two
schools critical to my research. Besides, a difference in their legal status, that is public

versus private, I believe, can also help develop a wider breadth of argument.

My reason for selecting these schools was to shed light on the phenomenon of values
endorsed in Pakistani MBA programmes and the extent to which they were in harmony
with Islamic teachings. Stake describes such a study as an ‘instrumental’ case study.
Since I used more than one case, my study would also be considered of a ‘collective’
nature, one in which multiple cases are studied for their relevance to investigating a

particular issue (Stake, 1995:3-4 and 2000:437; also see Gomm, Hammersley and Foster,

2002).

My purpose in studying multiple cases was not to compare the various institutions on
particular attributes, but rather to expose issues in MBA education in Pakistan through the

use of relevant cases. Since I saw Pioneer and Leaders as the leading business schools
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that have a considerable influence in directing MBA education in Pakistan, I selected
programmes of these two schools for the purpose of my study. Wieviorka (2000) informs
us of the evolutionary and historicist views regarding comparisons of cases. Evolutionists
see phenomena studied being determined by the same cause, and therefore do not believe
comparisons can yield new information. On the other hand, historicists see every
historical experience as original and consequently comparisons appear futile to them.
Hence neither view sees comparisons as adding to any knowledge. Huberman and
Matthew (1998) are also wary of generalizations from such comparisons since in their
view such generalizations may become simply a ‘compromise,” not fitting any case.
Vaughan (2000), on the other hand, believes that comparisons can yield startling contrasts
that can challenge one’s theoretical constructs, leading to elaboration of theory. Though I
have not carried out an explicit comparison of Pioneer and Leaders, I have identified the
speakers’ schools and organizations as 1 have commented on the management texts,
teaching methodology, and values and ideas encouraged in these places to facilitate the

reader to place the findings in context.

According to several researchers (see for example, Yin, 1994; Huberman and Matthew,
1998; Bryman and Bell; 2003) replicating the same methodology in various cases makes
the study more ‘robust’ and ‘powerful’. I also considered a variety of data sources, such
as interviews, observation and records to answer my research questions, an ‘holistic’
analysis according to Stake (2000). On Yin’s (2003a: 40) taxonomy of case study types,
having case design and unit of analysis as two dimensions of a matrix, my research falls

in Type 2: a case study characterized by a multiple-case design and an holistic analysis.
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[ ventured into the field with a general set of questions, with the aim of discovering or
raising further questions. I had a theory to inform my research and a broad idea of
impending analysis, but the exact dimensions of the research or the specific questions
were unfolded only in the field. According to Yin (2003a), such ‘exploratory studies aim
to find out what is happening; to seek new insights; to ask questions and to assess
phenomena in a new light’ (also see Yin, 2003b:6; Ragin, 2000). Considering these

points, I believe my research is exploratory in nature.

A lecturer at Pioneer, I had no problem gaining access to respondents, classrooms or
publications, although of course I would make prior appointments with interviewees or
seek their permission beforehand for sitting in their classes. At Leaders also, I was very
grateful for the generous cooperation of all staff who allowed me to access people, classes
and documents at short notice. The following sections provide an insight into the |

philosophy and culture of my two case studies.
5.7.2.1 Pioneer Academy

Pioneer Academy was set up in 1955 as a joint venture of the Government of Pakistan,
USAID and the Wharton School of Finance, University of Pennsylvania. The first
business school in the country to offer an MBA degree, it is still recognized among the
top business schools in Pakistan (Areola, 1998), with several other business schools
affiliated with it and/or following its lead in curriculum development (school websites).
Pioneer has several MBA programmes, including MBA, MBA-MIS (Management

Information System), BBA (Bachelor of Business Administration), BBA-MIS for both
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morning and evening students (Program Announcement, 2004-5:22-3). Each of these at
each of the two campuses boasts from 50-100 students. These students have generally
completed their undergraduate degrees in business administration, commerce, medicine,
or engineering if they are MBA students or their A’ Levels or Intermediate if they are in
the BBA programmes. None of the programmes emphasize work experience as a
stipulatory requirement. However qualifying in an aptitude test, followed by an interview
with a panél of teachers, and a group discussion with fellow candidates is essential for

admission.

Pioneer has a vision of becoming a world-class business school for leadership and

innovation in management. Such ideas are repeatedly found in the Program

Announcement (2004-5). Its philosophy (Program Announcement, 2004-5:7) reads:
Business education should be relevant and looking into the future...[Pioneer]
programs are designed to provide world-class professional managers and
entrepreneurs for the business and industry in Pakistan.

With teaching, research and other extracurricular activities students can learn to think and

become ‘leaders’ and ‘responsible citizen[s]’ (ibid: 7). I also found Pioneer’s slogan for

2004 ‘No wastage of time’ posted in every room and communal area.

A public sector institute, Pioneer’s patron and members of the Board are industrialists and

senior government officials. Government influence was evident in Pioneer’s routine

office procedures, such as requirements of various documents and attestations for
applying for any student post. Old style of language used in official notices around

bulletin boards, official letters and even the heavy and dark old English style furniture in
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Director’s office that is used in government organizations reminded me of the
governmental origin of Pioneer. The Founder of the Nation Mohammad Ali Jinnah’s

photograph and the Pakistani flag were displayed prominently in offices, libraries, etc.

Since Pioneer was a joint effort of the Government of Pakistan, USAID and the Wharton

School of Finance, University of Pennsylvania, it had an American influence as well. The

school’s ﬁrst few directors and professors came from America. Pioneer’s Centre for
Computer Studies was sponsored by IBM (International Business Machines, USA) in
1983 (Program Announcement, 2004-5:6). A plaque commemorating this sponsorship
stood visibly at the entrance of the Centre. Several of the institution’s teachers have
received degrees from the USA (ibid: 6) and some are currently enrolled there in various
Ph.D. programmes. Among the artefacts I saw at Pioneer, I noted an official memo from
an Assistant Professor of marketing informing the Head Librarian of her keeping in the
library a new reference book brought from Kelloggs School of Management, USA. She
kept it there along with this message, ‘I would like the faculty to encourage the use of this
information in their teaching processes’ (August 9, 2004). The lady’s photograph with the
American marketing professor Philip Kotler, who is very popular among Pioneer’s

students and teachers, was also prominently presented in the Program Announcement,

2004-5 (p. 22).

The Western or American influence could also be seen in men’s wearing of jeans and
trousers instead of the traditional shalwar and gamees (Pakistani loose trousers and shirt).
Women also wore fashionable dress, but it was mostly Pakistani. This was because

Pioneer regulations forbid women from wearing western clothing to class. Moreover, I
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frequently heard English around campus, which I consider another legacy of the western

or American influence.

The Islamic influence was also visible at Pioneer. Few men wore a typically Islamic
dress, though many women had heads covered. Many men wore the traditional Pakistani
dress on Fridays, the Muslim Sabbath. The Orientation began with recitation from the
Holy Quran. A few minutes later, however, the Director announced no need for a separate
course in Islam in Pioneer’ curriculum as the important thing was to practice good values
of tolerance, progressiveness, and honesty, rather than learn Islam formally through a

specially designed course.

I felt that the school’s image was also strengthened by teachers’ references to the school’s
culture. From amongst these teachers, Salaam reflected, “Pioneer is a philosophy, a
culture, not an institution...we 're a family.” Then he bound all Pioneer people together
in an encompassing statement by claiming that Pioneer people were good because of
knowledge and discipline. Pioneer’s logo was also printed on curtains, clocks and

calendars that hung in every office and classroom.

5.7.2.2 Leaders’ Academy

The MBA is the flagship programme of Leaders. Started in 1984, I found it had around
150 enrolled students, of which only 10-15% were women. These students came from a
wide variety of disciplines, such as medicine, engineering, arts, computer science, etc.

Admission to the programme required a GMAT or LMAT (Leaders” Management
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Assessment Test) and 2-3 years of work experience. The Executive MBA, introduced in
2003 (Leaders’ general booklet), is attended by local and multinational professionals with
at least 6-7 years of work experience (interview, Asma).

Leaders’ vision (on the website) reads:

We will be a pre-eminent academic institution, serving as a catalyst for
economic prosperity and social development with a focus on management of
resources

Its mission (Leaders’ website) is to:

e Develop high quality professionals and scholars who are committed to the
pursuit of excellence, and are endowed with vision, courage, and dedication.

¢ Improve academic and management practice in the country through the
generation, assimilation, and dissemination of knowledge.

e Make a significant and meaningful contribution towards the social and
economic betterment of Pakistan through development of its human resources.

e Serve as an intellectual resource base in the region.

Leaders’ philosophy, as given on the website, mentions the values of a merit based
approach, hard work, value addition (to students’ learning), intellectual rigour, and
character building. Leaders’ general booklet (not dated) adds diversity to this list, while

the Student Handbook (2004-5) adds inculcation of ‘the highest standards of personal

integrity, social responsibility, tolerance and respect for humanity’ to the philosophy.

Based on the above, the Dean’s message reads (Leaders’ website):

[Leaders] is already well recognized as the premium business school in the
country. Our vision is to become recognized as the top ranked business school in
the region. Our mission is three-fold: (i) to develop individuals with the integrity
and intellectual capacity to assume a leadership role in society, (ii) to impact the
practice of management, and (iii) to contribute to knowledge generation and

dissemination.
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Leaders owes its existence in a big part to Mr. S.B.A who teamed up with Pakistani
businessmen to set up the university. Leaders is a private institution, run under the
auspices of a governing body many of whose members are eminent businessmen of the
country. Leaders’ faculty informed that Leaders’ values owed a great deal to it founders.
These early pioneers, who often had degrees from world-renowned universities and were
appreciative of the American university system, toured universities of the USA, Europe
and Canada to study their systems before launching their own MBA programme.
“Harvard was the role model for us. That we wanted to create a school somewhat on that
model,” said Saeed in his interview. So much was Leaders a reaction to the established
university education system of Pakistan that, as one of the teachers informed me, they had
made a rule in the beginning not to hire any teacher from a Pakistani university for the
fear that they would bring in the “same habits.” These founders and sponsors were not
only vividly remembered, but some were still active in Leaders. As I saw in written
publications of Leaders, many of its patrons were sponsoring its outreach activities, its
funds for deserving students and its scholarships. In fact, several medals and scholarships
were named after these prominent industrialists. Auditoria too bore the names of patrons.
The business school has recently been renamed to recognize the generous support of the

Pakistani industrialist family who had patronized it since the beginning.

Influences of both Islam and the West, particularly America, were seen in Leaders. Both

influences were more strongly visible in Leaders than in Pioneer. For example, Leaders’
faculty who had attended some of the leading western universities openly acclaimed the
American Ph.D. degree to be superior to the British one. Leaders’ Student Handbook

(2004-5:16) acknowledged taking of disciplinary rules on plagiarism from Harvard and
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Sussex universities. Journals in the library too were mostly from America. In my
observations around the campus, I saw acknowledgement of USAID funding for the
Academic block (that Nasim referred to in his interview) and a plaque commemorating a
special address by Lady Hillary Clinton on March 27, 1995. Leader’s dining centre was
also named ‘Pepsi Dining Centre,” perhaps to recognize the patronage of the Pepsi
Corporation. English was more often heard among Leaders’ student body compared with
that of Pioneer. Women in this school were also more frequently dressed in fashionable

Pakistani clothing or western jeans and shirts.

At the same time, the Islamic influence was also observable. The Quranic inscription of

‘My Lord, increase me in knowledge’ (20:114) dominated the main entrance and was
seen in several other places. I attended a lecture on misconceptions about Islam in
auditoria and attended regular congregational prayers in a well-furnished and frequented
mosque. The Islamic Ethics teacher, who is a patron of the Islamic Society, appreciated
students’ reading of the Quran despite their hectic schedules, at his voluntary Quran
classes. The influence of an influential religious party in the country, Tablighui Jamaat,

was also seen in people’s (students’ and teachers’) attire, (though the university holds no

political affiliation).

At Leaders too I felt the school’s image was reinforced by such remarks as Professor
Ejaz’s during one of his classes, “You are not students; part owners of this place.”

Furthermore, I noted the Leaders logo on exercise books and other stationery.
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5.8  Research methods used in the study

Research methods are more powerful when chosen deliberately for being seen as best
suited to the character of the data that the researcher deems most useful for his/her
research (Greer, 1977; Arksey and Knight, 1999). Bulmer (1977) differentiates between
methods and techniques by the level of specificity and contextual concern. When research
strategy and techniques are given a specific format, in concurrence with the context of the
situation to be investigated, they are called research methods. Thus a concrete, context-
specific technique adapted to the study of a situation at hand is a method. Bulmer
(1977:8) calls data collection methods the Achilles’ heel of sociological research.

I felt my research would be more robust with a blend of different methods and data
sources. Hence I used a variety of research methods and data sources to obtain a well-
rounded picture of the values endorsed in the MBA programmes in my chosen business
schools. A major part of my data came from unstructured, in-depth interviews. To
supplement these and to see how more durable business school structures influenced their
inhabitants, I also observed various school settings, such as some classes in progress (as
outlined by Edwards and Westgate, 1994) and campus life in general, and collected
textual material from school offices. I compared beliefs and opinions put forward in
interviews (Henerson et al, 1988) and school publications with my notes of observations
and asked participants to elucidate events I found intriguing or relevant to my research

topic (Angrosino and Perez 2000; Altheide and Johnson, 1998).

Using several data sources and methods is called by some friangulation. Arksey and

Knight, 1999:21) describe triangulation as ‘An integrated research design in which
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several different methods are employed to seek answers to a single set of research
questions.” Huberman and Matthew (1998:199) consider triangulation a mode of inquiry
that selects data sources with different biases and strengths to complement one another,
rather than a tactic for converging measures of data, which cannot converge fully in a
‘disorderly world.” I have used triangulation of two types:

a) Between methods, by including interviews, observations and some basic textual

analysis to illuminate various aspects of my research problem
b) Of data sources, by gathering data on the same questions from both informants as

well as published material and cultural artefacts

To me all these methods (that is, interviews, observations and basic textual analysis) and
data sources (such as gathering data on the same questions from informants, observation
studies and published material) appeared complementary to one other. They shed light on
both the same and different aspects of my research topic (Sunderland, 2004), allowing me
to obtain a rich array of views and opinions and comprehend the phenomenon of values

endorsed in business schools more comprehensively.

In addition to these primary research methods, I consulted secondary sources of
information, such as programme websites and publications of some of the other schools
as well. This information provided me a background for this study by enabling me to

obtain an insight into the current situation of the Pakistani MBA.
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5.8.1 Starting my research using observation data

My reason for observing classroom and other social interaction, as well as any relevant
news items and physical objects around the school was to see for myself the context in
which students and teachers learnt certain ideas and values and interacted with one
another. I felt observation was necessary, as Mort (2004) says what people say and what
they do are not always the same. Not that they want to mislead the researcher, but more
so because they often cannot articulate exactly what they want to talk about. Besides, they
may not consider it significant enough to tell the researcher about some routine or

unconscious part of their work which may be very relevant to his/her study.

Before beginning my field work, I collected ‘maps’ that guided me towards various
venues and timings of availability of different participants and the physical layout of

premises, etc., enabling me to sample sites to visit at particular timings (Schatzman,

1973).

An exploratory observer, I began with a few themes in mind and let the study unfold as it
progressed. I began by noting down anything I observed. For example, on September 14,
2004, T wrote these ‘initial thoughts’ about the Leaders’ campus in my diary:
Quite posh building. Traditional red brick, geometrical figures, clean and
spacious. New-looking furniture and everything seems systematic and

disciplined...Students often in Western dress, not allowed in Pioneer. English is
heard more often. I still haven’t heard any crude language. Reminds me very

much of Lancaster.
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I became more focused as the study continued, as is often the case with observation
studies as they develop (see for example, Edwards and Westgate, 1994; Silverman, 2000).
I looked at interactions amongst teachers and students, both inside and outside the
classroom. I looked for patterns, trends and styles of behaviour that spoke of certain
values around school campuses and caught on minute elements of social interactions if I
could (Adler and Adler, 1998). For example, a few days after having visited some classes
in progress in Leaders, I wrote of one:

It’s an electic course. They are discussing profitability of shares and the giving

of dividends. No one speaks out of turn — quietly raise hands and wait for turn.

No one laughs at another or aggressively disagrees. They seem seriously

involved in class.
In addition to such notes, [ occasionally recorded speakers’ (whom I came across in my
observation studies) words that I felt could be of relevance to my study. In my data
analysis I sometimes quoted the fieldnotes and speakers’ words as presented above, but
more often used them to supplement my analysis of interview data in order to form a
complete theme or report on some other aspect of my findings presented in chapter 6. [

also used these notes and words, along with extracts from school texts, to write a

background and ethos of the two schools, as given in chapter 4.

Part of culture change involves construction, presentation and manipulation of symbols
(Westwood and Kirkbride, 1998). As I was interested in finding out how different ideas
and values in schools were communicated through artefacts, I noted down during my
observations any objects that caught my attention and that I felt contributed unobtrusively
to endorsing certain values and ideas in business schools. In my data analysis I made use

of these notes to shed light on my interview findings. These objects and artefacts included
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buildings, trophies, curtains and stationery with logos, plaques and rolls of honour.
Hodder (1998:122) says, ‘Some material culture, precisely because it is not overt, self-
conscious speech, may give deeper insights into the internal meanings according to which
people lived their lives.” ‘Material culture is often a medium in which alternative and
often muted voices can be expressed’ (ibid: 127). Objects ‘are not innocent, but fraught
with significance for the relations that they materialize’ (Suchman, 2003: 2). By figuring
in the identities of people, standing for particular ideas or viewpoints, objects are used ‘as
a vehicle for the pursuit of other things’ (p. 7) and have a role to play in the ‘micropolitics

of everyday organizational life’ (p. 13).

Observing people and artefacts in classrooms, school grounds, and offices provided me,
as I said earlier, with an insight into the ethos of the schools (c.f. chapter 4), indicated
further aspects of inquiry (Bulmer, 1977) and illuminated my interview findings and
readings of school texts. For example, I referred to the lists of sponsors, disciplinary
notices, and plaques around schools in my interviews. Observations also identified
candidates for further interviews: for example, noting the frequent occurrence of a
particular teacher’s name under Islamic activities at Leaders and the Placement Officer’s
name under internship notices at Pioneer, I thought of interviewing them regarding these
aspects of management education in their respective schools. In addition to these, I
undertook visits to school libraries and computer laboratories to obtain some idea of the
importance of research as an activity at both schools and the way some values, such as
discipline, were enacted in the two schools. I would call my observations primarily

naturalistic, in that 1 observed people, interactions and objects in their natural work
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settings, without interfering with them (Angrosino and de Perez, 2000).(I asked them any

questions I had later).

In the classrooms I maintained a rather distant relationship with the participants to be able
to report on them (Law, 2004). Not because I was taking an imperialist stance by gazing
at my subjects, but because I soon realized that my participation would disturb the flow of
interaction as students and teachers did not seem used to the presence of a ‘stranger’ in
class. Some teachers explicitly requested me to sit silently in a corner if I needed to attend
their class. Some teachers introduced me to their student groups, which made them
conscious of me for a little while. In other instances, teachers did not notify my presence,
so the students also did not pay much attention to me. In both cases, teachers and

students soon appeared to forget about me as I quietly blended into the group.

I took notes of my observational visits while I sat in classrooms or soon after if I could
not write down anything there and then (such as presented above). In line with the
postcolonial position of avoiding claiming expertise over my observed participants (see
for example, Said, 1991) or artefacts (Stavenhagen, 1997), I asked respondents for
elucidations in successive interviews. My observations continued during interview breaks

or even after I had started reading textual material.

As mentioned earlier, data from observation studies was used to inform interviews and

readings of text. Hence, I reported my observation notes with whatever interview themes

they appeared relevant to (c.f. 5.9).
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5.8.2  Looking for research issues in official publications

I agree with Lazarsfeld (1977:78-9) that
Man is a data producing animal. Wherever he goes he leaves certain kinds of
data...This leads to the possibility of using existing institutional data as
indicators of complex social trends and relationships.

I thus collected various texts, such as programme announcements, alumni magazine, and

other pamphlets circulated by business schools in regard to their MBA programmes.

These records provided me with material in which I could look for evidence of the
philosophy, objectives and core values that underlay the working of MBA programmes,
in a relatively researcher-unobtrusive manner (Hodder, 1998). Thus they also informed
my interviews and observation studies and enriched my data analysis. Besides, they
yielded background information, such as the duration of the MBA degree programme and
the technical requirements for admission to schools (c.f. chapter 4), that helped me

understand qualitative findings more clearly.

Several researchers, including Potter and Wetherall (1992), see texts as not merely
reflecting reality, but constructing it. Fairclough (2003:8) sees them as even more
powerful builders of ideas and ideologies: ‘Most immediately, texts can bring about
changes in our knowledge, our beliefs, our attitudes, values and so forth.” In the long
term, they can affect identities and social relations. They have ideological effects too. By
representing aspects of the world in particular ways, they can contribute to establishing,

maintaining and changing social relations of power, domination and exploitation. Taking
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a postcolonial perspective towards my study, this was my second major reason for
looking into the documents — how they constructed certain ideas and contributed to

endorsing certain values.

I did not carry out a full-fledged hermeneutical study of these texts but, but wearing a
postcolonial lens, noticed the content and linguistic characteristics of these materials
pertaining to values endorsed, ideas spread about prospective careers and some salient
features of the curricula. As mentioned earlier, since this data was used to supplement
interview and observation data, I reported it with whatever interview themes it seemed to
fit in (c.f. 5.9). Selecting some limited category of data to scrutinize, such as headlines or
some specific kinds of words is also advised by Silverman (2000). There is no limit to
what depth one can textually analyse a written document. The commission of words to
text opens up possibilities for different interpretations. ‘There is no “original” or “true”

meaning of a text outside specific historical contexts’ (Hodder, 1998: 111).

5.8.3 The interview: my main research method

Since I was interested in finding out respondents’ beliefs, feelings and behaviours about
their MBA programmes and their work lives, I conducted in-depth interviews with them.
Gubrium and Holstein (2003b) call interviewing a special form of conversation in that it
provides a way of generating empirical data about the social world by asking people to
talk about their lives. Arksey and Knight (1999:2) say of an interview:

It is not a research method but a family of research approaches that have only
one thing in common — conversation between people in which one person has

the role of researcher.
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‘They get at what people say, however sincerely, rather than what they do’ (ibid: 15).

I began preparation for my interviews by glancing through the publications (such as
programme announcements, brochures, and pamphlets) of business schools to find out the
core values they explicated, and programme objectives and philosophies they
propounded. I observed for the same in classrooms, libraries and computer laboratories,
as well as on notice or bulletin boards around school campuses. These informed my

interview questions and helped me develop a background of my cases (as given in

chapter 4). Following is a more detailed version of my interview questions:

Instead of proceeding directly with the main questions, I asked respondents warm-up
questions, such as their reason(s) for joining or establishing their MBA programmes, their
expectations from their business schools and how far they were met, and their concept of
an ideal business graduate in terms of his/her work values (a ‘posing the ideal’ question,

according to Schatzman and Strauss, 1973).

I then moved on to the main questions. Underlined below are the main questions,

followed by their variants that were used while probing. (This point is explained later)

The research question ¢ Which main values are encouraged in business schools?” was

put to respondents as:

Based on your experience. what are the main values encouraged in your business

school?
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How would you comment on the values about work MBA graduates come

endowed with when they enter practical (work) life?

e How would you comment on your programme’s objectives and philosophy?

e Considering ‘x’ is listed as one of the core values of your school, how would
you comment on the way it is being implemented in your school?

e MBAs have an image that they are ‘xyz.” How would you comment on that?

(a ‘Devil’s advocate’ question, according to Schatzman and Strauss, 1973)

The question ‘How do respondents comment on the curricula of business schools,
especially on the teaching of ethics and social responsibility?’ was asked as

How would comment on the curriculum of vour business school? Please include

in vour answer your comments on the teaching of ethics and social responsibility

in your programme.

e Do you have any courses in ethical or social responsibility?

e Do teachers or colleagues talk about ethical or social responsibility?

e How are ethical and issues of social responsibility dealt in your curriculum?

e If you were to design the curriculum of your school, what changes would you

make in the present one? (A ‘hypothetical’ question, according to Schatzman

and Strauss, 1973)

The question ‘What kinds of careers do students look forward to after completing their

MBA degree?’ was put as:
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What kinds of careers are you (or vour students) looking forward to after

completing your (their) MBA degree?

e What kind of work do MBAs prefer?

* How do MBAs respond to work when they join as fresh graduates?

To close the interview and to provide respondents with a last chance to add something or

qualify their earlier comments, I ended with a neutral concluding question, such as, ‘What

recommendations, if any, do you have for improving business school curriculum(a)?’ or

‘Any other point you would like to add?’

Research questions underlined above led to more specific ones (following below the main
question), generally following respondents’ line of reasoning. This meant that follow-on
questions differed from interview to interview (including focus group and joint
interviews) and none were asked in a particular order. My research questions were in my
mind when I began my fieldwork and I was expecting my respondents to move
automatically from one value to another but, after the first few interviews, I realized I had
to make my questions more structured in some cases. Trying not to put my words in
respondents’ mouth but at the same time leading them to my topic of interest, I found
probing difficult at times. Probes can also be a source of interviewer bias in that they push
respondents in a certain direction (Oppenheim, 1992). Deutscher, (1977) also forbids the
use of probes because, for him, what is said is as important as what is not. However, some
other scholars take a different view. Henerson et al (1988) and Denscombe (1998)

consider probes a necessary part of an interview in that they help to clarify vague and
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incomplete answers. Moreover, respondents may not remember to cover all points in a
single response or may give a different frame of reference than the researcher’s question
implies. In such cases, probing can provide more complete answers and insights into

unthought of issues.
5.8.3.1 Individual in-depth interviews

I mentioned earlier that as I wanted my respondents’ uninhibited views on their MBA
programmes and/or with MBA students, I decided to collect their views through open-
ended questions in an unstructured format. I was careful of my interview approach
because interviews are often criticized for being a form of ‘active control’ in that it is
usually the interviewer who decides what questions to ask, from whom, the acceptable
length of answers, and when to probe (Schatzman and Strauss, 1973:60). Brigg
(2003:243) also blames interviews for being discursive in that they are ‘highly adapted to
producing the precise types of information that will be reconceptualized in books.’
‘Systems of difference’ and political patterns are obscured beneath notions of objectivity
and science (ibid: 245). A postcolonial researcher who did not want to impose any
hierarchy of authority over her research participants but wanted them to speak for
themselves in ways they desired (see for example, Spivak, 1988), I tried to conduct my
interviews in a way of inviting participants to freely air their views and opinions, leaving
order of questions, length of answers, the language of the interview and other such
practicalities largely to their consideration (also see Gubrium and Holstein, 2003a and b).
These interviews offered participants (including myself) an opportunity to clarify

questions, explain answers, and probe beliefs, feelings and attitudes (Henerson et al,
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1988). A variant of the interpretivist approach (Hughes, forthcoming), the desire of un-
unstructured interviews is to understand, rather than explain. Fontana and Frey (1998) and
Altheide and Johnson (1998) also highlight understanding as against control as the goal of
interpretive research. Unstructured interviews are also called ‘naturalistic’ or ‘non-
directive’ in that the respondent uses his/her own ideas and language and the researcher
has only a few general themes to guide him/her. According to many of the above
mentioned researchers, they are the most demanding and time-consuming category of
interviews. However, I had to provide some of my participants with more guidance
regarding my research topic and therefore had to add more structure to my interview

questions.

A total of 21 respondents were interviewed from the corporate sector and 22 from the
academia, of which 14 were teachers and 8 were students (excluding students in joint and
focus group interviews). Though most interviews ran for more or less half an hour, some
became longer if the participant was very enthusiastic and some shorter to accommodate
participants’ schedules. Sometimes participants seemed carried away as the interview
provided them an opportunity to vent their concerns with business graduates, while at

other times they gave short answers if they had anything else to attend to.

5.8.3.2 Focus group and joint interviews

Interested in exploring how certain values and ideas operated within my given cultural
contexts, I decided to conduct focus groups and joint interviews in addition to the one-to-

one interviews that had given individual opinions. ‘Focus groups are group discussions

154



exploring a specific set of issues,” with the word focus implying some kind of ‘collective
activity’ (Kitzinger and Barbour, 1999:4). Krueger (1994:6) sees them as ‘carefully
planned discussion[s] designed to obtain perceptions on a defined area of interest in a
permissive, non-threatening environment.” Their strength lies in exploring how ‘accounts
are articulated, censured, opposed and changed through social interaction’ (Kitzinger and
Barbour, 1999:5). According to Arksey and Knight (1999) and Fontana and Frey (1998),
focus gfoups can give multiple versions of the same reality and fill in gaps to
counterbalance bias in other simultaneous interview accounts. Moreover, focus groups
also offered me a practical way of saving time of respondents who were not willing to

wait in queue.

I thus arranged three joint (two in one school and one in another) and two focus group
(one of each school) interviews with the students of each school. Joint interview
participants (two in number in all cases) did not develop a discussion on each other’s
comments and gave rather individual responses, though they could have been affected by
the presence of their partners. Focus groups that each had around eight participants (with
an equal number of men and women) however, did flow into discussions. Though some
participants talked more than others in these sessions, I did not observe any negative
instances of anyone dominating the group and causing others to turn quiet. Maybe this
was because both focus groups were made up of participants from the same cohorts and
everybody was very familiar with everybody else. Moreover, in both focus groups it was
often one or two participants who collected their friends together, which was another
reason why no one was really shy voicing his/her opinions. Some social science

researchers consider members’ knowing of one another an advantage, since these are the
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very groups in which people are likely to discuss the issues raised in the focus group
session, lending an air of reality to the discussion (Kitzinger and Barbour, 1999). Others,
such as Krueger (1994) and Farquhar (1999) think this can be constraining as well,
especially if the topic of discussion is personal or sensitive.

Each focus group ran for around 80 minutes.

By virtue of being of a particular gender, an age group and a member of an ethnic group,
a researcher cannot be ‘neutral’ (Krueger, 1994; Myers and Macnaghten, 1999). Kitzinger
and Barbour (1999) say focus groups can either dilute the identity of the researcher
(moderator) or position themselves in relation to their collective identity against the
researcher. I experienced the former at Leaders where participants became so involved in
their discussion that I spoke mainly to remind them of my presence. At Pioneer, perhaps
because of our student-teacher relationship, students often addressed me and at times I

had to guide them to respond to the comments of other participants as well.

5.8.3.3 Practicalities in my interview research

The language of interviews was adopted to suit the interviewees. Many respondents
began in English but gradually switched to Urdu as the interviews progressed or as they
got more involved. I allowed for this to enable them to speak comfortably and express
themselves fully, especially since I was keen to know the opinions of the silent voices to
counter Oakley’s criticism of interviewing as generally embedded in the masculine
paradigm and ignoring emotionality and sensitivity (Fontana and Frey, 1999). This also

seemed more appropriate from a postcolonial point of view, which too endeavours to
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allow postcolonial subjects to speak in their own terms (Spivak, 1988; JanMohamed and

Llyod, 1997).

I did not have a sample size in mind, for as the convention goes, I kept on interviewing
from various samples until I stopped getting new themes for my analysis (Arksey and
Knight, 1999). At Leaders, the Dean of the Business School provided me with an
indicative list of faculty and staff, of varying demographics and dispositions, to which I
was free to add or subtract names. I was very grateful for this consideration. From
Pioneer and the corporate sector I was completely free to interview whoever I wanted to.
Here I made an effort to choose people from diverse backgrounds — position, age,
experience, public and private sectors, teaching both non-Islamic and Islamic subjects,
men and women. In this way I can be said to have used stratified random sampling. In
setting up corporate interviews, I was greatly helped by the Pioneer Placement Office, my
late father (who had contacts in some companies), some interviewees themselves and my

friends. My sample comprised three frames:

a) Students of business schools: Most of this group belonged to the 20-25 years age
bracket, had both men and women, belonged to at least the middle class by virtue of the
schools they were studying in, and had often been educated in reputed English-medium
(where the language of instruction is English) schools and colleges.

b) Teachers and administrators of business schools: They ranged in age from 25 to 75
years, and varied from young lecturers at the beginning of their careers to Deans and

Directors and Vice Principals awaiting retirement. Most of them were qualified from the
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top national and international universities, with seniors in age and rank being more
qualified than younger faculty.

¢) Managers in industry: From this group I interviewed basically two subgroups: i)
middle to senior level managers who had experience working with MBA graduates and ii)
young managers or management trainees who had completed their MBAs 2-3 years ago
and could therefore comment on their recently attended MBA programmes. Keeping this
time factor in mind was important so that I could compare the comments of current MBA
students with those of recent (2-3 years old) MBA graduates. In addition to this
classification, I made sure I had respondents from both local and multinational sectors, as
well as from public and private sectors. Choosing respondents from industry thus had to

be planned more carefully. The sample frame of interviewee managers can be depicted on

the following table:
Public Private local Private Total
multinational
Middle-Senior 2 8 6 16
Junior 0 3 2 5
Total 2 11 8 21

Table 1: Sample frame of managers interviewed in industry

As I mentioned earlier, observations of people’s interactions and of artefacts and notice
boards around school libraries and in communal areas also guided me as to whom to
interview (Hycner, 1985), while at the same time my interviews disclosed phenomena to
observe in action. In addition, if needed, I asked for respondents’ views on statements
made by other groups on the same phenomenon and looked for the same in my
observations and texts. Engaged in qualitative research I was not aiming to ‘find the

truth’ but only inquiring into the perception of various data sources about the values they

thought they were endorsing.
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I recorded only what people actually said, taking it as sufficient proof of their beliefs, as

put forward by Hammersley (1997) (also see Atkinson and Coffey, 2003; Silverman,
2000). All interviews were recorded on a portable cassette recorder using C90 tapes,
which according to Krueger (1994), are most suitable, especially for longer focus group
interviews. I also took notes during some interviews and focus groups. Although I was
expecting the task of managing and recording several respondents at one time a
challenging one, participants themselves helped me by moving around the cassette

recorder to the speaker in turn.

Green and Hart’s (1999) and Baker and Hinton’s (1999) focus group researches showed
that venue can affect the content of findings. In their studies, participants related different
kinds of stories and behaved differently in different contexts, such as a school setting
versus a Saturday club or public versus private settings. I also conducted interviews in
real settings, including teachers’ offices, classrooms, student lounges, and corporate

office rooms — where the ideas I was researching were more likely to be aired.

In addition to the interviews directly related to my research problem, I also conducted

other interviews with library, laboratory and administrative personnel to find out technical

details about MBA programmes. These were more structured interviews, the purpose of
which was to collect facts, such as the duration of the MBA degree programmes,
technical requirements for admission, number of students in each class, facilities provided

in libraries and laboratories, etc. in order to put qualitative findings in context.
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On the whole, I found my respondents exceptionally cooperative and most of my

interviews went smoothly and efficiently. The few small problems I faced were the

dishonouring of their commitments by some respondents. Though all interviews were

fixed beforehand, some managers and teachers declined to give me promised time

because of urgent tasks that came up. Students also at times refused to be interviewed

because of pre-occupation with examinations.
5.9 My chosen method for data analysis

In analyzing my findings, a postcolonial researcher, I looked for an analytical framework
that did not detach respondents from their contexts or confine them to a limited range of
research parameters. Besides, I had no hypotheses to prove or disprove; nor was I aiming
at prediction of any sort. Methodologically speaking, I did not want to consider my
respondents’ answers as facts or figures drawn out in tables or diagrams but as their
opinions of the values endorsed in the business schools they were associated with. These I
wanted to supplement with my notes from observations in the schools and relevant
extracts from school publications. As an interpretivist, I saw my respondents as

autonomous and goal-directed individuals, capable of interpreting their own behavior

(Schwandt, 1998).
5.9.1 Method of analysis for interview data

Using a postcolonial lens, I too did not want to impose any preconceived interpretations

upon my data. Looking for a framework that gave precedence to the research participant’s

160



voice over the parameters of the analytical tool, I came across Hycner’s (1985) and
Huberman and Matthew’s (1998) frameworks. Hycner believes that ‘any research method
must arise out of trying to be responsive to the phenomenon’ (p. 280). A work that
considerably guided me in framing my own analysis was AlAli’s (1998) Ph.D. thesis that
showed how only some steps from an analytical method, for example Hycner’s (1985),
can be effectively woven into one’s own analytical procedure. I started my analysis as
soon as I obtained the data. Interim analysis allowed me to undo errors next time I was in
the field and adjust and readjust instrumentation, for example, wording of questions

(Huberman and Matthew, 1998).

There follows a step-by-step account of the procedure I used to analyse my interview
findings. It has been adapted largely from Hycner’s (1985) analytical framework to suit

my purpose.

1. Listening

After collecting my interview data, [ initially listened to the entire tape to get a sense of
the whole interview. Even listening entailed bracketing my own interpretations and
entering into the world of the interviewee. This was necessary to rule out any
preconceptions or stereotypes. After gaining some experience in listening I began to

transcribe interviews as I listened to them the first time.

2. Transcribing

I thoroughly transcribed the first few interviews.
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3. Obtaining units of general meaning
Transcriptions enabled me to obtain some ‘units of general meaning’ (retaining as much
of respondents’ words as possible) by getting at the essence of the meaning expressed in a

sentence(s) or phrase(s) (Hycner, 1985: 282).

4. Obtaining units of relevant meaning
Units of general meaning were then evaluated for their relevance to the research topic and
then combined to determine ‘units of relevant meaning’ (ibid: 283). Irrelevant units were

ignored.

5. Clustering units of relevant meaning into themes

Next I put together units of relevant meaning from various interviews that appeared to fall
into a natural ‘cluster.” To me a relationship among units of relevant meaning appeared if
two or more values reflected similar tendencies, for example, a high image of self and a
low image of others; reflected contrasting tendencies, for example honesty and

dishonesty, or were talked of in proximity, such as tolerance alongside discipline.

Clustering helped display data, revealed themes and associations, and hence facilitated
understanding of data. It also helped in ‘pattern clarification’ or identifying key themes

coming from related clusters (Huberman and Matthew, 1998:196).

Labels for clusters, or in other words ‘themes,” were derived as much as possible from
respondents” own words. Determining themes turned out not to be a simple linear process

but a challenging task because it was not only ambiguous, but there were also overlaps
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among themes. It required several attempts before I could discover a system of relating
various clusters. However, I still believe different researchers could have arrived at

different clusters and themes.

6. Obtaining themes from remaining interviews and modifying them when necessary

Once clustering from the fully transcribed interviews was complete, I picked up and
transcribed only relevant bits from remaining interviews. Arksey and Knight (1999)
report that different researchers hold different opinions about this practice of transcribing
only certain portions from interviews. As long as I understood the contexts of my
interviews, I considered this practice workable. However, I had to guard against pre-

conceived notions as I worked with incoming data and modified themes in its light.

7. Presenting and contextualizing themes

In presenting each set of values in a theme, I included illustrative quotes of all the
different sample frames along with observation and textual data that reflected similar
ideas. In sections 5.8.7 and 5.8.2 I mentioned how I added relevant portions from my
observation and textual readings into the thematic analysis of my interview data. These
themes are presented in chapter 6, without any discussion. In chapters 7 and 8, 1 have
placed the themes back within the contexts from which they emerged, along with

thoughts from literature, to determine the presence of any underlying phenomena.

Though I used most of Hycner’s (1985) steps I ruled out a few due to my particular
requirements and/or circumstances. For one, I did not use the service of any independent

judges as I did not want verification. I feel interpretive research is aimed at offering
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interpretations that do not need to be verified. Instead they should be thorough, fitting and
coherent (see Schwandt, 1998). I wrote summaries of the first few interviews but because
of shortage of time in Pakistan within which to conduct a series of interviews that my
family and colleagues were helping me arrange, I had to drop the practice. I also tried
returning to some participants, as Hycner (1985) advises, but due to their other
engagements they did not respond. After reminding them more than once I felt it more

appropriate to discontinue the practice.

5.9.2 Illustration of analysis of a theme

In order to better explain how I used Hycner’s method, I illustrate in the example below
how I analysed my interview data and added observation and textual data to it to give a

well-rounded analysis.

For example, this is how one student elaborated about the career plan and the company

she had in mind.

At a place where I'll be able to develop my marketing skills. May be an MNC

where there is good working environment, good pay. And after earning good

amount of money, 1'd like to start up my own business related to arts and crafis.
This quote belongs to the theme ‘Students’ contrasting definitions of a “good job™. To
develop this theme, I first collected from various parts of the interview and from several
interviews respondents’ comments on the kinds of careers they desired, subsequently

organizing all of the units of relevant meaning into clusters. I labled these clusters ‘Good

job’ or ‘looking for a prestigious position’ or ‘looking for prestigious company.” For
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example, the ‘good job’ cluster included respondents’ comments about a well-paying job,
preferably one in a multinational or at least in a large local corporation, while the
‘prestigious position’ cluster contained comments on jobs enabling one to quickly
become “a Sahib or Begum Sahibah” (akin to the English Lord and Lady) (interview,
manager Khurram). Clusters that seemed related were then grouped together as a theme.
For example, finding all of the above three clusters related, I combined them into a single
theme of ‘Students’ contrasting definitions of a “good job™”. In presenting a theme, I used
both my own words such as describing the constituents of a ‘good job,” as well as

extracts, such as given above, from respondents’ interviews.

I made sure that I represented the concerns of all the different groups of participants,
whether in my own words or as extracts from their interviews. I then supplemented these
interview data with findings from my observations and school publications. For example,
below interview findings reported in the above mentioned theme, I write in chapter 6:
Leaders’ publications (general booklet and Leaders’ MBA pamphlet) often listed
major recruiters of their students, including some of the prominent MNCs and
top Pakistani firms. From what they said, Leaders’ teachers also seemed to be
giving students ideas of profiteering as a part of their future work. For example,

in one marketing class that I attended, the professor repeatedly pointed out at
various points of case discussion that one should not be “afraid” of becoming

rich.

After a complete analysis of all related clusters in a theme, I named the theme using
words as close as possible to words from interviews or in publications. For example, the

above group of clusters was presented as the theme ‘Students’ contrasting definitions of a

“good job.”’
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5.10 Evaluating interpretive research

This section is about assessing interpretive research for validity, reliability, objectivity
and bias from the viewpoint of qualitative research. I have discussed these issues so as to
appraise qualitative research, such as mine, in the light of relevant criteria. In this section,
I also present a debate on generalization or external validity and how I have incorporated

these issues in my own work.

5.10.1 Assessing the quality of qualitative research

I believe qualitative data to be composed of social constructs and as such reflect
presuppositions and socio-historical circumstances of their production. Hence, qualitative
researchers have no single stance or consensus on addressing traditional topics such as
validity and reliability in qualitative studies (Creswell, 1994:157). In fact, many
researchers think it is futile to worry about painstaking validation and meticulous
reliability.

Reliable measures of social life are only needed by positivists...Once we treat

social reality as always in flux, then it makes no sense to worry about whether
our research instruments measure accurately (Silverman, 2000:10).

5.10.1.1 Reliability

The question of reliability emerges because asking and answering questions can never be
separated from mutual interpretations which are inherently local and non-standardizable’

(Silverman, 2000). Following Arksey and Knight (1999) and (Yin, 2003a), I consider a
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case study reliable if it explains all data collection and analysis procedures used so
thoroughly that they can easily be replicated or operationalized. An interview is reliable
as long as the interviewer’s actions are ‘appropriate.’Observation studies are reliable
when the researcher observes repeatedly and systematically (Adler and Adler, 1998). In
fact, authors such as Arksey and Knight (1999) and Hodder (1998) prefer to think in
terms of consistency (researcher’s handling of the topic, plausibility of thoughts and
actions, thick descriptions), trustworthiness (honestly reporting data) and coherence rather

than reliability.

5.10.1.2 Validity

Validity in qualitative research, as I explain below, comes from bracketing one’s own
judgements on various phenomena, allowing research participants to freely comment on
their words and actions and putting all findings in context. In an interview it depends on
the skill of the interviewer in managing it within a limited time and successfully creating
rapport (‘degree of understanding, trust and respect,” according to Henerson et al, 1988)
with the interviewee to encourage him/her to talk uninhibitedly (Silverman, 2000; Ellis
and Berger, 2003; Rosenblatt, 2003). In observation research, it rests in the opportunity
provided to research participants for explaining their behaviour and viewpoints
(Schtzman and Strauss, 1973; Adler and Adler, 1998). Finally it also comes from putting

all findings in context (Altheide and Johnson, 1998; Hodder, 1998).

I was conscious of these reliability and validity criteria during my data collection and

analysis. However, criteria of credibility, transferability, and dependability seem more
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plausible in the case of social science research (Bryman and Bell, 2003:288). In addition,
as I mention below, a qualitative researcher is as much a participant in the research

process and cannot maintain complete objectivity at all times.

5.10.1.3 Bias and objectivity

I believe qualitative analysis is not looking for the kind of ‘objectivity’ required in
experimental research. Since understanding of the respondents’ world is the cornerstone
of such method, it makes issues of testable hypotheses, predictability and interpretation
according to some theory redundant. If objectivity is desired in phenomenological (or
interpretive studies), Hycner is of the opinion that it can be achieved by trying to be
‘comprehensive’ and ‘faithful’ (1985:297), while Fontana and Frey (1998) stress that one

should report one’s assumptions.

Angrosino and Pérez (2000:689) say that ‘people come into interactions by assuming
situational identities that enhance their self-conceptions or serve their own needs, which
may be context-specific, rather than socially or culturally normative.” The researcher, by
his/her presence, stimulates such identities or interactions. Observation research, for that
matter I think interview research as well, thus becomes a ‘dialogue’ or ‘collaboration’
between the researcher and participants (ibid: 675; also see Altheide and Johnson, 1998).
Some social scientists (including Atkinson and Hammersley, 1998; Edwards and
Westgate, 1994; Schatzman and Strauss, 1973) call this ‘observer bias’ as the fieldworker
has a significant influence on the form and content of the relationships that he/she finds,

chooses or creates to gather information. But Fox (2001) refers to it as ‘academic bias’ or
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theoretical underpinnings that are necessary to observe. The researcher notices what
he/she finds interesting, perceives it in the way his/her stock of knowledge allows him/her
and writes about it from the viewpoint of his/her chosen theory. Taking into consideration
all the various interpretations of researcher’ effects on his/her observation study, it can be
said that observation studies, as well as interview studies I think, can never be called
complete or independent of the observer (also see Altheide and Johnson, 1998; Marcus,

1998). I will have more to say about this issue at the end of the chapter.

5.10.2 Assessing generalization and implications of this research

Previous paragraphs discussed the issue of validity in interpretive research. One type of
validity, external validity or generalizability has elicited more debate than perhaps any

other issue in case study research.

Lincoln and Guba (2002:27) describe generalizations as ‘assertions of enduring value that
are context-free.” Social science researchers generally see them as claiming to pertain to
‘each and all’ elements of a set and as deterministic, nomothetic and reductionist in nature
(as against voluntarist and idiographic, which are the fundamental beliefs of social
sciences). Their aim is to predict and control. In interpretive research generalization
becomes ‘pointless,” assert Prasad and Prasad (2002). According to Danmoyer (2002:62-
3) too

the role of the [social science] researcher is not to find the correct interpretation.

Indeed, the search for the correct interpretation may well be a search for a Holy

Grail...[Rather] the purpose of research is simply to expand the range of
interpretations available to the research consumer...The bottom line for
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assessing the quality of a case study, however, is still the richness of the data

presented (see also Schofield, 2002).
Some qualitative researchers, however, permit using generalizations cautiously. Without
generalizing universally so as not to overshadow the unique features of a case, Stake
(2002:22) suggests what he calls naturalistic generalizations. These are arrived at by
recognizing the similarities of objects or issues in and out of context and by seeing the
natural covariations of happenings. This concept also is not without debate. Gomm et al
(2002) view everyday generalizations with suspicion. They say, although we do them all
the time, we have access to very few cases on the basis of which we generalize. Our
conclusions are therefore likely to be inaccurate. Another question on such
generalizations is that being products of individual experience, how can they be shared
publicly. Stake thinks they cannot, while Hamilton (in Lincoln and Guba, 2002) thinks

they can.

By studying two business schools of Pakistan and interviewing some managers in the
corporate sector of the country, I am attempting to raise questions for management
educators about the values and ideas they are disseminating among their students and the
extent to which these values reflect Islamic traditions. Tending towards subjectivity, I
believe, an interpretive approach does not worry about universal generalization. My
research too has not established any universal truths, but is only one researcher’s
interpretation, based on experiential accounts of research participants and published
records of concerned organizations, of how an educational (management) discourse is
impressing itself upon various people. I do not claim my findings to be generalizable but

have hoped to have identified issues and processes that could be relevant in other settings.
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This is what Lincoln and Guba (2002) and Lieberson (2002) call probabilistic
generalizations and are similar to the concept of Stake’s (2002) naturalistic

generalizations described above.

Lincoln and Guba (2002:40) consider such generalizations to depend on the degree of fit
between contexts. Fittingness can be defined as the degree of congruence between
‘sending and receiving’ contexts and can be recognized if the case that is to be
generalized is sufficiently ‘thickly’ described by the researcher. If a generalization does
not accurately fit another apparently similar case, the primary researcher can defend
his/her study by stating that the subsequent case was not exactly like the original.
Schofield (2002) and Silverman (2000) also advise on clarifying degree of fit before

claiming the level of generalization.

Gomm, Hammersley and Foster (2002) criticize such generalizations and transferability
for placing the burden of generalization on the reader, rather than the researcher, though it
is only the latter who has access to original data. Besides, they hold authors who talk
about ‘fit’ responsible for not explaining adequately how ‘fit’ is to be assessed or which
cases need to be studied to see ‘fit.” But in leaving generalization to the inference of the
reader, I am implying that generalization in case study research is not statistical, but
rather analytical, based on theoretical propositions (Wieviorka, 2000; Yin, 2003a;
Ackroyd, unpublished paper). It is largely an unconscious process on part of both the
researcher and the reader. Gomm, Hammersley and Foster (2002) also hold that a case
cannot be independent of researchers or readers. Case study reports some facts and leaves

out others. To these, each reader adds and subtracts his/her own understanding based on
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readings of previous cases (Stake, 2000). Through this process of finding commonalities

and distinctions is a case ultimately and subjectively understood.

5.11  Reflexivity: myself as a researcher participant

Before explaining my findings (in ckapters 7 and 8) 1 would like to reflect upon my role
in this research. Reflexivity is not only a way of knowing but also a way of coming to
know the social world, reminds Hughes (1999). She adds that reflexivity is all the more
important because in piecing together bits of evidence from several places, one ends up
constructing an entirely new reality of one’s own (also see Perriton, 2001). In this section
I examine my position as a researcher both in the field and in the formulation of my

literature questions, analysis and conclusions.

I am cognizant that being an academic in the community I have researched, my person
and presence could have led my research participants to modify their beliefs. ‘In the
company of truer believers than himself [taking cues from them], he may become more
entrenched in his belief and more highly motivated to perform the behaviour’ (Kiesler et
al, 1976:250). A familiar face at Pioneer Academy, my respondents often talked to me
about non-research related issues both before and after completing the interviews. 1 too
identified with them more than I did with respondents in Leaders. Similarly Pioneer
alumni in industry, seeing the academic linkage we had, also gave candid views about the
institution’s educational policies. Apart from Pioneer students, faculty and alumni, the
other group that I felt trusted me more than others, at least as far as the religious aspect of

the research was concerned, was the religiously oriented one, whether at Pioneer, Leaders
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or in the corporate sector. They openly criticized the secular, American or the non-
Islamic element in MBA curricula and management practice. Others who apparently had
no strong religious issue with MBA education also brought in religious arguments into
their comments, something I felt was triggered off by my Islamic attire. I find this a
strength of my reseach since people did not feel inhibited talking about the Islamic values
present/absent in the academia — a topic that is usually not encouraged or considered
‘reactionary’ in academic circles (c.f. chapter 4).

On the other hand, my insider position at Pioneer, I felt, also led some respondents,
surprisingly mostly teachers, to exercise some caution while speaking. Perhaps this was
because of the close contact I had with the senior administrators, a fact that was known to
most faculty. During observations too I might have caused some anxiety about being
watched to some participants, though most seemed to forget about me as they got more
involved in the class or in other work. I too felt conscious as I sat in a corner in the

classroom or on a bench in the hallway.

I have revealed my influence on my research because I believe a researcher and other
participants are both partners in the construction of a social reality. Research is not
separate from the researcher (Prasad and Prasad, 2002). ‘Much research is partly personal
process’ (Marshall, 1999:157). ‘What we say is always in context, positioned,” (Hall,
1998: 222). All researchers in my opinion, particularly social science researchers ‘select,
interpret, colour, emphasize, shape their findings’ (Watson, 1994: 79). Besides, while
collecting data, different researchers stimulate different identities of participants
(Angrosino and Pérez, 2000; Altheide and Johnson, 1998). Even interpretation of past

experiences can be influenced by the personality of the researcher, whose presence could
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bring to mind specific parts of retrospective events, leading to the formation of a new
Jjoint reality. It is thus important to clarify one’s position as a researcher in the field so as
to let the reader judge for him/herself why and how the researcher influenced his/her
work the way he/she did. This will hopefully provide a more realistic understanding of

the work.

Having mentioned instances where I have myself stepped into my research field, I will
also explicate my position elsewhere in my research. I began my research as a
postcolonial Muslim researcher, who aimed to expose the vacuum left in management
literature by focusing on ideals and discourse that often seemed neglectful of Islamic
teachings. This had long concerned me because calling ourselves Muslim teachers, 1 felt
it necessary that Pakistani management curricula mentioned relevant Islamic teachings
alongside other management literature. Though 1 sincerely appreciate much in
management education of today, I am of the opinion that it cannot be called complete or
fully beneficial unless it includes religious, in my case Islamic, thought within its
curriculum. Disturbed by such ‘incongruities in values and perceived lack of social
justice’ in the academia I am a part of, I have considered myself responsible for voicing
these concerns. This notion has run as a key theme throughout my research. In fact, my
main research question has been to inquire into the harmony between values endorsed in
Pakistani management academe and those put forward in Islam (c.f. chapter 7). Hence my
subsequent research questions have tried to explore this. This notion also guided me
towards selecting the postcolonial perspective towards my study as I sought to understand
the effect of colonial culture on the Islamic culture of the Indian subcontinent. As I

analyzed my research data, I reviewed Islamic literature and research on Islamic values to
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find out how the values my data sources mentioned compared with those espoused in
Islam. Hence my conclusions also reflect the Islamic point of view. I thus see myself as a
‘tempered radical’ — one who works within mainstream organizations and professions, but
also wants to transform them (Marshall, 1999:159). This ‘confession’ I think, is
necessary to ‘both support and contradict rationality which is embedded in progressive
narratives’ and enhance integrity of research’ (Hughes, 1999; also see Perriton, 2001;

Fontana and Frey, 1998).
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CHAPTER 6: INSIGHTS FROM DATA

6.1  From research questions to research findings

In chapter 1 1 described how MBA graduates’ varied work values had intrigued me to the
point where I decided to study the values and ideas endorsed in the Pakistani MBA
programmes. Before undertaking research in the two chosen business schools, I had
sought (as I described in chapter 2) to study the thinking prevalent in present day MBA
education and had come across two discourses in management education that in my
opinion have had a considerable role to play in the value system of the MBA — discourses
of technicist-managerialism and Westernization/Americanization. It was seen that
technicist-managerialist thinking was unduly concerned with the objective, unemotional
part of management, to the point of neglecting emotional and ethical values, while
Westernization/Americanization described the dominance of Wester/American ideas in
management education of today. This domination by Western countries, especially
America, was, as we saw, considered by many postcolonial critics, such as Prasad and
Cavanaugh (1997) and Mills and Hatfield (1999), as a continuation of colonialism, which
had been responsible for marginalizing and misrepresenting the cultures of the colonized
nations. Cognizant of the fact that much in the Indian sub-continent’s religious culture has
been overwritten by the colonial educational system, it was thus a short step to my
selecting the postcolonial theory as my research perspective (for details see chapter 3).
Besides, the postcolonial theory also appeared relevant to addressing some of the critique
raised against technicist-managerialist thinking, and had therefore seemed suitable as a

theoretical perspective for this study. I had earlier read (as outlined in chapter I) that
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educational development is not an independent phenomenon but a part of a country’s
socio-economic and political development. In chapter 4, I therefore presented the
development of the MBA degree in Pakistan in the light of its socio-economic and
political history, ending the chapter with a contextual account of the two business schools

I have studied for this research.

The main research questions I explore in this study are:
e Which main values are encouraged in business schools?
e What kinds of careers do students look forward to after completing their MBA
degree?
e How do respondents comment on the curricula of business schools, especially on

the teaching of ethics and social responsibility?

In an earlier section (see chapter I) I discussed the numerous understandings of the term
values. I also asked my respondents for the same before putting my main research
questions to them. In the next few pargraphs I furnish some of my respondents’
understanding of values. For example, Dawood, a senior administrator from one of my
case studies, understood values as something basic to one’s life:
Values are such an all-inclusive thing, fundamental postures towards life and
acting in life, being a person, that you can’t just say, ‘Hey, this is for business

school, that is for medical school, and this is for a shopkeeper, that is for a
Jjudge’... Whatever you learn in a business school in terms of knowledge and all

that gets outdated very quickly but the values remain forever.

However, not all respondents agreed to experiencing the same values or to the same

extent, nor even if inculcation of any values could be possible at this stage or in this type
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of education. Considering society to have a strong influence on personality, Moeen, from
the administration of Pioneer Academy, one of my case studies, believed that unless
society or business market endorsed the values the school considered essential in its
curriculum little could be achieved in imparting them to students
See if these values are important in society. If yes, you can inculcate them in
students through your education system. But if they aren’t important in society,
then if you try hard, perhaps you can make some impact, but I don’t think you'll
achieve much. It might be only temporary.
He also thought it was futile to attempt to worry about giving values because this was not
what the market had demanded
Business education is a job-oriented degree; the objective is to train people.
Basically you 're preparing a product for the market. It’s not that what values
you are giving them but seeing that your product should be acceptable in the
market. Values and philosophies, these are jargons, I am sorry to say. I don’t
think anyone seriously believes in it.
Dawood, from the administration of Pioneer, believed that business schools could
influence the values of students, but also held that values from the society have already
had their impression before students came to Pioneer. Hence, the impact of society cannot
be disregarded
I've heard young people say, ‘Hey, you can get away with anything in this
country.’ So before they [students] come fo Pioneer they have learnt lessons,
right or wrong, about how the society really operates and how people who are
privileged and have power and money, how they can manage to be treated
differently...that to succeed what you need to do is to be able to use connections
and use money and use power.
Explaining how business schools could influence students’ values, he highlighted the role

of teachers in this regard. By paying attention to teachers’ histories and psycho-social

dynamics during hiring, rewarding them and recognizing their efforts, Pioneer
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encouraged them to demonstrate its values. Only after this they could be hoped to

inculcate them in their students
Actually faculty members are individual members and they have their own
histories, their own psycho-social dynamics what they have learnt in their
homes, their early lives. That’s very important and just won’t go away like that.
Of course we do pay attention to these aspects when we are choosing new
Jaculty to come in...we are rewarding by way of recognition, by way of
increments and all, and we keep in mind which faculty member is more serious,
more dedicated, more devoted to students, openness and challenge, and which
Jaculty member is doing research, and which faculty member is going out and
responding to whatever the business requirements are for research and case
writing and publications.
Among teachers at Pioneer, Ciran, acknowledged that being a teacher, especially in a
privileged school such as Pioneer, it was her (as well as her fellow teachers”)
responsibility to share her experiences with her students and awaken them to the idea of
serving society. Some other faculty members, such as Sikandar and Magsood, also
considered teachers to have a critical role to play in the personal development of students.

According to Magsood, all of the Pioneer values of merit, integrity, tolerance, and

creativity were “interrelated and driving force is teacher’s behaviour.”

Though Asma, from amongst the students of Pioneer, affirmed that only the new students
who purchased the prospectus (Program Announcement as it was called) knew about the
school’s values, Omar was conscious of the extensive role of this business school in
shaping students’ personalities, “In four years Pioneer transforms you. When you come in

you are raw material.”

At Leaders Academy, students in a focus group believed that teaching ethical values in

the MBA was “foo late, ” since people have already formed their ethical beliefs by the
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time they enter professional education. Taking influence from family, early schooling and
the rest of the society, personality forms much earlier in life. Nasim from Leaders’ faculty
too agreed to this. In fact, according to him, one of the reasons for the Westernization or
liberalism (as some respondents called it) in Leaders’ culture, was the schooling in elite
English-medium schools of the majority of its students. However, he did not dismiss the

school’s role in affecting its students’ value systems.

Explaining how his school endorsed certain values, Karim from the school’s
administration expressed that their values were adhered to in the hiring of staff, the
admissions of students and the grading of assignments. Zaheer, also from senior
administration, further elaborated:
It’s not the notion that we teach them [students] these things; it’s how we do
certain things, more importantly. Hopefully they can see things happening in a
certain way in this institution. So when they go and work somewhere they will
have certain reference point, certain expectations from those organizations. If
they find things not up to the standard, then they’ll try to bring in little change.
This was in fact what one of the students and her class fellows actually did at an
internship. Feeling annoyed with fellow interns’ whiling away of their time, my

respondent and her colleague reminded them to make the most of their limited time at the

company.

After these initial remarks about values, questions became more focused on topic of
values endorsed in the two business schools. As mentioned earlier, I have carried out case
studies, from a point of view of stakeholder analysis, of two Pakistani business schools,

with the help of these in-depth interviews and observational and textual studies.
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Interviews were also carried out in industry with managers who were either working with
MBA graduates and could therefore comment on the values MBA graduates generally
brought with them to their practical lives or were recent MBA graduates themselves who
had just begun their careers and could therefore provide insights into their MBA
experiences of the near past. I also attempted to obtain an insight into these managers’
own management practices to see any connection between corporate and academic value

systems.

The above mentioned questions were asked in broad terms to allow respondents to freely
comment on their opinions and experiences. I began my interviews with values listed in
the school publications by asking students and teachers direct questions as to how they
saw particular values being implemented or endorsed in their schools. To managers, my
first question was usually about values fresh MBAs came endowed with and how did this
compare with values they would have liked to see in their ideal business graduates. As I
listened to respondents’ conversations, I kept probing into comments I found laden with
value judgements. Sometimes it was necessary to prompt participants to continue talking
and I had to provide leads in the form of questions such as, “It’s a common perception
that MBAs demonstrate ‘value xyz’ quite often. How would you comment on this?” In

focus group interviews participants’ comments also came in response to others’ remarks.
In support of my interviews, I observed classes in progress, read notice boards and any

publications I could obtain, and toured communal areas, such as school libraries and

computer laboratories, to find out more about the values talked about by my research
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participants. Research questions listed above were not only put to respondents but also

kept in my mind as I observed business school surroundings and read their publications.

In chapter 5,1 also described my method of analysis of interview data, that is clustering
of data into particular themes, largely following the method of Hycner (1985). I also
mentioned how I added observational and textual data into my analysis to complete the
explanation of each theme that described how a particular value or set of values was

being endorsed in the MBA programmes.

In this chapter I present insights from interviews about the values respondents thought
were being endorsed in the MBA programmes or from my observations and readings of
publications of my case studies. I have also noted down the circumstances under which I
obtained particular insights. In presenting the quotes, I have tried to select the ones that
most clearly point out the role of business schools in the endorsement of values. Of
course not all participants saw the inculcation of values in an identical way. Some saw
them fully endorsed, some partially and some not at all. They also differed in their
opinions about the major values that were being endorsed. Observations and texts gave
additional accounts of the endorsement of different values. I have noted down findings
from all these sources in order to paint a realistic picture of the extent to which each value
was being endorsed in each institution. Whenever I have found a striking similarity or
contrast between comments from academia and industry about the values being endorsed
in their respective work environments, I have presented them alongside values found in
academia to suggest a possible link between industrial and academic values, especially

since both the schools were eagerly encouraging interaction with industry. It must also be
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noted that interview quotes do not appear in the order in which respondents handled the
topic because open ended interviews let them decide what values they chose to talk about
first. I have italicized and put within quotatjon marks respondents’ words extracted from
interviews. Findings from observations and texts, including words of people who spoke
during my observation studies but did not directly address me, are placed with the
interview ideas they support the most, after which the whole is presented as a theme.
These words collected from observations or from texts appear within quotation marks but
are not italicized in order to distinguish them from interview data. All respondents and
organizations participating in this research are anonymised in order to keep them

confidential. Instead hypothetical names are used throughout.

This chapter contains these constituent sections:
e Section 6.2: Values about work
Respondents’ views, my observations and my reading of school publications on
values about work, organized into four themes.
e Section 6.3: Development of the curricula
Respondents’ views on the curricula of their schools. Though these comments were
obtained as part of the in-depth interviews, I have presented them separately because
they reflected on not one but all of the above mentioned four themes. Besides, as they
offer some factual material about curriculum formulation and teaching, I decided to
present them separately.
e Section 6.4: The non-Islamic (secular) element in the business schools (and

organizations)
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Respondents’ overall views on the prevalence of Islamic and/or non-Islamic values in
their schools or organizations. Although these quotes were also embedded in answers
to the main research questions, my reason for presenting them separately is that I see
them overarching the four themes and hence not belonging exclusively to any one of

them.

In this chapter I lay out themes, emerging from various data sources, along with my brief
explanatory comments, but I do not interpret any theme. This will be taken up in chapters
7 and 8. 1 must mention that I do not claim that the following values are found
exclusively in the MBA students of the two schools I studied, nor that the two
programmes are the sources of origin of these values. What I suggest is that these values
are endorsed (no matter where their origin may be) by the two business schools through

their MBA curricula.

6.2 Values about work

This section deals with respondent’s accounts of their experiences and opinions of the
values and ideas about work prevalent in their schools. I have identified the schools of the
speakers in order to enable the reader to place the quotes in their respective contexts. As
mentioned earlier, views of work values endorsed in industry are also included in order to
let the reader see any similarities or contrasts in the sets of values in the two sectors. The
idea is not to compare the two sectors, nor the two schools, but to enable the reader to see
the links between them and develop a contextual understanding of the phenomena. Titles

for the themes are taken from the interviews of participants or the texts of schools’
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publications in the form of words that most comprehensively encompass the discussions
in the respective themes. The four themes I arrived at from my data are as follows:

(i) Students’ contrasting definitions of “a good job”

(ii) Business students’ and managers’ images in academia and industry

(iii) Respondents’ understanding of “contribut[ing] to the socio-economic welfare of the
country”

(iv) Other professional and interpersonal values “working for people”

6.2.1 Students’ contrasting definitions of “a good job”

This section details respondents’ answers to the research question:
What kinds of careers are you (or your students) looking forward to after

completing your (their) MBA degree?

My reason for asking this question was to obtain an insight into students’ conception of
the purpose of work and the values they thought were associated with success. It also
presents managers’ understanding of the kinds of jobs MBA graduates generally look for
after completing their degrees. In addition, it includes extracts from school publications
and my observations on the schools’ and industry’s role in the promotion of specific ideas
about success and a debate on multinational companies as prospects for individual careers

and economic growth of Pakistan.

When I asked students about their career preferences, most said they looked forward to

“good job[s]” or setting up businesses of their own, and wanted to reach there quickly. A
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“good job” meant a well-paying one, preferably in a multinational or at least in a large
local corporation, which in Khurram’s words (interview), perhaps sarcastically, was such
that could enable them to quickly become “a Sahib or Begum Sahibak” (akin to the

English Lord and Lady).

A final year student, Sadaf, not only expressed her choice but also mused on where she
and her fellow students could have got such ideas:
This is one very good thing - this link with outside world, that we*ve to go to an
MNC, get a good job...Somewhere along the line we think if we get such a
GPA™, we’ll get such a job; if this will happen, that will follow. I don’t know
where we learn it from. Through teachers? Internships as well because we 're
getting hands on experience and practical knowledge... as well as elective
courses because they 've got professional teachers...Pioneer culture?
Written publications of Pioneer (anonymised name for one of my case study schools)
frequently referred to well known local or multinational companies (MNCs) with regard
to career opportunities for its students. For example, I noted that the 2004-5 Program
Announcement of Pioneer had laid out concepts echoing Sadaf’s ideas above. It talked
about a ‘promising journey’ into Pioneer (p. 4) and ‘Pioneer alumni have achieved

phenomenal success in the corporate world and a large number of them occupy top

positions not only in Pakistan but around the world’ (p. 8).

Leaders’ students saw a good job as one where “ can apply the things I've learnt.”” And
this was seen more probable of being achieved in multinational corporations (MNC)

compared to local companies because the latter were “very bureaucratic...can’t go up the

'® Grade Point Average, a scale of academic performance, ranging from 0.00 to 4.00, often used in MBA
programmes.
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corporate ladder very easily.” One student elaborated about the career plan and company
she had in mind:

At a place where I'll be able to develop my marketing skills. May be an MNC

where there is good working environment, good pay. And after earning good

amount of money, I'd like to start up my own business related to arts and crafis.
Leaders’ publications (general booklet and Leaders® MBA pamphlet) often listed major
recruiters of their students, including some of the prominent MNCs and top Pakistani
firms. From what they said, Leaders’ teachers also seemed to be giving students ideas of
profiteering as a part of their future work. For example, in one marketing class that I

attended, the professor repeatedly pointed out at various points of case discussion that one

should not be “afraid” of becoming rich.

A focus group student seemed to grasp the above-mentioned idea and explained that

students’ main purpose of being at Leaders was to carve out careers for themselves:
Focus in Leaders for me is towards getting a good job. All the accounts courses
we have, in the end what we are trying to do is to generate profits. One core

value is that...If someone gets a very good job at Procter and Gamble, he would
go for it...I mean that could be one of the goals that we have.

I heard no counter argument to this from the focus group.

Students’ tascination with MNCs was noted by both teachers in their schools and
managers in industry, many of whom had an opportunity to work with Pioneer’s and
Leaders’ graduates. Nasim from Leaders’ faculty confessed that they prepared students
primarily for careers in MNCs, rather than for those in local companies. Moreover, MNCs

themselves proved more attractive for fresh graduates because of their infrastructures and
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policies. It was not only Leaders’ students who liked to work for multinationals, but, as
Nasim said, also those from Pioneer (as many themselves admitted) because
they provide good growth opportunities, they pay very well, they treat you well
and have nice air-conditioned offices, so you re attracted. Pakistani companies
are not offering such environments, perks, attractive packages, mixed boys-girls
environment. They would have male-dominated culture, men with beards and
moustaches, MBAs will not go there.
Managers in industry were also cognizant of this fascination with MNCs. Although some
of the local companies were offering salaries in commensuration with multinationals and
improving their infrastructures and recruiting and hiring programmes to attract more
qualified graduates, Ghani, a senior official from a public sector company reported that
business students still aspired to join MNCs because
the environment in MNCs is more or less the shadow of the environment these
companies are having in their parent places. That is a major attraction for the
young graduate. He is going to work in an environment that is close to the
Western things because the West is still an ambition or the West is still a dream
Jor us, particularly for those who are in a growing era of life.
Salim, an exhausted manager-owner of a local printing firm said of fresh MBA graduates,

“All want to target MNCs...I really needed to sell the organization and the idea for them

to work [here].”

Ifat considered people’s fascination with foreign multinational companies as a bigger
social problem that concerned the whole workforce.
It is the MNC taboo. We all have a chip on our shoulders. I don’t know when we
are going to shrug it off and start realizing that we are no less than anybody.

Why do our students and workforce excel when they go abroad? Here we are
fussy about things we like to do; there we 're willing even to wash dishes.
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Another dimension of a successful career that quite a few students talked of while
discussing their prospective careers was setting up businesses of their own. Considering
entrepreneurial spirit as a key quality of an ideal business graduate, a female student
Nosheen said, “Unless you venture into new things, I don’t think you are truly a business
man.” Leaders’ publications, such as Alumni Annual 2003, also recounted entrepreneurial
achievements of several of Leaders’ graduates, including some women. These alumni
were highly appreciative of the Leaders’ experience — for providing them with diverse
management knowledge, training for the real world, creditable qualification, discipline
and perseverance, and enabling them to launch their businesses successfully. Pioneer
students, however, denied being encouraged to become entrepreneurs. Although they had
courses in entrepreneurship, the school’s culture seemed more focused towards MNCs, a
focus group unanimously believed. Yet some students expressed a desire to set up

businesses of their own in future.

In addition to looking forward to “good job[s], ” business students seemed to be
demanding “instant gratification,” as some teachers and managers noted. An
administrator from Leaders described his students as being “in a hurry.” A teacher from

the same school added
They also think we can do it and start doing it from day one. We should be CEOs
when we graduate. That doesn't happen that way.
Akram, a young manager, blamed training in a business school for students’ impatience.
sense that perhaps faculty’s frequent references to a prospective managerial career could
have affected students’ perception of taking up managerial roles soon after entering

practical life. For example, at the freshers’ Orientation session in August 2004, which is
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the new entrants’ first official day in Pioneer, the Director stressed, “Think like managers
— take decisions, learn to use theories and formulas.” Another faculty member, Ausaf,

touched upon the same issue, urging students to “develop good habits first as students and

then as managers.”

In pursuit of success, not only did the students run after “outwardly glittery” jobs, as
Ifat from industry observed, but companies themselves paid attention to outward
appearance of candidates for jobs. This too, I think, could have helped students form
particular images of managerial life. An executive manager in a local company, Ifat
reported of Leaders’ graduates.

Their packaging is so glittery and glamorous that after talking to them,

employers are willing to pay twice the price for them.

Asma, a hardworking but relatively quiet MBA student, also found MNCs’ policy of
hiring for “social competence” or how a person came across in his/her interview

rather disappointing.

Ifat vehemently criticized fresh graduates’ approach of seeking work primarily in
MNCs. She expressed the opinion that this approach not only reduced students’
chances of learning, as MNCs often assigned them clerical tasks, but also restricted
their movement to other less paying but growing companies where opportunities to

learn could have been more.
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From a different viewpoint, respondents such as Omar saw a negative side in career plans
described above. A final year MBA student from Pioneer, he grieved that the narrow-
minded pursuit of careers was developing a materialistic mentality in students:

Pioneer in your initial semesters makes you very materialistic. For example,
studies are more of a materialistic nature than [being) applicable. We lack
Jaculty which can orient us towards that [non-materialism]. Teacher will tell you
how to go out and earn salary. But in BBAG, for the first time, I studied the
Development Economics course. There I had the introduction to the idea that
there is a lot more besides money in this world.

For him personal development was a necessary part of success and the purpose of one’s
life. Noting the lack of personal developmental opportunities in his business school, he
had been struggling to find the purpose of his life:

1 thought that after three years I'll have the MBA degree but what will be the
purpose of that degree? Will it be a mere piece of paper to get me a job or the
end for me will be earning money for myself or my family, for the future of my
children, their education, etc. It’s a cycle that’s going on and I will be part of
that cycle...At one point I was so discouraged that I wanted to quit Pioneer... But
then I inclined towards religion and met people who said, ‘No, it’s not that you
should quit studies. Studly is not the purpose of life.’ They said your purpose of
life is to be a good man in every thing... People said your education, your
employment will be a medium to spread the message of humanity, of love, of
brotherhood in the world.

These ideas had come to him, as he said, through his readings of the life of Prophet
Muhammad (pbuh) and other religious scholars of Islam, many of whom were

businessmen by profession. Ciran, from Pioneer faculty, testified to the above. Sounding

upset, she said:

We really teach students to be selfish — get a good GPA, go to an MNC, improve
quality of your life; go abroad. Do everything for yourself; don’t do anything for
anyone else. Emphasis is always on yourself; emphasis is never on society, on
people around you. I mean it’s ridiculous. The philosophy of Pioneer, as I see, is
always profit-making, always profit-making. But profit can be in spiritual terms
also. But we never bother about spiritual terms.
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Shahan, from a local bank, considered selfishness of MBA graduates as symptomatic of a

social malaise, “Everybody is selfish in society, not only business graduates.”
6.2.2 Business students’ and managers’ images in academia and industry

This section presents business schools’ and corporate sector’s perception of MBA
graduates of my two case studies. I did not ask students direct questions about how they
saw themselves in relation to other business graduates, but their views about themselves
came up as they described their experiences at internships and other school assignments
(while commenting on their school’s curricula) or their expectations of their future
careers. Teachers’ and managers’ views too about students were obtained in response to
values MBA students demonstrated in business schools or brought to practical job life.
Since all these opinions and ideas reflected certain value orientations, I have included

them in the section on work values.

Managers also occasionally gave insights into their perceptions of their jobs and their
colleagues in industry while answering my research questions. I have included these
responses in this section because I feel industrial images of managers and managerial
work could be filtering into academia and influencing students’ images of their present

status and future work.

6.2.2.1 Contrasting images of business students
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Students’ images about their privileged status seemed to be based on the images of their
institutions, whether for their rigourously selective admission procedures or for their
modern infrastructures. The school fee was also debated upon as contributing to the
school image. Teachers and publications from schools, as well as managers in industry,
held students from the two schools in high esteem. At times students also realized the
privileged status they enjoyed viz. a viz. other students in academia and the job market.
However, they sometimes saw a conflict in this perception and gave negative opinions

about themselves.

The privilege of being a part of Pioneer was an idea that students were introduced to from
the very start. Pioneer’s selection procedure chose only a few candidates from hundreds
of applicants (for example, less than a 100 from nearly 2500 applicants to the flagship
Morning BBA-MBA programme) and it had been the number one business school in
Pakistan for more than three decades. Pioneer’s Program Announcement (2004-5:18)
described its students as ‘créme de la créme’ because of this selection from several
thousands of applicants from all over the country and their capability of withstanding the
demanding curriculum of Pioneer. So just joining the school accorded the student an elite
status. On the day of the Orientation, similar ideas were heard. At this event, the
Disciplinary Head smilingly welcomed newcomers with “I welcome you because you
deserve to be welcomed.” Several teachers and school societies’ representatives also
referred to Pioneer as the “great institution” in their welcome addresses. Once here they
did not have to worry about their jobs, the Director added. Sikandar from the
Management department reminded them once again before they left the ceremony, “I

hope you will contribute to the prestige of Pioneer and join me on the alumni forum.”
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Artefacts reflecting of the prestige of the institution were also displayed in various places
around the school. For example, trophies from the celebrated HEJ applied chemistry
institute, in commemoration of the event inviting faculty from America — American
Faculty 2001 programme, and for various sports events occupied a distinguished corner in
the library. Newspaper clippings of Pioneer’s congratulatory message to the Prime
Minister of Pakistan, Mr. Shaukat Aziz, who was a Pioneer graduate, on assuming office

also bedecked several notice boards.

Qaiser’s narration of the kind of reception he and his classmates received when they
visited a multinational bank demonstrates the internalizing of such privileged status:
We walked in a door we said we were from Pioneer. They offered us lassi [more
expensive drink in place of the usual tea served in offices], they offered us an
air-conditioned room. ‘You're from Pioneer, come on in, come on in,’ with open
arms they took us in. And these are the companies that are topmost companies in
Pakistan; they give you this kind of reception.
Still very much at the top of MBA education in the country, Pioneer, which from 1955-84
had been unchallenged in the business academia and the practical world of Pakistan, was
facing competition from Leaders and certain other upcoming schools. If Pioneer was
praised for its education, it was also criticized for declining standards. Some managers
noted this in their interviews, while I heard rumblings of being secondary to Leaders
among the school’s own students and teachers. This issue was of much concern to a focus
group at Pioneer, which did not agree with the eulogistic accounts of Pioneer. Ahmar,

from this focus group, complained of the lack of individuality of his fellow students:

It’s a big assembly-line with lots of products. There might be a few defects,
that’s another thing. Otherwise you're on an assembly line.
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Wagqar saw the issue of not being up-to-date with one’s profession as a weakness of
Pioneer’s curriculum. Recognizing that Pioneer teachers often adhered to old text books,
discouraged use of the internet for assignments and did not refer to multiple books in their
lectures, he pointed out to the necessity of keeping oneself up-to-date through one’s own
efforts. He acknowledged that not being able to understand business bulletins on
television had made him ashamed of himself, “If I'm sitting with an Harvard graduate I'll
Jeel inferior, no matter how much knowledge I have.” That is why he had made up his

mind to study further (preferably abroad) before joining industry.

In contrast, other students such as Omar were not ready to accept any ideas about the
falling quality of Pioneer graduates. He complained of the students’ and faculty’s
harbouring of the idea that “Pioneer is lagging behind.” He acknowledged that though his
school’s buildings and infrastructure were more modest and its faculty less qualified than
that of Leaders, “Pioneer is topmost still.” Regarding students from other schools, he
declared
Whatever impression I have of CBA [another upcoming business school]

graduates, by meeting them, they are no way near us.
Leaders’ publications also painted a very positive picture of the university. Though they
did refer to modern physical facilities that the school provided for its students, they tried
to call the reader’s attention more to the academic and professional worth of the
institution. Leaders’ general pamphlet proudly began:

[Leaders], a premier institution of Asia, is located in the historic city of Lahore,
Pakistan. A custom-built campus, housed in an area of 100 lush green acres,
provides the ideal setting for accomplishing your career goals. The University, in
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its 16 years of existence, has made more than a mark in the corporate as well as

the academic arenas where its graduates are demonstrating outstanding

performance.
Leaders Alumni Annual (2003:3) introduced it as a ‘fine institution.” It then gave
founding members’ opinions of the school. For example, Saquib claimed that Leaders had
“set a standard for other institutions,” (p. 35), while Hakim informed, “We are ranked

among the top 20 institutions in Asia” (p. 35). The MBA pamphlet described Leaders’

graduates as ‘highly marketable individuals with a diverse set of relevant skills.’

Students also informed me that teachers, as in Pioneer’s case, kept reminding them that
they were very fortunate to be studying at Leaders. Hence Leaders’ students also saw
themselves “different” from others, even if in a professional sense. Two women students
in a joint interview observed
When you go home during summer holidays, then you realize change within
yourself. When you’re doing internship, when you're at a workplace, then you
see the difference between yourself, other Leaders’ people and other people who
are not from Leaders.
Seeing this image of difference as a “natural thing,” Saeed from the school’s faculty,
said:
At this age people are young, young are always arrogant to a certain extent.
They 've spent a lot of time, they ve learnt a lot, and they look around and
they feel other people are not so well-trained. So it’s a natural thing.
Leaders’ image of a school for the elite also seemed so because of its high fee that only
very few people could afford to pay. This struck me as soon as I entered Leaders.

Everything looked sophisticated and expensive, from the school’s location in an elite

residential area, to classrooms, to its electronically equipped library (cataloguing, book
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reservation, photocopying). Classrooms, in the form of auditoria, were furnished with
overhead projectors, sound systems, carpets, and plastic name placards in front of each

desk. This was in marked contrast to the public-sector Pioneer.

In my interviews I found that teachers from Leaders, for example, Zaheer and Saeed, also
accepted the common perception of the school being primarily for the elite because of its
high fee and other educational expenses. Others denied the idea on grounds of the
school’s admitting of students from a wide socio-economic base. Calling the idea of
Leaders being for the elite a “myrh,” Karim gave some statistics, though he too
acknowledged that the school’s fee was high:

Typically middle class families send their children to Leaders. The very rich

don’t send their kids to Leaders, either because they don’t get in or they can

afford to send them abroad. 80-85% of students at Leaders are from salaried

middle class. This is a myth that exists in the market. The fee is high because the

quality that is provided is high.
Leaders’ National Outreach Programme (Leaders NOP pamphlet) and Unilever-Leaders
MBA Fund for Women (general booklet) reached out to the less financially strong
students by giving out scholarships and loans to the bright ones. Nosheen, a female

student who did not belong to a very privileged family, in terms of financial and

educational background, attested to Leaders’ no discrimination policy in admission:

They don’t discriminate among students. My school was below average but my

interview went very well... There are of course certain criteria you have to fulfil.

6.2.2.2 Managers’ images in industry
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In industry too, managers talked of their job positions and organizations as defining their
public image. Hamid, a young manager from one of the most coveted multinationals,
spoke proudly of his position:
Jobs are an integral part of our lives. These days they are defining who we are;
they give us a sense of identity that gives us recognition in society. So initially I
may be known as Hamid, now a lot of people know me as brand manager of Riz
[anonymised name for a world renowned brand of tea].
Other managers talked of the reversal of the MNC domination in the corporate sector —
their nose-diving profits, their tough competition with local companies, and the fact that
working for local companies was becoming a matter of pride. lkraam, from a local
pharmaceutical company, announced
People now working with Haleem, Qaiser or Karachi Foods [anonymised names
for large local companies] tell people with pride that I'm heading marketing for
Karachi Foods. Previously if they were not working for Procter and Gamble,
Unilever and Citibank, they wouldn’t consider themselves successful business
graduates.
A local human resource manager, Ifat, also acknowledged that management trainees were
assigned to departments on the basis of the business schools they came from. Students
from top schools went to front-line marketing positions, while those who had less
“glittery packaging "’ ended up in the relatively less glamorous Human Resources
department. But other industrial participants expressed contradictory ideas. A Human

Resources manager of another well-known multinational said they did not discriminate

against fresh graduates on the basis of their schooling.
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6.2.3 Consequences of looking forward to a “good job” and harbouring certain images

Students’ ideas and values about their preferred jobs (c.f 6.2.1) and and images they had
in academia and industry (c.f. 6.2.2) appeared to be resulting in certain negative
consequences. For example, they created for students problems of adjustment to the
rigours of practical life in the beginning and problems of balance in future. Some of these

consequences are given below.

Looking forward to glamorous careers and being in a hurry to move up, fresh graduates,
in managers’ and teachers’ words, often faced adjustment problems. Not prepared for
modest jobs, they encountered problems when they had to carry out menial work, such as
filing, stamping, and sitting on the ground with rolled up sleeves with agricultural clients.
They were also considered to be outspoken by their colleagues. Explaining the initial
entrance period of business graduates, Mariam from a local chemicals company, related
When they came in the job market they realized that if you 're working in Shell,
you'll have to be there at the port. Roll up your sleeves and be there where the
truckers are. You'll have to sit with them on the ground, soil your clothes
because they 're your customers. And they were not ready to do that.

Ikraam, a senior manager at a local pharmaceutical company also observed about

Pioneer’s students

As far as practical application is concerned, usually for the first 2-3 years you
find yourself totally disoriented and out of place.

Although the Pioneer’s Program Announcement (2004-5:14) states that the school’s
placement service ‘ensures that the transition from classroom to career is smooth and

successful’ through employer seminars, workshops, career counselling, etc., Pioneer
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students realized, either during their final years or after stepping into industry, that this
was not always so. They blamed teachers’ limited professional experience as the main
reason for this, though managers saw it as the students’ own limitation. Perhaps both
students and teachers were responsible for this, as well as the school culture that so

frequently and often strongly put forward the ideas and values of success students talked

about.

Material and elitist concerns also created problems of balance in practical work life.

Hamid, an alumnus of Pioneer and a manager at a famous multinational, noted:
Balance is very important in one person’s life. I guess initially we are so zesty
about lots of things that we lose our balance - of personal life, our family and
our commitment to others.

6.2.4 Respondents’ understanding of “contribut[ing] to socio-economic welfare of the

country”

This section presents respondents’ concepts of social responsibility and their views on
how their schools or business organizations were promoting it. As mentioned earlier, this
question was asked because of my opinion that management education, a field of study I
see closely connected to society, can not afford to ignore social concerns. The following
paragraphs give respondents’ views on whether or not their schools were contributing to
society and whether they were teaching their students the same. To obtain their views on
social responsibility, I asked them directly how their schools encouraged it, if they had
mentioned the concept of social responsibility among other values earlier in their

interviews, for example while describing their own or their students’ career choices, or if
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their school publications included social responsibility in their school philosophy.
Otherwise I asked them the following question:
How would comment on the curriculum of your business school? Please include

in your answer your comments on the teaching of ethics and social responsibility

in your programme.

Though respondents talked about this topic along with several others mentioned above, I
have not included it in any of these in order to avoid limiting it to only one of the above
categories. Hence, presenting it separately, I believe, will enable it to be understood more

easily.

6.2.4.1 Promoting social responsibility in the schools

Written publications of Leaders, such as Leaders’ NOP pamphlet and Student Handbook
(2004-5), noted social responsibility in their mission statement. Hence I asked Leaders’
respondents direct questions about how their school was encouraging social
responsibility. Pioneer respondents were usually asked the above stated question because
other than Pioneer’s reference to produce ‘responsible citizen[s]’ in its Program

Announcement (2004-5:7), I did not see any other instances of the school’s emphasis on

social responsibility.

Moeen, Sikandar and other Pioneer faculty and administrators, regarded Pioneer’s
students’ quick employment in successful companies (local and multinational) as the

school’s contribution to society. Students also named a few teachers who explicitly
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reminded them of their social responsibilities but informed me that the subject was not
really stressed upon. For example, a student Sadaf said:
SI [Statistical Inference] teacher Nadeem used to talk about giving back to
community. Lots of people [meaning teachers] do, for example, Entrepreneurship
guest speaker, but not much emphasis on this. ‘Grab a good job’ - I think that’s
the emphasis in Pioneer.

However, another student, Ahmar, from a Pioneer focus group stated, his voice rising as
he spoke:

Pioneer is catering to MNCs. Brand Managers, Financial Analysts, that’s just

one line you are towing. It’s either Finance or Marketing. You're not looking at

Social Marketing, you're not looking at people opening NGOs, you e not

looking at entrepreneurs. You 're just looking at managers.
There seemed to be a general agreement or at least no counter argument to this view from
this focus group. Ciran, from Pioneer faculty, also thought more emphasis needed to be
given to social responsibility in the curriculum because business graduates were
“responsible for lives of hundreds of thousands of people.” This made it incumbent upon
teachers to facilitate students to think more critically, to encourage them to compete “with
themselves” rather than with others, and to give up “selfish” career aims. Among students
Omar seemed to agree with this view. Elaborating that a business should satisfy the needs
and wants of customers, Omar’s aim in life was to contribute to the development of

society through his employment either in business, where he can make an effort towards

this, or in journalism.

At Leaders, some staff considered their students’ hard work and professionalism and their
school’s production of quality research as their service to society. Zaheer, a senior

member of the administration, announced that the purpose of Leaders was to bring about
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“change which contributes to socio-economic welfare of the country.” When I asked
students if these concepts were ever explicitly brought into class discussion, one replied
Make changes in society for the better, it’s a responsibility and it’s talked about.
We are told repeatedly this is something we have to do...because we are very
Jortunate to be studying here.
Another student related the incidence of a young man who despite scoring above 700
mark in the GMAT was refused admission to Leaders because he answered that his main
purpose of joining the school was to learn to make money. Leaders Alumni 2003 (p. 37)

also contained quotes from Leaders’ founders, exhorting students to remember their

social responsibility.

Another way Leaders was playing a socially responsible role in society, as Karim and
some other of Leaders’ staff informed me, was through the school’s National Outreach
Program. Through this programme, it sought out underprivileged students from all over
the country, coached them in the admission requirements of the school and funded their
studies if they passed the school’s selection criteria (Leaders’ NOP pamphlet). In addition
to this Outreach Program and Women’s Fund (arranged in collaboration with Unilever
Ltd.), other students also received one or another kind of financial support from the
institution. As much as 40% of the total students were benefiting from Leaders’

scholarships and loans, informed Zaheer and Karim from Leaders’ administration.

Another dimension of Leaders’ social responsibility according to Saeed and some other
respondents was entrepreneurship. Setting up businesses of one’s own as opposed to

working for multinationals was considered a part of social responsibility. Leaders’
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teachers claimed their students had a higher proportion of entrepreneurs than those found
in other business schools. This was also indicated in Leaders’ publications, such as

Alumni Annual 2003, that recounted entrepreneurial achievements of several of Leaders’

graduates.

Despite teachers’ encouragement to contribute to society and graduates’ entrepreneurial
activity, not all respondents saw Leaders as contributing to social development. Nasim,
from the faculty, who believed that 80-90% of students should serve Pakistan, said that
producing managers for employment in MNCs or sending one’s graduates abroad was not
“useful” for Pakistan. In a frustrated tone, he said:

Our system, everything we do here, encourages students to leave the country.

It’s not telling people to become good Pakistanis, no...They are very useful for

MNCs but they are not useful for Pakistani society...I don’t think we 've done

that job. We failed to produce people who are sensitive to our socio-cultural

relations because from the beginning we decided to produce managers who will

fit in MNCs...Everyone here has back towards Pakistan and face towards

America.
He called the students “misfits” because, despite being “very bright” problem solvers and
being able to voice their opinions courageously, they were “rebellious” and “freedom-
seeking” instead of being respectful towards elders, towards religious values and towards
authority — values that were expected, in his opinion, in the Pakistani culture. He called
producing such graduates a “failure” of Leaders; however, if the mission of the school

was to produce managers for foreign firms, the same could be called a “merit” of this

“internationally oriented” institution.
A student from Leaders’ focus group also reflected:

Leaders, as an educational institute, is failing in its non-technical aspect. It's
producing excellent computer scientists, excellent managers, we're producing
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excellent technicians but they don’t have social thought as part of their
education.

I did not hear any counterargument to this statement.

6.2.4.2 Promoting social responsibility in industry

Managers in industry generally saw social responsibility as upholding ethical values.
Although a common confession was that it was very difficult to maintain complete ethical
behaviour in Pakistan, because one had to resort to unethical ways to earn even one’s
rights, companies (both foreign and local) did have codes of conduct that were often
required to be signed by new employees. Some companies had ethics committees that
trained people in ethical behaviour. Mariam detailed how ethics meetings were held
regularly every year or two in her organization, how new employees were oriented
towards company values (including those about ethical behaviour), and how booklets
documenting such topics were issued. Other managers considered ethical orientations of
candidates during hiring and awarded punishments to employees who violated ethical
values of the organization. Naveed, an MBA from the United States, disclosed that his
purpose of returning to the home country was “to bring about change over here” and to
give to the country some of what he had acquired in America. Hence, he said he was

striving to encourage people to think and become more proactive in solving problems of

their society.
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6.2.5 Other professional and interpersonal values “working for people”

This section presents values related to students’ work lives in response to the question:
What are the main values encouraged in your business school? Or
How would you comment on the values about work MBA graduates come

endowed with when they enter practical (work) life?

Though respondents discussed several values in answer to this question, they also
expressed other values prevalent in the business schools at other points in their
interviews, for example, while relating the positive and negative features of their curricula
or while describing their experiences with recent business graduates. When my
respondents needed prompting, I intervened by reminding them of some values listed in
their schools’ official publications and asking them directly how they saw those value(s)

being endorsed in their school.

In discussing these values, different respondents (from both academia and industry)
talked about different values, they differed on the extent to which each value was being
endorsed in a certain business school and expressed different understandings of the ways
any particular value was being endorsed in a particular school. For example, those
respondents who talked about honesty saw their organizations endorsing honesty either
wholeheartedly, partially or not at all, in which case they talked about dishonesty instead.
Since I wanted respondents’ own understanding of the way(s) in which each of the values
was being understood and endorsed in the business schools, I did not bring to their

attention school’s explanations of these values, even if the publications had mentioned
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them. I have tried to cover all these different viewpoints in this section to present a

realistic discussion on the endorsement of various values in the two business schools.

Since I did not find most of these values, except a few, as contentious as the subjects of
career aspirations, students’ images in academia and industry or social responsibility, I
have not presented them in as much detail. However, values that did invite argument or
were emphasized by my respondents, for example, the incidence of competition in the
MBA programmes, are accordingly dealt with. In laying out these values, I have also
grouped them broadly into two subdivisions, depending on whether they were more
related to students’ professional work or their interpersonal dealings. I am aware that the
two subdivisions would have many overlaps, but by organizing them into these two broad
categories, I hope to enable the reader to better understand the relationships among the
various values covered in this theme. I have also tried to point out the links between
various values so as to present a more coherent picture of the different professional and
interpersonal values “working for people.” Furthermore, this section gives an insight into
the kinds of values working in Pakistani industry so as to enable the reader to see any link

between values endorsed in academia and industry.

6.2.5.1 Other professional and interpersonal values “working for people” in academia

Several work values were mentioned in the written publications of both schools. Values
of merit, hard work, honesty or integrity were given in Leaders Alumni Annual (2003:35)
and Leaders’ general booklet; tolerance and respect in Leaders’ Student Handbook (2004-

5); professionalism in Leaders Student Handbook (2004-5: 15) and diversity in Leaders
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general booklet. Pioneer had merit, truth, integrity, creativity, discipline, and tolerance
given in its Program Announcement (2004-5). The following is a presentation of all these
and other values that respondents mentioned in relation to students’ work and

interpersonal dealings and that I found in my field research.

As 1 said earlier, 1 divided all these written and espoused values into the two major
subdivisions of professional and interpersonal values, depending on whether I found them

more fitting to one category or the other.

e The subdivision of professional values includes values of merit, hard work,

professionalism, fun and enthusiasm at work, diversity, non-discrimination,
discipline, tolerance (of ideas), honesty and integrity, and disloyalty and
irresponsibility (as in job switching).

e Interpersonal values include values about networking, cooperation and care,

respect, assertiveness and arrogance, flattery and favouritism.

e The value of competition, appearing to me to relate to both these subdivisions, is
placed it in the middle of the two subdivisions.

e The value about personal development (self enhancement), concerned with
respondents’ personal selves (rather than exclusively to professional or
interpersonal domains), is presented below the two subdivisions.

e Finally, respondents’ comments about the leadership slogans of their schools,

which ‘were given in conclusion to their experiences in their business schools, are

given at the end of the section.
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Professional values

By professional values I mean those that I found related to students’ work in school.

Some such values that were talked about are as follows:

Merit

The foremost work value that was notified among both schools’ core values and for
which almost all respondents from Leaders applauded their institution was the school’s
commitment to merit. Karim from Leaders’ administration proudly asserted, “The
bedrock of Leaders, how we define ourselves, is one word — merit.” Merit was practised
in selecting students, hiring faculty, awarding scholarships and promoting students and
staff. My observations around campus also showed that meritorious performance was
recognized through award of regular medals and scholarships. The school’s honour lists
were prominently displayed in the frequented central lounge. Students also attested,
“Leaders is more based on merit than others [meaning other schools].” However, many
students and some faculty added that sometimes the subjective awarding of grades, based

on teachers’ perceptions, undermined the value of merit.

Several respondents from Pioneer also appreciated prevalence of merit at their school.
Pioneer had an “almost callous attitude” towards merit, Dawood from the administration
declared. No kind of requests whatsoever were entertained for admitting or upgrading any
unmeritorious candidate for admission. He proudly announced at the new students’

Orientation meeting that Pioneer did not have any kind of a quota system. I found this
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quite unusual for a public sector organization in Pakistan, where such organizations often
admit or hire people on bases other than merit, in order to benefit the disadvantaged or the
influential. Students and teachers also agreed to the meritorious selection of students,
though they felt it was sometimes compromised in the hiring of less qualified teachers.
Besides, the schools’ insufficient recognition of meritorious performance but undue

concern with episodes of poor performance disappointed Ahmar and other students from

a focus group.

Hard work

As hard work was also listed among the core values in both schools’ publications
(Leaders’ Alumni Annual, 2003:35; Leaders’general booklet; Pioneer Program
Announcement, 2004-5), I asked respondents direct questions about it. Leaders’ students
saw hard work associated with diligent studying. For example, they were required to do a
considerable amount of background reading and discussion with their student group
before coming to class every day. One of the students told me that they considered
themselves lucky if they managed to obtain four hours of sleep a night. Leaders’ teachers
also explained how the system did not “let the students take a break™ and how proud they
felt when late in the night they would see their students labouring over assignments. I had
the opportunity to see this with my own eyes when I went out late in the night to purchase
something from the convenience store on campus. Publications I read also approved of
this ‘high pressure environment’ (Leaders’ Student Handbook, 2004-5:2), as did the

alumni who valued the ‘rigorous programme’ of the school (Leaders’ MBA pamphlet).
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Reflecting on hard work, Pioneer’s students also acknowledged that the school had taught
them to work hard, be it at studies or practical jobs. Students and faculty, having studied
or worked in American business schools, found Pioneer students more hardworkin g than
American ones. One student, Qaiser, found hard work an essential ingredient of a

successful work life

Tomorrow you go to an organization...Nobody's gonna say ‘You know what, you
work so hard, I'll make you manager tomorrow.’ No, you have to do the work.
As long as you do the work, God himself will show you the way. As long as you

do the work, rewards will come.
An Executive Students’ Forum’s (ESF), a student society at Pioneer, representative also
prepared newcomers at the Orientation about “Pioneer life becom[ing] very hectic,” but
also that it provided good learning opportunity through extracurricular activities.
Teachers, such as the Administrative Head, Salaam, reinforced the idea by giving
statistics of how many students did not “survive” the “demand[ing]” Pioneer system. Of
those who joined Pioneer at the Orientation Day, only around 75% managed to graduate

on time, he warned.

Mariam in industry, however, was not satisfied with the amount of effort put in by MBAs
in their work in industry. Thinking highly of themselves, students, especially from
Pioneer and Leaders, found routine tasks a drudgery and beneath their position, often
quitting their jobs in frustration. Thinking this detrimental to graduates’ career progress,

she counselled:

In the first few years you do have hardships but then rewards are always
there...in the beginning you have to put in effort, you have to take the rigour. Be

prepared for that.
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Professionalism

Another work value, related to hard work, that my interviewees brought up in their
conversations and which was mentioned in detail in Leaders’ Student Handbook (2004-5)
was that of professionalism and quality in work. Stress on professionalism was such that
the Handbook (2004-5:15) stated that any student dismissed for ‘unprofessional conduct’
may not be considered for readmission to the school. It elaborated this value in such detail
that it mentioned formal dressing for presentations, seminars and other academic events
as requirements of professionalism. I felt this value was also evident in the behaviour of
the staff around, the tidy appearance of the buildings, and the business-like office spaces,

classrooms, and the dining centre.

Leaders’ students too referred to having become more “professional” as one of the major
benefits of going through that school. Leaders’ teachers also mentioned quality in work as
one of the basic values they expected of students. This, as Zaheer from the administration
declared, was taught to students by giving them exposure to best international practice,
principles of good governance, and

the best and highest world standards in view. Our context is not the other

institutions in Lahore or Pakistan, our reference point is always the best

institution in the world.
When I questioned him about his school’s rationale behind borrowing standards from

others, Karim saw no harm in borrowing and adapting from more professionally

advanced institutions.
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Pioneer’s respondents gave mixed responses regarding professionalism in their school.
One student appreciated, “By the time you graduate out of Pioneer, rough edges get
smoothened, you get a professional outlook.” When during the Orientation electricity
went off for a few seconds, the speaker did not pause, nor did anyone panic. The Director
seized the opportunity to remark that Pioneer never stopped imparting knowledge in face
of such interruptions. To keep up with modern infrastructure advancements, Pioneer was
also in the process of computerizing campus management system and the library
catalogue, informed the computer laboratories manager. However, some age old methods
of communication were still in use in the offices. For example, the computer manager was

disappointed that some faculty still did not use computers regularly.

Managers in industry did not always see professionalism in business graduates. Akram,
from a local bank, found the concept of quality missing at Pioneer, where it was
sacrificed in rushing from one assignment to the next. He said
All goes in Pioneer. But in real life you have to finish at a 100%. That concept of
quality is lacking over there. You know, you're always running around, just want
to fill in the blanks, do the papers or whatever, just to go back to the next course,
fo the next grade, to the next semester.
Ifat, an Human Resource manager from a local textile firm also complained of the light-
hearted way some MBAs wrote their curricula vitae and found every task capable of
being “done in a jiffy.” However, I discovered that Leaders was already responding to
these hiring needs of its students by providing workshops in resume writing, mock

interviews, and job search strategies (Leaders’ general pamphlet). Ikraam linked this

trend to society’s standards of work
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Society accepts mediocrity, ‘all goes.’ Unless we start rejecting mediocrity and

we start accepting excellence first from ourselves and then from our colleagues,
You cannot progress.

Enthusiasm and fun at work

In addition to hard work and professionalism, managers, such as Hatim, greatly admired
the zest and “incredible idealism of fresh graduates.” But this enthusiasm and zeal could
not always be sustained in practical life, as reality often killed fresh graduates’ spirit

We kill their spirit by reality. They are taught state of art things, nothing wrong

with it, and shown target conditions. So extreme zeal and enthusiasm. We need

that, but the leadership and mentorship they get [in industry] kills that.
Some students, staff and managers also considered fun an important part of studying and
work. Realizing the importance of fun, Iman from the Internship and Placement Office of
Pioneer allowed students to work in any city of Pakistan or even outside the country if

they could arrange an internship abroad. This, he said, was a new development that had

been effected to make the internship a more thrilling experience.

Diversity

Stated as one of the core values in their general booklet, diversity was often talked of at
Leaders. Nasim, from the school’s faculty, called ability to live and work with people
from different socio-cultural values and backgrounds as a “professional attitude towards
life.” Leaders also encouraged taking up and sending students and faculty abroad (as I
could gather from scholarship notices on bulletin boards). They intended to increase the

scale of such operations, as Zaheer announced, “We not only accept diversity but seek
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diversity.” This seemed evident in Leaders’ participation in several international
programmes, such as the Confluence 2003 at Indian Institute of Management,
Ahmedabad, and school’s participation in student exchange programmes with
Copenhagen Business School, Stockholm School of Business, University Utara Malaysia,
F H Joanneum School of International Management, Austria, a linkage with McGill
University, and research collaboration with Essex University (Leaders general booklet).
Besides, some respondents saw diversity as entertaining difference of opinion in class,

thus allowing for a diverse set of views to be aired freely.

Dawood, from Pioneer faculty and administration, also expressed his desire to interact
with universities from all over the world, including those in China, India and Israel, in
addition to those in the west. Some faculty had also been invited from various American
and European universities to conduct short courses in Piooner in 2001 and 2002 and one
faculty member had been sent abroad to Kellogg’s Business School, USA, in 2003.
However, Pioneer was encouraging more collaboration with foreign universities and was
in the process of embarking on a student and teacher exchange programme, as announced
by the Director at the Orientation. I could see quite a few scholarship notices from abroad
around the campus. Iman from the school’s Internship and Placement Office also notified
that allowing students to intern with international companies had “brought in lot of
diversity” to Pioneer. Some courses, such as Comparative Management also taught

diverse management models from around the world (Program Announcement, 2004-5:

87).
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Non-discrimination

The topic of non-discrimination was often talked of in relation to diversity. Calling
discrimination as a “characteristic of Jahiliyya (Age of Ignorance)”, the Director claimed
that Pioneer did not discriminate among students on bases of gender, age, colour, or
nationality. Leaders’ students also vouchsafed that their school was not discriminatory in
that it did not show any bias among candidates who met the admission criteria of the
school and could afford to bear the heavy expenses of the institution. Everyone, students
and staff, was also encouraged to demonstrate equality with lower staff, by way of

dealing respectfully with janitors and sweepers and dining in the same dining centre.

Though diversity and non-discrimination was also mentioned by some managers in their
hiring of fresh graduates, Ifat thought companies placed new comers in departments
according to the schools they came from. For example, Leaders graduates being the most
“glamorous” were sent to front-line marketing positions, while CBA’s (an upcoming

business school) graduates to the less glamorous Human Resources department.
Discipline
I found Leaders a very disciplined place. Disciplinary notices were posted everywhere —

auditoria, library, and computer laboratories — warning against eating, making noise, or

using mobile phones. To me, even Leaders’ buildings, with their identical geometrical

designs, spoke of discipline around campus.
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Students were expected not to be late in coming to class or in submitting assignments “by
even a minute.” Lateness was penalized by being marked absent for the session and not
getting any marks for class participation. A cumulative of seven low class participations
(LPs) in the first year meant an expulsion from the school. The ‘Values and Ethics’ and
‘Disciplinary’ committees, which had representatives from both the administration and

the student body, also dealt with issues of indiscipline.

I had the opportunity to attend a few classes in Leaders. For doing so, I was acquainted
with rules for entering and leaving classes in progress. All classes began punctually and
no one spoke out of turn or without raising a hand. For example, I once noted in my diary
It’s an electic course. They are discussing profitability of shares and the giving
of dividends. No one speaks out of turn — quietly raise hands and wait for turn.
No one laughs at another or aggressively disagrees. They seem seriously
involved in class.
Despite the strict discipline, classes also had a slightly relaxed atmosphere. I could hear
light jokes at times. Ejaz, the Dean of Leaders Academy, used informal tone once in a

while, though everyone sat attentively. Professors would call people to account if their

attention wavered.

Pioneer also had strict disciplinary rules, which were called ‘principles of success’
(Program Announcement, 2004-5:48). ‘Warnings’ and fines for misbehaving and ragging
were posted on all notice boards. In fact, on the day of the Orientation, the Director
brought to students’ attention that the campus where they were sitting at that moment was

built in a cantonment and that a cantonment had “basic rules and regulations.”
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Students, teachers and alumni of Pioneer also commented on the rigorous discipline of the
place, with many students and alumni listing discipline as the foremost value they had
learnt from the institution and which had proven very beneficial in their professional
lives. To “survive” in Pioneer students had to discipline themselves. A Disciplinary
Committee, comprising teachers and other administrators, looked into issues of
misconduct. Punctuality was also stressed at Pioneer. Lateness was written down as an
absence and more than six absences in a course automatically resulted in an ‘F’ or failure
in the course. Late coming to school’s official events, such as seminars or the Orientation
meeting, called for special explanation (late comers to the Orientation I attended were
also asked to report to the office at the same time when others were invited for
refreshments), while absence from these usually resulted in levying of fines. At the
Orientation, the head of the Disciplinary Committee began stating the punctuality rules by
relating the story of a student, who could not arrive on time on account of a road accident.
Despite this emergency, she was awarded an ‘F’ in the course, for she had finished her
quota of six allowable absences. Praising the discipline at the school, Moeen also related
in his interview how a student, who was admitted to a nearby hospital, had to be brought

on a stretcher to the class because he could not afford to miss his attendance.

At Pioneer also, the classes I attended began on time, though I saw some late comings to
one of the classes in the evening. There was frequent in and out movement too in this
session, perhaps because the class was set up in the evening to accommodate part-time
students. Many of these were much older to the regular day scholars and hence seemed to
be treated differently. Classes often had a relaxed, though disciplined atmosphere. For

example, the Director, who was known for his strict disciplinary policies, tried to create a
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light atmosphere by inserting informal quips in his class that I attended. Classes did not
have specific rules for participating and many students spoke out of turn or without
raising their hands. I also found the library and its adjacent laboratory somewhat noisy,
perhaps because there was no other proper sitting area for group work. Students also sat
around clumsily at times. Moreover, I noticed scribbling on class room and library

furniture.

Despite appreciating the discipline at Pioneer, a number of respondents also saw rigidity
in the school’s disciplinary policies. Pioneer’s students related several incidents of
school’s uncooperative behaviour in student affairs, such as issuing of official letters,
correcting wrong grades, or not allowing certain guest speakers to deliver lectures in the
school premises. This made them think of Pioneer as “inflexible” and “anti-student.”
These disciplinary policies, students thought, often paid no heed to genuine excuses,

causing serious inconvenience to them.

Some faculty and students did not consider Pioneer a very forgiving place either.
Magqsood, a faculty member for example, expressed dismay at the school’s not
accommodating for genuine excuses and not forgiving students’ mistakes. What worried

him was the social effect of such intolerant policies. Sounding concerned, he said

Young people spend 4-5 important years of their lives with you. You tell him we
can’t ignore or forgive your mistakes. If he’s not forgiven, how can we expect
him to ignore those [meaning mistakes] of others. Society can’t develop on

natural path then.

Tolerance (of ideas)
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Leaders’ Student Handbook (2004-5) spoke of tolerance as one of the core values of the
institution. When I asked respondents what they understood by the concept and how it
was encouraged in their school, I heard that the foremost way of encouraging it was the
case method. Many students testif