



































Table 7.2
Percent Distribution of Managers by Developmental Position in Six Studies

N=497

Impulsive Opportunist Diplomat Technician Achiever Strategist Magician Ironist
Study 1: First Line 0 0 24 68 8 0 0 0
Supervisors (n=37)
Study 2: Nurses 0 2 9 54 31 4 0 0
(n=100)
Study 3: Jr./Middle 0 5 9 43.5 40 2.5 0 0
Managers (n=177)
Study 4: Senior 0 0 6 47 33 14 0 0
Managers (n=66)
Study 5: Sr. Mgrs. & 0 0 3 435 39.5 14 0 0
Top Executives (n=104)
Study 6:
Entrepreneurial 0 0 0 38.5 38.5 23 0 0
Ophthalmologists

n=13)
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measured as Strategists are in the three senior manager samples). There is
no significant correlation between age and stage of development; for
example, most of the subjects over 60 are found in the supervisory sample
‘where the modal stage is Diplomat.

A natural question is whether and how managerial behavior and outcomes
differ by stage of development. A number of studies have now addressed
this question and have yielded the following findings:

1. At each successive stage of development, a higher proportion of
managers ask for a personal feedback session on their Loevinger sentence
completion form (n=281) (Torbert, 1987a; Quinn & Torbert, 1987).

2. On a 34-item in-basket test, early-stage managers tend to handle items
one at a time, whereas later-stage managers are more likely to organize the
items strategically, are less likely to take the presented framing of problems
for granted as correct, and are more likely to delegate in a collaborative and
inquiring fashion (n=49) (Merron et al., 1987).

3. When managerial project groups include one or more managers
measured at the Strategist stage, group task performance is more effective,
group time-use is more efficient, and members perceive greater group
support for their own learning (n=16 groups) (Torbert, 1987b).

4. In a regulated, stable-frame industry (public utilities), executives
measured at the Strategist stage report feeling isolated and ineffective at
persuading others to take their business concerns seriously. At the same
time, on a battery of physical health questions, those measured at the
Strategist stage rank as being in the best health (n=104) (Quinn & Torbert,
1987). :
5. In a small (n=13), intensively studied sample of entrepreneurial
ophtha]mologists, those measured as Technicians, Achievers, and Strategists
exercised significantly different business strategies from one another, with
widely different results in terms-of gross annual revenues. (There was a
small negative correlation between revenues and both age and years in
practice.)

For the Technicians (n=5), technological expertise was the key to
success in their practice. Since they insisted on hands-on participation in
every technical phase of their operations, they saw essentially one patient
at a time; their average gross annual revenues were about $330K.

The Achievers (n=5) focused on their office staff as the essential
ingredient to a successful practice. These doctors knew how to involve their
staff, and delegated responsibility to them. Thus they could see approxi-
mately three patients at a time; on average their practice grossed $1,300K
in annual revenues.

Finally, the Strategists (n=3) concentrated on broader strategic issues,
such as overall patient satisfaction, critical service gaps, unoccupied niches,
and partnership contracts with fellow professionals. In so doing they could
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create multisite practices, which served approximately three times again as
many patients as the Achievers. Their gross annual revenues were again
three times that of the previous stage, averaging $4,200K. Furthermore, the
lowest revenue for an entrepreneur at each stage was at least twice as large
as the highest revenue for an entrepreneur at an earlier stage, and the
smallest practice at each stage was more than twice as large as the largest
practice at the prior stage (Hirsch, 1988; Torbert, 1991).

6. In another small, intensively studied sample (n=17), deliberately
structured to include managers who had or had not evolved from the
Achiever stage to the Strategist stage over the prior five years, systematic
differences were found in the way that managers at the two different stages
a) managed subordinates, b) related to superiors, and c) took action
initiatives. Although all the managers in the study were conscientious,
cffective, and upwardly mobile, Strategists were more likely to:

a) articulate principles for their own leadership practice and notice and

learn from discrepancies;

b) seek to understand subordinates’ frames and work toward new shared
meanings;

c) create new spheres of action for subordinates and themselves by
testing their superiors’ and organizations’ constraints;

d) negotiate differences in frame and/or perception explicitly with
superiors;

e) base their actions on principles rather than rules, if the two are at
odds, even when the rule is established by their superiors;

f) view their own action processes as uniquely crafted rather than as
generalizable and rule governed; and

g) define effectiveness in terms of setting a stage on which multiple aims
can be achieved through an iterative process of reframing and creating
new shared meanings, rather than in terms of getting their own initial
processes and solutions adopted (Fisher & Torbert, 1991).

7. In the smallest sample of all (n=6), the researcher deliberately sought

out subjects at the rare Magician stage and found that:

a) all were key players in multiple organizations simultaneously;

b) all varied their pace between urgency and leisureliness within each
workday;

c) all monitored the analogical alignment or incongruity among activities
of the self, the group, the organization, and the larger social system;
and

d) all were viewed as charismatic, but exercised this quality not to
generate worshipful subservience, but rather to challenge others and
support their initiatives (Torbert, 1994).

Given the small sample sizes of most of the eight different sets of

findings on the practical effects of postformal development just summarized,
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each study can be considered as no more than suggestive. The consistency
of the findings across all eight studies and across a variety of methods is,
however, quite striking. In a number of ways, these findings reflect
increasing integration of action and inquiry at the later stages of
development. These practical findings, along with whatever spiritual or
theoretical interests one has in postformal development, raise the question
of what sorts of educational interventions/institutions cultivate postformal
development.

Two Approaches to Cultivating Postformal Development

The question of what sort of educational interventions cultivate
postformal development has been addressed both by the Vedic/TM approach
and by the action inquiry approach. Both approaches to encouraging
postformal development are effective (though differently so) in terms of
measurable outcomes. By contrast, developmental studies at other
institutions of higher education show little or no change for the sample as
a whole between pre- and posttesting (Chandler, 1991; Miller, Chapter 6
this volume).

In the case of the Vedic approach, recent studies show that only
graduates of Maharishi International University (MIU) show significant
positive development beyond the Institutional or Achiever stage (as
measured by the Loevinger [1978] Sentence Completion Form), as
compared to graduates of three other universities (Chandler, 1991). Overall,
alumni from the three other universities showed no change at all, and the
alumni from the other university who showed the most change showed less
than half as much change on average as the MIU alumni. The positive
findings from Maharishi International University alumni represent an
average .31 stage progression over a ten-year period from pretest to
posttest.’

The findings to date in regard to the action inquiry approach are
interestingly different. One finding shows that, after the Wallace E. Carroll
School of Management at Boston College restructured its MBA program to
invite students to participate in improving not just their analytic
competence, but also their managerial competence through action inquiry,
it attracted a developmentally different student population from before the
restructuring. Prior to restructuring at graduation only 2.5% of the MBA
students scored beyond the Institutional or Achiever stage (on the Loevinger
test); by contrast, after restructuring a full 25% scored at postformal stages
at entry. Thus, a different group, with a much higher proportion of persons
at a postformal stage of development, volunteered to enter the program
once it restructured (see Torbert, 1981a, 1987a, 1987b, for descrxptlons of
the restructured program) :
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Once in the program, 10% (18 of 180 in two different cohorts) showed
a full stage change beyond the Achiever stage during its 20-month duration
(that is, either from 3/4 to 4/5 or from 4 to 5 on the Loevinger measure).
Half-stage regressions and progressions balanced one another, so the
average movement was a .1 stage progression. Given the relative brevity
of the program and the rarity of any postformal development in most
settings, it is difficult to determine just how positive a finding this is. The
reader may compare it to the .3 stage progression found in MIU alumni.
This comparison is complicated by two differences: 1) the large difference
in elapsed time between pre- and posttests for the two samples; and 2) the
fact that the pretest baseline for the MIU sample was higher (just above the
Achiever stage on average) than for the BC sample (just above the
Technician stage on average). The first difference may act to exaggerate the
MIU effect. The second difference may act to exaggerate the BC effect. On
average, it appears that the Vedic/TM approach practiced at Maharishi
International University had a stronger effect on cultivating students’
development.

A second finding from the action inquiry MBA program is easier to
interpret: 84% (15 of 18) of those who showed a full stage change
voluntarily sought and won a (nonremunerative) consulting role during the
second year of the program (and 94 % [15 of 16] of those who participated
in the consulting role showed a full stage change) (Torbert, 1991). This
role, gained through a competitive application process, exposes students to
a summer consulting course, to consulting to four first-year project groups,
and to a weekly clinic session, all of which encourage them to engage in
action inquiry research in the midst of professional practice, much as the
first-year activities themselves also do. What causes the near-unanimity of
stage change among the consultants by contrast to the near-nonexistence of
stage change among the remainder of the class? Two factors appear to
contribute: 1) the additional exposure to action inquiry; and 2) the voluntary
commitment by the consultants to continue to explore the action inquiry
approach.

Upon graduation from the restructured program, a few graduates initiated
an action inquiry group of 15 to 20 persons that met regularly for five
years, with a few membership changes each year. The group met once
every three weeks without formal leadership to reflect together on their
ongoing experiences at work and in other parts of their lives; in addition,
subgroups of 3 met once between meetings to provide one another with
ongoing consulting. In a later intensive study of 15 graduates, of whom 6
had participated in the action inquiry alumni group, those who participated
in voluntary action inquiry showed significantly more developmental change
over the six-year (on average) period between tests than those who did not.
The 6 action inquiry participants showed a total of 12 steps of devel-
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opmental progression (a “step” representing half a stage) and no
regression—an average of one full stage of progression—whereas the 9
nonparticipants in action inquiry showed three progressive steps and two
regressive steps—an average of one-eighteenth of a stage of progression)
(Fisher & Torbert, 1991; Torbert & Fisher, 1992c). The chi square statistic
shows this difference to be significant beyond the .05 level. Thus, again,
voluntary participation in action inquiry is associated with postformal
developmental progression.

One Practice Context that Cultivates Postformal Development

The unique, interrelated elements of the Wallace E. Carroll School of
Management MBA program that are intended to encourage action inquiry
and cultivate postformal development have several qualities in common:

1) they highlight each participant’s potential for initiative and do not
require adherence to any particular theory;

2) they provide each participant with performance feedback on his or her
initiatives across all four territories of experience on tasks of practical
significance;

3) they offer on-the-job training in giving, receiving, digesting, and
responding with new initiatives to such performance feedback; and

4) they encourage the cycle of offering feedback and developing new
initiatives to occur as close in time as possible to perceptions of error,
incongruity, or conflict.

In all these respects, these systems represent a kind of Continual Quality
Improvement program focused on all organizational levels (not just
production) that is more sophisticated than any CQI program in operation
in industry today, and which is relevant to schools and other organizations
as well as to industry (Torbert, 1991).

Detailed descriptions of these systems are offered elsewhere (Torbert,
1981a, 1987a, 1987b, 1991), but several examples can help the reader gain
a concrete sense of what is meant. In terms of highlighting initiative, all

“students belong to action-project groups and each student plays a leadership
role (i.e., every member of each group is a leader—project leader, meeting
leader, process leader, evaluation leader, etc.). In terms of providing
feedback, each group works with a second-year consultant whose primary
role is to offer such feedback when requested; also, every group (and every
faculty-run class) engages in a feedback process in the middle of the
semester with discussion of the results and adjustments, as well as at the
end of the project or semester.

All of the foregoing represents on-the-job training, but one further
example is a weekly two-hour clinic session held for the consultants during
which they both discuss and role-play their current group intervention
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dilemmas.

Much of the foregoing also indicates the effort to encourage feedback and
new initiative as close to the original action as possible. The most dramatic
example of this is an end-of-the-year event involving all 16 student teams
that have consulted to live businesses and agencies, with responsibility for
documenting the efficacy of their work in terms of changes that their clients
have already implemented. On this day, all the student teams make
professional oral presentations of their work to their peers, the school’s
faculty, and several local area CEO’s. Each presentation is judged on 12
different criteria as soon as it is completed, and every team receives 45
minutes of quantitative and qualitative feedback at the close of the day,
including its relative standing among all the presentations.

In the decade since these systems were originally implemented at the
school, they have generated both considerable pride and considerable
controversy. During that time, the school has moved from being unranked
among the top 100 schools of management to being ranked in the top 25,
to serving as the single concrete model for the discussions of a national
commission on what twenty-first-century schools of management should
look like (Hennessy & Rosenblum, 1990).

Conclusion

The theory of learning from four territories of experience through action
inquiry leads toward a distinctive approach both to scientific research and
to postformal adult development. This theory is structurally consistent with
several other conceptualizations of postformal development—notably the
Vedic/TM approach—but significantly different in process.

Empirical findings showing the actions and outcomes of managers at the
first postformal stage of development offer additional practical reasons for
individuals and institutions to become interested in cultivating postformal
development.

The organizational conditions for cultivating postformal development
under the action inquiry approach are shown to include unusual degrees of
voluntariness, initiative, and feedback. These organizational conditions are
also shown to be consistent with contemporary managerial concemns for
Continual Quality Improvement.

At present, the Vedic/TM approach is being used at Maharishi
International University and at the Swedish-Swiss conglomerate ABB. The
action inquiry approach is being used at the Carroll School of Management,
Boston College, and at Pilgrim Health Care. Since both the Vedic/TM
approach and the action inquiry approach have been shown to effect
postformal adult development, perhaps the two approaches can be tried
together in a future field experiment.
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