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THE EVALUATION OF MIDDLE MANAGEMENT TRAINING 

IN THE NATIONAL HEALTH SERVICE

SUMMARY

The purpose of the research described in this thesis is to develop 

useful and acceptable methods for assessing the effects and value of 

off-the-job middle management training in the National Health Service.

The Preamble describes the background of this need in the NHS, where 

a rapid growth of management training courses has not been accompanied 

by any systematic means of securing evidence on the consequences of 

the training in individual and organisational work performance. Seeing 

this situation as one which embraces both the classroom and the work

place, the early chapters offer a conceptual framework for the study 

of management development, built up from theoretical prespectives on 

the nature of organisations and their management on the one hand, and 

the nature of human and managerial learning on the other. These con

cepts are related specifically to the management of health care organi

sations. The consequent view of management development emphasises 

considerations of contingency and choice, and is placed in its historical 

context in the NHS.

The characteristics of evaluation are then examined in terms of a com

parison of effects with objectives-, and a ̂ valuing of that comparison, 

taking place within a particular local system which needs to be under

stood. The attempt to do so in fieldwork within the Wessex and Oxford 

NHS regions between 1974 and 1978 is then described, together with the
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methodology developed to secure and feed back information about the 

working of the system to the interested parties. Lastly, the findings 

of the research are described and discussed in relation to the hypo

theses tested and to a multivariate analysis of the influence of 

course learning, individual and organisational factors on subsequent 

work performance.

The Sequel outlines the present state and future prospects for this 

research in further developing and testing evaluation strategies and 

methods for management training in the NHS.

"he" and "his" stand for male and female genders throughout the thesis
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Preamble

THE ORIGINS AND PURPOSE OF THE RESEARCH

"Action is the proper fruit 

of knowledge"

Thomas Fuller,

Gnonologia, No. 760

This research starts and finishes with a problem. Or rather with 

two perceptions - separated by the six-year duration of the study - 

of a problem in evaluating the effectiveness of middle management 

training in the National Health Service (NHS).

The first perception is represented by the initial research task 

which the researcher was encouraged to undertake by senior officers 

in the NHS, with the support of his employers at that time the Depart

ment of Health and Social Security. As expressed in 1973, this was 

to contribute to the effectiveness of off-the-job middle management 

training in the NHS by developing useful and acceptable methods for 

assessing the effects and value of the training provided; and to study 

the impact of using these evaluation methods on those involved in the 

training and its application at work. The problem implicit in this 

task consisted in the apparent absence, nationally and locally, of 

suitable evaluation strategies and methods, tested in an NHS context. 

The background to the research was consequently outlined in the follow

ing terms;

"The growth, since 1966/67, of off-the-job management 

training for NHS officers has been rapid and extensive.
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involving the provision of over 12,000 places a year 

(chiefly on 3 to 4-week courses) of which some 2,000 

are for middle managers. But this expansion has not 

been accompanied by systematic evaluation "controls" 

to measure the effects and assess the value of this 

training against defined objectives, whether of the 

student or his teacher/trainer or his nominating 

organisation. Feedback has been largely subjective 

and concerned with the student's reactions to the 

course rather than what has actually been learned, 

or how far (if at all) that learning has been 

applied in the student's job performance as a 

manager, or whether such management performance 

has contributed to the better functioning of his 

department, or his organisation as a whole.

Whilst there is wide acceptance that this extensive 

management training programme (costing in the order 

of £2 million per annum, without counting the value 

of students' time) has contributed something to the 

development of managerial ability amongst many of 

the participants in such courses, the need for a 

more systematic approach to their assessment has 

been recognised. In a policy statement drafted in 

1973 and issued early in 1974, on management education 

and training in the reorganised NHS (DHSS 1974), the 

Department of Health and Social Security urged the 

development of evaluative measures to assess and help 

improve the quality of NHS management training:
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included with that statement were sets of broad 

agreed objectives for management development at 

first-line, middle and senior levels.

Moreover, the NHS has entered a period of severe and 

probably prolonged resource shortage, when a critical 

concern for the likely returns on alternative and com

peting options for health care expenditure is inevitable - 

and to be welcomed if sensitively applied. Management 

training of unknown value is particularly vulnerable to 

cost cutting, the consequences of which would themselves 

be uncertain. Need and opportunity therefore combine 

in calling for an evaluation strategy to be devised, 

tested and made widely available which is capable of 

gathering evidence on the effects and value of manage

ment training in the NHS on as systematic and objective 

a basis as the present state of knowledge and experience 

allow, so that decisions can be made about management 

training on a firmer basis than has been possible 

hitherto". (White, 1975 c)

This first perspective suggested two broad areas of theoretical know

ledge from which useful concepts might be drawn in exploring the problem; 

theories concerning organisations and their management on the one hand 

(Chapter 1 and 2) and theories of adult learning (in particular the 

learning of managers) on the other (Chapters 3 and 4), illustrated by 

reference to the National Health Service. Insights and inferences from 

these bodies of knowledge, integrated as a view of management development
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and traced in its historical evolution within the NHS (Chapter 5), 

form the context of the researcher’s approach to the specific task of 

evaluating middle management training courses in the NHS (Chapter 6): 

a bridge is thus established between the conceptual framework and a 

particular fieldwork design which provides hypotheses, instruments and 

methodology embracing both the classroom and the work-place (Chapter 7) 

The findings of evaluation fieldwork in the Wessex and Oxford NHS 

regions are then described together with the results of testing hypo

theses and undertaking path analysis of the training system’s func

tioning (Chapter 8). Discussion of the significance of the research, 

in relation to management development generally in the NHS, brings the 

thesis to a close (Sequel). Inevitably, the problem as stated in 1973 

is perceived differently in 1979 as possibilities for progress begin 

to emerge under the influence and interaction of these theories and 

research findings, and of changes in that six-year period both in the 

NHS and in the concept of management development.

This progression is shown schematically overleaf.
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Chapter 1

A VIEW .OF THE HEALTH CARE ORGANISATION IN ITS ENVIRONMENT

"Adaptive, problem-solving, temporary 

systems of diverse specialists, linked 

together by co-ordinating and task- 

evaluating specialists (the "executive") 

in an organic flux - this is the organi

sational form that will gradually replace 

bureaucracy as we know it"

Warren Bennis

Summary

It is customary nowadays to view large human organisations as open 

systems (themselves comprising mutually related sub-systems) inter

acting with their environment. Linked with this view is emphasis 

on the need for the enterprise to have organic features which 

stress adaptiveness in managing the organisation 's adjustment to 

change, recognising that in such a system a change in one part may 

affect others, or the whole.

Certainly there are distinctive features of the NHS - including 

its size and complexity, its rate of technological change, its 

professionalisation, its need for responsiveness to the environment 

and the character of its management - which make the open systems 

perspective particularly useful for analysis and understanding. But 

it does not tell the whole story, either in description or prescrip

tion; and a number of perspectives from organisation theory need to 

be appreciated before the task of management generally - and the 

middle manager in particular-can be located in the NHS.
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A. A Systems Perspective on Organisational Functioning

The open system view of organisations has much in common with the 

functioning of the biological organism, which depends for its 

survival and growth on an import-conversion-export relationship 

with its environment. Just as the biological organism ingests 

food and transforms it into waste matter and energy, the latter 

being used for securing more food, protecting and reproducing 

itself, functioning and growing as a system; so the soclo- 

technical enterprise we call an organisation survives and develops 

only by exchanging materials with its environment.

It is important to recognise at the outset that such "materials" 

include people (with their skills, energy, needs, attitudes, 

affiliations and political power) as well as money, land, build

ings and equipment; so that imports of human materials introduce 

into the organisation more than it strictly requires for the per

formance of its tasks. Moreover the environment may depend on the 

organisation just as much as the reverse - a point of some significance 

for health care organisations - which is true too of the biological 

organism’s contribution to, as well as dependence on, its part of the 

total ecology. And the organisation, unlike a biological system, has 

the potential to change its form and structure as its members com

pare the actual with the desired results of their efforts by a 

cybernetic process of feedback and adjustment.

Nevertheless, we can follow the Tavistock School’s biological 

analogy and recognise its value:

"The enterprise imports materials, transforms them by 

means of conversion processes, consumes some of the
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products of conversion for internal maintenance, and 

exports the rest. Directly or indirectly, it exchanges 

its outputs for further intakes, including further re

sources to maintain itself. These import-conversion- 

export processes are the work the enterprise has to do 

if it is to live". (Miller and Rice, 1967)

Within the organisation the key concept is that of the "task system" 

of activities required to transform an intake into an output, plus 

the human and physical resources required to perform those activities 

"The term "system", as it is used here, implies that 

each component activity of the system is interdepen

dent with at least some of the other activities of the 

same system, and that the system as a whole is identifi

able in certain, if limited, respects independent of 

related systems. Thus a system has a boundary which 

separates it from its environment. Intakes cross 

this boundary and are subjected to conversion pro

cesses within it. The work done by the system is, 

therefore, at least potentially measurable by the 

difference between its intakes and outputs". (Rice, 1970)

The primary task of an enterprise, or of one of its parts - the task

it must perform in order to survive - may change from time to time

(Miller and Rice, 1967, quote the example of the teaching hospital

which gives priority now to its task of teaching medical students,
but

now to its task of treating patients)/only one task is primary at 

any one moment. Systems of activity that lie on the main stream 

of the dominant import-conversion-export process by which that 

primary task is performed are the operating systems, supported
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by non-operating systems that provide controls over, or services 

to, those operating systems.

However, the task-centred view of organisation has to be reconciled 

with a person-centred focus on the human behaviour - as individuals 

and as groups - implicit in the "import" of people into the organisa

tion referred to above. Miller and Rice, further extending the 

analogy, compare theories of human behaviour with the theories of 

activity systems they have already outlined:

"Like a system of activities, an individual or a group 

may be seen as an open system, which exists and can 

exist only through processes of exchange with the 

environment... Within our conceptual framework, the 

individual, the small group and the larger group are 

seen as progressively more complex manifestations of 

a basic structural principle. Each can be described 

in terms of an internal world, an external environ

ment, and a boundary function which controls trans

actions between what is inside and what is outside".

(Miller and Rice, 1967, op. cit.) 

and go on to define their term "sentient" system as that system which 

demands and receives loyalty from its members. In other words they 

recognise that individuals and groups can not only mobilise themselves 

in many different activity systems: they can and do identify, often

simultaneously, with many different groups, formal or informal, whose 

existence pre-supposes some emotional investment by its members in the 

group’s distinctiveness and therefore in the preservation of the 

boundary round it. Such sentient groups are highly relevant to the 

effectiveness of task performance, capable of promoting it or of
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opposing it by behaviour which may appear irrational. One major 

purpose of their work is to illustrate how their open systems 

analysis can assist in the design of organisations, or parts of 

organisations, where task performance requirements and human 

needs can both be satisfied through the managed coincidence of 

task and sentient system boundaries.

To speak of people amongst the resources required for the enterprise, 

and to describe "the constraints imposed by the employment of human 

resources", may appear somewhat unrealistic in displacing people from 

the central focus of attention in the study of organisations which 

can have no independent functioning without them.

"Organisations do not behave, they do not do anything.

Systems do not make decisions nor do they react to 

other systems... To claim that organisations or 

systems engage in any form of behaviour makes sense 

only if we can specify some person or set of persons 

who perceive, think, move and have being". (Mangham, 1975)

But the Tavistock analysis does lead to a very precise defined function 

for management - boundary control - where an enterprise is sufficiently 

complex to be differentiated into constituent systems. A managing 

system is required to provide the regulatory and maintenance activities 

to keep the operating systems going.

"Management of an enterprise requires, therefore, four kinds of 

boundary control:

(i) regulation of task-system boundaries (i.e. 

regulation of the enterprise as a whole as 

an import-conversion-export system, and 

regulation of constituent systems of activity);
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(ii) Regulation of sentient group boundaries 

(i.e. the boundaries of the groupings to 

which people belong either directly -through 

their roles in systems of activity, or in

directly through their role-sets);

(iii) regulation of organisational boundaries;

(iv) regulation of the relation between task, 

sentient, and organisation boundaries."

(Miller and Rice, 1967, op. cit.)

The human dimension has fared rather better in the study of complex 

organisations on the other side of the Atlantic, possibly because 

perspectives on the development of organisations have been built up 

there through consultancy by a number of workers skilled in the 

application of knowledge and techniques from the behavioural sciences. 

Certainly the concepts expressed in American literature on Organisation 

Development published a year or so either side of 1970 - organisational 

health, organisation renewal, process consultation, interpersonal peace

making, a helping relationship - make it clear that, whilst technological 

and structural considerations are acknowledged, the release of human 

potential, individual and collective, represents the primary means seen 

as capable of achieving the goal of effective organisational function

ing (for example amongst the contributors to Bennis, Benne and Chin, 

1969).

The social warmth - almost fervour - of the OD movement in the U.S.A. 

at that time contrasts strongly with the dispassionate organisational 

analysis and design of the Tavistock School in this country, illustrated 

earlier, although both groups draw on the same basic systems concept
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of organisations. Sometimes the sense of mission is explicit;

"Change agents share a social philosophy, a set of

values which will ultimately lead not only to a more

humane and democratic system but to a more efficient

one. This contrasts with bureaucratic values: imper

sonal, task oriented, leading to poor and mistrustful 

relationships not suited to a post-modern world".

(Bennis, 1966)

For Bennis at least this movement towards organic, adaptive, open 

systems comes close to being a universal prescription designed to 

cure the disease of mechanical, bureaucratic, closed systems. There 

is little recognition here that organisational forms may appropriately 

differ according to the nature of the work they have to do, or of the

environment in which they function; still less that relatively open

and closed elements may quite properly and necessarily exist alongside 

each other in the same organisation. To Bennis bureaucracy is plain 

bad, injurious to (social) health, if not a positively un-American 

activity....

A.I.
The problem of integration

Within the same American OD School of thinking, however, Lawrence and 

Lorsch (1967, 1969) adopt a more balanced and contingent approach to 

the study of organisation, and in the process show affinity with the 

work in this country of Bums and Stalker (1961) and Woodward (1965), 

who trace the influences on an organisation of changing conditions 

in its environment, and of the organisation’s basic technology: 

structural arrangements which take these factors into account were 

associated with high performance, at least in the limited range of 

situations studied. Lawrence and Lorsch certainly adopt a people-
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centred perspective, defining an organisation as "the co-ordination 

of different activities of individual contributors to carry out 

planned transactions with the environment" and distinguish four key 

issues faced by any organisation, the first three of which they 

explore in their contribution to the Addison-Wesley OD series 

(Lawrence and Lorsch, 1969);

the interface between the organisation and its environment 

the interface between group and group within the organisation 

the interface between the individual and the organisation 

the interface between individual and individual

But.it is an underlying concept, elaborated more fully in their 

earlier work (Lawrence and Lorsch, 1967) which has particular 

relevance in this highly selective scanning of published work 

capable of illuminating critical issues in the management of 

health care organisations. This is the balance between differen

tiation ("the difference in cognitive and emotional orientation 

among managers in different functional departments") and integration 

("the quality of the state of collaboration that exists among depart

ments that are required to achieve unity of effort by the demands of 

the environment")•

In their discussion of differentiation they pick up one of the charac

teristics of open systems listed by Katz and Kahn ; these are

cited because they help to fill out the view of systems theory 

presented here which has focussed particularly on the Tavistock 

and Organisation Development approaches. In addition to the pro

perty of an import-transformation-export relationship with the 

environment:
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"Open systems also share the characteristics of nega

tive entropy, feedback, homeostasis, differentiation, 

and equifinality. The law of negative entropy states 

that systems survive and maintain their characteristic 

internal order only so long as they import from the 

environment more energy than they expend in the pro

cess of transformation and exportation. The feedback 

principle has to do with information input, which is 

a special kind of energic importation, a kind of 

signal to the system about environmental conditions 

and about the functioning of the system in relation 

to its environment. The feedback of such information 

enables the system to correct for its own malfunction

ing or for changes in the environment, and thus to 

maintain a steady state or homeostasis. This is a 

dynamic rather than a static balance however. Open 

systems are not at rest but tend toward differentia

tion and elaboration, both because of subsystem 

dynamics and because of the relationship between 

growth and survival. Finally, open systems are 

characterised by the principle of equifinality, 

which asserts that systems can reach the same final 

state from different initial conditions and by differ

ent paths of development". (Katz and Kahn, 1966)

Organisations vary in the extent to which they are differentiated verti

cally (e.g. in their number of management levels) spatially (e.g. in the 

geographical dispersion of their component systems), and horizontally 

(e.g. in the centrifugal tendencies of their departments and specialised
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services to pursue their own goals, often reinforced by differences 

in their working methods, time scales, values and attitudes). For 

Lawrence and Lorsch it is a high degree of horizontal differentia

tion which can cause particular management problems and carries a 

high risk of conflict. In simple, stable situations, where horizontal 

differentiation is low, the basic integrative mechanisms for direction 

and control can in general be adequately provided through the manage

ment hierarchy, expressed through its rules and procedures (often 

supplemented, we may add, by the normative power of a shared value 

system); such inter-unit conflict as arises can be handled success

fully by the direct involvement of senior management. Complex, highly 

differentiated systems, by contrast, tend to need their hierarchical 

dimension reinforced by other management arrangements working across 

the organisation to help bind it together, counteracting the centri

fugal tendencies of its units; such arrangements may include 

individual co-ordinators, cross-unit teams (ad hoc or permanent) 

and even whole departments whose basic contribution lies in achiev

ing integration among other groups. Such enabling, facilitating 

roles or groups of roles rely on professional expertise rather than 

hierarchical authority, and are most likely to be effective in con

flict resolution if they occupy an equidistant position between 

competing interests in terms of time, goals, interpersonal and 

structural orientations. Lawrence and Lorsch also found that con

flict (seen as healthy if the means exist for its resolution) is 

most successfully handled through confrontation, rather than 

compromise, and that conflict resolution tends to come less from 

the highest levels of management than from the intermediate levels - 

a point of considerable relevance to this study.
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Lawrence and Lorsch*s research concentrated on a number of companies 

in the plastics, food and container industries which operated at that 

time in diverse environmental conditions, but they believe that their 

findings, with those of Bums and Stalker, Woodward and others, are 

consistent with a Contingency theory of organisations. This recognises 

their system-based nature and sees organisation variables - diversity, 

size, technology, type of personnel - as being in a complex inter

relationship with one another and with conditions in the environment. 

Organisations will be effective if internal structures and processes 

are consistent with environmental demands: amongst those structures

and processes will be integrative devices with a degree of sophistica

tion and influence appropriate to the extent of differentiation within 

the organisation.

The significance of integrating roles and mechanisms within the more 

complex organisations, prone to change and conflict, has important 

implications for the managers who set up and to a greater or lesser 

extent staff these functions. Often the difference between mechanistic 

and organic approaches to management lies as much in the mind of the 

manager himself as in the structural dispositions, but in general it 

may be said that Lawrence and Lorsch*s emphasis on integration implies 

a positive, proactive management role - or necessary way of interpret

ing it - that does not come out with force from the Tavistock "boundary 

control" functions already discussed. And, because organisational 

functioning is contingent on a variety of fluctuating variables, 

management itself needs to be situational, adaptive, flexible. There

are no universal principles or methods of managing.
A.2.
The closed system

Implicit in this discussion of open system perspectives capable of
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clarifying the nature of health care organisations and their 

management is the existence of an alternative, closed system, 

model of organisation. In the context of planning and controlling 

the work of large organisations this model is described as 

Bureaucracy; and in its pure form is characterised by a high 

degree of specialisation between jobs and departments (whose 

functions are comprehensively defined in job descriptions and 

distributions of business), by heavy reliance on formal procedures 

and communications along proper channels, and by extended managerial 

hierarchies with clearly marked status distinctions. Roles and 

relationships are structured and standardised in order to accomplish 

quantities of largely predictable work with the minimum of uncertainty, 

questions outside any role-holder's defined discretion are referred 

up the hierarchy, and the organisation is relatively impermeable and 

unresponsive to environmental changes.

"Traditional organisational theories 
have tended to view the human 
organisation as a closed system.
This tendency has led to a disregard 
of differing organisational environ
ments and the nature of organisational 
dependency on environment. It has led 
also to an over-concentration on 
principles of internal organisational 
functioning, with consequent failure 
to develop and understand the processes 
of feedback which are essential to 
survival."
(Katz and Kahn, 1966 op.cit.)

Pejorative usages apart, bureaucracy in this form could not be 

regarded without substantial qualification as an adequate way of 

describing the distinguishing features of any large organisation 

which employs a high proportion of professionals, whose autonomy 

and necessary teamwork relationships can only be accommodated in
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a bureaucracy by substantial modification of its structure and 

control mechanisms. This type of organisation structure has 

been classified as "professional bureaucracy" (Child, 1977).

It can be seen in many other enterprises than just health care 

organisations, including those employing lawyers, social workers, 

researchers and teachers: it was Robert Hutchins who said that 

quite often a university becomes a loose collection of competing 

departments, schools and institutes, largely non-communicating 

because of the multiplicity of special jargons and interests, and 

held together chiefly by a central heating system ....

However, the major issue which arises from the existence of 

bureaucratic features, to a greater or lesser degree, in all 

large organisations is the extent to which such arrangements for 

work performance can respond rapidly and sensitively enough to a 

changing environment, and maintain the commitment of the people 

who work in it, whose innovative capacities and voluntary adjustments 

are essential to organisational functioning but who may be inhibited 

or alienated by the relative inflexibility of closed system planning 

and control mechanisms. Indeed that level of functioning may be 

more or less permanently suboptimal in an organisation in proportion 

to the withholding of their human energy, for whatever reason, by 

organisation members. Vickers (1965) is another writer who makes 

use of the biological analogy in contrasting the internal and the 

external relations of an organisation:

"There is a relationship between the 
two. An animal must learn to digest 
the food it can find, or find the 
food it can digest, and it perishes 
if it cannot match its internal needs
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and resources with its external demands 
and opportunities. An organisation too 
must match its human resources (skill, 
energy, morale) with what it aspires to 
do or is required to do; or cut its 
aspirations or the demands on it to the 
level of its resources".

Since the reality is that large organisations in fact exhibit a 

mixture of closed and open features, and contain inter-relating 

systems and sub-systems which are mainly of one kind or the other 

but never pure types, the need appears to be to draw on both 

theoretical perspectives in examining what y  or characteristics 

best contributes to the effectiveness of the organisation. Or 

rather to the effectiveness of each organisation studied, since 

each is likely to be pursuing multiple goals, reflecting the 

variety of objectives (personal, professional, organisational) 

pursued by individuals and coalitions of individuals from whose 

bargaining processes may emerge organisational objectives, at 

least at the satisfying level of acceptability. The continuous 

nature of these mutual adjustments as to priorities between 

multiple goals, and consequent difficulty or reluctance in defining 

goals in terms that facilitate measurement of the success with which 

they are pursued, further emphasise the importance of studying 

particular organisations in their uniqueness. Such studies will be 

the better for taking full account of the time dimension in the 

differential evolution of the organisation and its parts; for 

avoiding too-ready generalisations from limited, situational instances; 

and for freeing themselves from ideological connotations.

Mott (1972) helps in this direction through his search for an inte

grative framework in studying the National Aeronautics and Space 

Administration, Philadelphia State Hospital and the Department of
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Health Education and Welfare. He characterises the closed system 

viewpoint as emphasising productivity but under-emphasising the 

role of the environment in the organisation's affairs: this can 

create difficulties in adapting to change and in satisfying the 

creativity of the organisation's personnel. By contrast the open 

system viewpoint takes the environment as a major reality with 

which the organisation has to cope, but may in the process under- 

emphasise productivity and the degree of structure needed to 

achieve it, and may have its prime application only in innovative 

organisations. He finds open and closed properties at all levels 

in the organisation but believes their contributions cannot be 

reconciled, either in theory or practice, except by modification 

of the assumptions on which they are based. Criteria for such 

modification include recognition that no human organisation can 

ever be completely closed to its environment but there is always 

some degree of closure, varying from one organisation to another, 

without which work would be difficult to perform. Secondly, 

recognition is needed that roles and relationships also vary 

in their degree of closure and therefore in their clarity and 

predictability: this implies the need to allow for varying

degrees of improvisation in roles and relationships, even to 

the point of conflicting with their formal definition. This 

attempt to take into account degrees of openness and closure, 

both of the enterprise as a whole and of its component parts, 

leads to a definition of an organisation's effectiveness as the 

ability to mobilise its centres of power for action in the form 

of production, adaptation and flexibility.



—  16 —

In working towards a single conceptual framework that can be used 

regardless of the degree of closure, Mott draws heavily on studies 

of the organisation of health care by Strauss, Georgopoulos and 

others which will be discussed below. The relevance of such 

sources may be no coincidence insofar as a health care system and 

its component institutions and services represent an arena in which 

the issues addressed by organisation theory, as illustrated in the 

preceding pages, work themselves out in a peculiarly intense way.

It may therefore now be appropriate to examine the distinguishing 

features of health care organisations, and their management, in the 

light of the previous discussion.

B. Characteristics of Health Care Organisations

Within this systems perspective on organisational functioning there 

havÆ been numerous propositions, which will for convenience be grouped 

under two broad headings:

- the relationship between the organisation and its external 

environment. This will be examined in the context of health 

care in the remainder of this chapter.

- the relationship between the component systems within the 

organisation. This relationship and its management in the 

NHS is the focus of attention in chapter 2.

But first the focus of our attention needs to be clarified. "Health 

care organisation" in the NHS context might signify a distinct 

institutional entity, such as a hospital (general or special, acute 

or long-stay), a health centre, or even a general practitioners’ (GP) 

surgery. Or it might imply the Health District - a "natural"

health organisation in the sense of providing the full range of health
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services to a population averaging 250,000. Or the area health 

authority (AHA) which employs most of the NHS staff, the lowest 

level of statutory authority within the re-organised NHS structure 

which came into being on 1 April 1974. Or it might be the NHS as
•ka whole which is envisaged - the largest centrally directed

organisation in the country, with 900,000 personnel and an annual

budget which, at £5,000 millions, represents over 6% of Gross

National Product, for the functioning of which the Secretary-of-State

for Health and Social Services is responsible to Parliament. Figure 1,

outlining the organisation structure between Parliament.and the District

Management Team (DMT), and Figure 2, representing the broad scope of 
health

services w i t h i i y d o f f e r  some indication of the overall scale and 

structure of the NHS.

But it is not the size of the total operation that, in itself, gives 

the management of health care its special character in the NHS so 

much as the complexity of the relationships involved. These are most 

readily examined at the district level, where the full range of health 

services can be found and studied without having to postulate the 

national superstructure. Indeed there is a sense in which the higher 

levels of the NHS begin to merge into the rest of the environment 

from the "operational service" perspective of the health district.

And since those basic services would need to exist, in any developed 

country, irrespective of the means chosen by its society to secure 

their existence (in the UK by national legislation and central 

funding), this natural health district level represents a focus of 

attention which offers the prospect both of insights from other 

health systems and of some generalisability between them.
•k Insofar as relevant to the discussion it is the NHS of England 

and Wales which is in mind, Scotland and N. Ireland having their 
own NHS legislation.
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6 .1.
The relationship between the organisation and its environrwenfc

The key theoretical proposition concerning this particular relationship 

was that a large, complex organisation may most satisfactorily be 

viewed as an open system carrying out import - conversion - export 

exchanges with its environment. Connected with this was the principle 

of feedback, enabling the organisation to correct for its own malfunct

ioning or changes in the environment.

The health district, chosen as the focus of attention, is particularly 

appropriate for examining the relevance of this proposition, because 

this is the level at which comprehensive health

services are made available to the public, throughout the country, 

free of charge at the time of use. The primary care services of the 

general practitioner, supported by district nurses and midwives, health 

visitors, social workers and ancillary staff, and complemented by dental, 

pharmaceutical and ophthalmic services, are sited deep within the 

community itself;.and the very words used - "community" care, "public" 

health, "home" helps - serve to emphasise the peculiarly intimate 

relationship between the health organisation and its community environment 

and how permeable is the "boundary" between them.

From the patient's point of view, the procedure for making use of these 

services is simple in that he registers with a GP in his locality: he 

is then the patient's first contact with the health system. The patient 

is free to choose his own GP and to change to another if he wants to: 

the GP likewise is free to accept or refuse a patient wishing to join 

his list and, like the hospital consultant, may accept private patients
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while taking part in the NHS. Entry to the health organisation is 

thus very open. A degree of closure by regulation is secured by the 

restriction of access to the secondary, specialist, services - 

predominantly provided in hospitals - only to those who have been 

referred by the GP, a form of filtering which results in 90% of all 

illness episodes being treated to a conclusion by the primary services 

without such reference. But in emergency the ill, injured or worried 

member of the public not only has the GP's contractual obligation to 

provide, or secure the provision of, essential care - in the .patient's 

home if necessary - but can also present himself at a hospital accident 

department from which he will not be turned away unseen. Any financial 

constraints on the freedom to use health services in this very open 

way were removed on 1 April 1948, when the NHS Act of 1946 took effect 

and made the Secretary-of-State responsible for their provision to all.

This legislation may be regarded as a major expression of social policy 

to give effect to a comprehensively and permanently open-system 

relationship between society and the health care services on which it 

has chosen to depend. With the exception of the 4% of population who 

have voluntary health insurance coverage for the costs of some forms 

of private medical care, the,public relies, for good or ill, on the 

services provided by the nearly 200 health districts. The population 

- or that portion of it which is ill enough or worried enough about 

its health to do something about it - provides the major import to 

the services of diagnosis and treatment, cure and care, rehabilitation 

and prevention which represent the conversion effort of the primary 

task system of activities. These are aimed at exporting back to the 

community people who have been restored to the maximum degree of 

functioning of which they are capable, ranging from complete cure at
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one extreme to death at the other.

This is the sense in which the environment depends on the health 

organisation as much as the health organisation depends on the 

environment, in a relationship which could not be other than open 

if there is to be service at all and which the "boundary control" 

function can no more than partially regulate. Moreover the organ

isation is open to patients' relatives; open to public interest in 

the form of voluntary workers, press enquiries and politicians' 

comments; and open to the vast range of supplies, equipment and 

services needed for the provision, support and control of the 

operating task systems which undertake the conversion processes.

And of course for it to function at all the health organisation must 

recruit (i.e. import from the environment) and retain an adequate 

number of appropriately skilled staff and, in many cases, students 

for conversion into staff of the future.

Evidently it is not difficult to view the health district as an open 

system relating to its environment by means of import-conversion-export 

transactions. The model has at least descriptive value and is compatible 

with the stated general aims, both of the original NHS:

".... to provide/t^e establishment in England 
and Wales of a comprehensive health service, 
designed to secure improvement in the physical 
and mental health of the people, and the 
prevention, diagnosis and treatment of illness." 
(NHS Act 1946, s. 1)

and of the reorganised NHS:
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first, that there should be a fully 
integrated Health Service in which every 
aspect of health care can be provided by 
members of the health-care professions and 
second, that this care should be provided 
as far as possible locally and with due 
regard to the health needs of the community 
as a whole."
(DHSS, 1972a)

But there are deeper, explanatory insights to be gained through the 

medium of an open system perspective. The organisational consequences 

of the import-conversion-export model for internal functioning will be 

considered in the next chapter on the relationships between 

component sub-systems within the organisation. But in this chapter 

there are advantages in examining further the nature of the transactions 

which the organisation has with its environment; and the nature of the 

environment itself.
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6 ,1.1.
The transactions; patients and staff The focus of attention now 

moves to the nature of the transactions in which the environment 

and the district’s health services mutually engage. The patient’s 

movement across the boundary of the NHS district organisation has 

already been described as free, both in the sense of ready access 

to the GP (who acts as "gatekeeper") and in terms of the absence of 

financial deterrents. For Hardie (1969), writing on the twenty-first 

anniversary of the NHS, it was the gradual redistribution of medical 

manpower around the country, by use of the employment and planning 

powers of the Service, which represented as notable an achievement 

as the removal of financial barriers between patient and doctor, 

in opening up the organisation to its users. He cited in evidence 

the drop from 51% to 19% over the six years from 1952 in the proportion 

of the population living in areas officially designated as inadequately 

provided with GPs; whilst Forsyth (1968) illustrated the degree of 

success in redistributing hospital specialists in the homelier terms 

of finding three consultant surgeons practising in Barrow-in-Furness, 

no previous "system" having attracted even one ....

This aspect of openness through accessibility contrasts to a greater 

or lesser degree with the health care systems of some other countries, 

including the U.S.A. where many rural and inner-city areas have restricted 

access to primary medical care due to the greater priority given to 

another freedom - of the doctor to set up practice wherever he believes 

his economic and social interests dictate - and where the standards of 

health care vary with the patient’s financial status. A boundary can 

be very impermeable if represented by a financial barrier, and is in
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any case not worth crossing if there is no help on the other side.

But in no health system do normal economic considerations fully 

apply and the boundary transations do not have the freedoms of the 

economist's "perfect market". The patient is almost always an 

involuntary user of the organisation, not a free agent who could 

choose (or be persuaded) not to use its services or to take his 

wants elsewhere. The health organisation is often in a quasi- 

monopolistic situation - certainly in this country where strict limits 

aré placed on the extent of private medical practice. The virtual 

monopoly situation extends beyond the patients to the professional 

staff in the sense that there are only very few job opportunities 

in this country outside the NHS for those who have trained as health 

professionals. Although the partial withdrawal of labour has been 

threatened and, of recent years, sporadically carried out, it is 

intrinsically difficult to press home such sanctions when they can 

only be operated against the public and when neglect of the health 

needs of the public is contrary to the ethic subscribed to and the 

value system acquired in the training of every one of those health 

professions. Short of emigration, the professional staff are as 

dependent on the organisation as are the patients: over 90% of 

doctors in the United Kingdom have contracts with the NHS.

A never-failing clientele and a largely captive workforce are 

indicative of the intense interdependence between the health organisation 

and its environment. This is further reinforced by the eccentric 

operation of supply and demand in health care. So indefinable is
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the concept of "need" for health services - and consequently so 

variable is the threshold of "demand" for them - that an increase 

in the supply of certain services precipitates an increased demand 

for them. Far from the widely-held view, prevalent in the debates 

of the 1940s about a future national health service, that there is 

a measurable quantum of ill-health in society which could be 

matched, balanced and gradually reduced by a definable level of 

health service provision after the back-log has been dealt with, 

the truth has emerged that readier access to improved services 

permanently raises the expectations of both public and professionals 

who have previously tolerated lower standards. Technical progress 

in medical science, such as has produced the antibiotics, psychotropic 

drugs, radiotherapy, renal dialysis, transplant surgery, cervical 

cytology and foetal diagnosis, has vastly extended the area of feasible 

medical practice and brought the prospect of alleviation or cure for 

previously intractable diseases within the realms of possibility for 

the population at large. Moreover the very consequence of success in 

providing such services is not just to satisfy the immediate want but 

to add to the aged and more medically and socially dependent proportion 

of the population.

Such considerations lie. behind Robert Maxwell's description of "the 

economic paradox that the more that is achieved, the more remains to 

be done" (Maxwell, 1974), The gap between achievement and aspiration 

becomes even greater with the "ideal" definition of health chosen by 

the World Health Organisation: a state of complete physical, mental 

and social well-being, and not merely the absence of disease or 
infirmity (WHO 1946).
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8.1,2
The transactions; responsiveness This discussion of the circumstances 

- reversing the normal operation of certain economic laws - under 

which patients cross the boundary between the environment and the health 

care system suggests one possible explanation of another paradox: that 

an organisation so open to individual patients should be relatively 

unresponsive locally to the changing needs and expectations of the 

community as a whole. It is arguable that many of the most significant 

"reforms" in the NHS since its inception have come about, not as a

result of the prompt and sensitive local reaction to feedback in

correcting for malfunctions towards a fresh equilibrium with the 

environment, but as a consequence of the decisions of central

government. These in turn have been stimulated by changes in public

opinion and by the emergence nationally of pressure groups unable to 

make much impression on the imperturbd)le continuance of inherited 

practices in the way health care is organised at the operational level. 

And the refolds themselves (for example the change of priorities in 

favour of services for the mentally ill, the creation of Community 

Health Councils and the post of "Ombudsman", the re-distribution of 

health resources around the country according to need rather than 

historical precedent) have often involved overcoming the opposition 

of professionals working in the operational services we have described 

as substantially open. This is not a picture of flexible response to 

changes in the environment on which the organisation depends for its 

"survival" and "viability", words often used by organisation theorists 

to describe what is at risk if a large, complex organisation fails to 

adapt sensitively to maintain its homeostasis. Given the dependence 

of the community on the health services of its district in this 

quasi-monopolistic situation, there are no market forces to jeopardise
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the continuance of the organisation, and pressures to rectify wide

spread perceived malfunctioning have tended to rely on the political 

process.

The extent of public and political interest in the NHS is not surpris

ing in itself. The NHS is intrusive and demanding in the claims it 

makes on society’s manpower and money. The claims are almost all met 

by central government (to the extent of 85% from general taxation 

and a further 10% from a share of compulsory national insurance con

tributions) and by means of a line of accountability which requires 

the Secretary-of-State to answer to Parliament for the workings of 

the NHS in much greater detail than in, say, the education service or 

the nationalised industries. The NHS is a major expression and instru

ment of social policy. It is therefore unlikely that its operations 

will be out of the public eye for long, and unrealistic to imagine 

that it can be isolated from the political arena in the widest, non- 

party, sense: indeed some issues (e.g. control over private practice 

and the representation of local government and staff interests on 

health authorities) tend in addition to produce divisions along party 

lines.

For the provision of health care, in any country, concerns itself 

with a highly sensitive, personal, often dramatic area of human activity 

in which issues of life and death, including the quality of the former 

and the dignity of the latter, are explicitly or implicitly present.
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Health care decisions, whether individual (should another operation 

be attempted? which of these patients should be allocated time on 

the renal dialysis machine?) or corporate (which services should 

be reduced to keep within the budget? how will that community be 

served if their hospital is closed?) are often painful, highly 

visible, and rooted in complex value judgements.

Public and political interest in such issues is inevitable and 

legitimate, yet is often resented by health professionals, principally 

but not exclusively the doctors, as an unwarranted interference in 

matters of clinical judgement or as disturbing patterns of organisation 

and interest which have grown up around centres of medical and technical 

excellence. Doctors are trained to focus their attention and expertise 

on the individual patient in front of them at any one time, a situation 

where their judgement is rarely questioned, and it is tempting for this 

primacy to be assserted in the wider field of the organisation of medical 

and other health services, where other perspectives on what constitutes 

the public good are equally legitimate, not least from the public 

themselves and their elected representatives. With some exceptions, 

clinicians w o r k  less comfortably in this organisational/managerial 

dimension. Indeed it is significant that the new medical specialty 

of community medicine, whose role it is to contribute to such broader 

issues at the interface between the health organisation and its 

environment by bringing epidemiological and social science knowledge 

to bear on the health needs of populations (rather than of individuals, 

the preserve of clinical doctors) has so far failed to attract the 

medical support and recruits it needs from the rest of the profession 

to survive and serve in that function.



— 28 —

So there is, at the heart of the health care system of this country 

as of most others, a profession of enormous power, vhose primary 

task involves a high degree of open access to the individual patient 

from the community served, yet whose orientation can make their 

response to the collective wishes of the community sluggish and 

reluctant. Of course these wishes are often ill-formed, imperfectly 

expressed - if expressed at all, since the population's personal 

contact with the health care system is generally sporadic and brief 

- and liable to ignore important technical or logistical factors. 

Moreover in this country any discontent is likely to be formed within 

the context of general satisfaction with the NHS as an overall social 

service: eleven years ago an independent survey found that two thirds 

of 1,331 adults "named the NHS as the social service most helpful to 

themselves and their families; and all social classes, age-groups 

and shades of political opinion expressed a remarkably high degree 

of satisfaction with the service" (Forsyth, 1967) and there appears 

no obvious reason in 1978 to suspect any radical change in that public 

opinion. But environment needs and pressures to alter the way in 

which health care services are organised and delivered in this country 

seem likely to express themselves in political action (both policy

making and executive) at national level for three major reasons.

First, because economic market forces hardly apply to the basic 

transaction between the community and its local health services. 

Secondly, because the local health district may be relatively unres

ponsive to local demands for the correction of any perceived local 

malfunctioning, particularly if such resistance is mounted or supported 

by the clinical orientations of the medical profession. And thirdly.
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because in a centrally directed and financed national service 

the necessary authority to make major changes - and at least 

the prospect of some countervailing power against any collective 

medical opposition - is inevitably seen as residing at national 

rather than local level. These factors constitute a significant 

corrective to any over-simpkfi@d view of a health district as an 

open system undertaking transactions with .its environment and making 

its own local adjustments in the light of feedback on changes and 

pressures in that environment.

8 .1. 3 .
Some examples Brief discussion of already-cited examples of 

changes in the organisation of health care may serve to illustrate 

the processes of adaptation at work, and also to introduce some 

recent attempts to make the operational services of the NHS more 

responsive to their local environment - recognition in itself that 

their record in this regard has been inadequate by modern standards 

of public expectation. For example the change of policy in favour 

of services for the mentally disordered, under Richard Crossman in 

1969, has been discussed in terms both of political models, by 

Klein (1973), and of an open systems perspective, by Thompson (1977). 

The policy change itself involved raising (modestly but permanently, 

it has proved) the priority of chronic, long-term services in the NHS, 

including those for the mentally ill and the mentally handicapped, 

relative to the acute, short-term services for the physically ill 

in which the great majority of doctors are principally engaged. This 

shift of emphasis was accompanied by the setting-up of the Hospital 

Advisory Service to comment on conditions in long-stay hospitals.
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What falls to be explained is the timing of the change in 1969, 

given that since the beginning of the NHS in 1948 there had been 

no effective challenge to the primacy of acute over chronic care, 

and the dominance of professional interest, despite the fact that 

almost 50% of hospital beds are occupied by the mentally disordered. 

Political models - the élite, the pluralistic and the incremental - 

proving inadequate to explain simultaneously both the fundamental 

change in values and the marginal nature of the actual measures 

(extra resources were found rather than transfer resources from the 

acute sector, the new "watchdog" was made advisory rather than 

inspectorial), Thompson turns to Vickers' (1965 op. cit.) application 

of the open system perspective to policy-making and executive elements 

in the regulation of relationships between an organisation and its 

environment.

For Vickers the appreciation of a situation depends both on reality 

judgements of facts about the state of the system in its internal and 

external relationships, and on value judgements about the significance 

of these facts. These judgements disclose a set of readinesses - an 

appreciative system - on the part of those who make them to distinguish 

some aspects of the situation rather than others, and to value these in 

this way rather than that. The urgency of need for new policies will 

not in itself secure their emergence if they are outside the appreciative 

setting - the current state of their appreciative system - of the policy

makers. The case considered here Thompson interprets as representing a 

radical and widespread change of values following the publication of 

"Sans Everything" (Barbara Robb, 1967) about the circumstances of the
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elderly in public institutions, and of the Ely Hospital report ,

(1969ol) concerning ill-treatment of mentally disordered patients.
Both reports - and there were more to follow in subsequent years - 

revealed scandalous conditions locally for which national as well 

as local remedies were sought, reinforced increasingly by pressure 

groups such as the Patients’ Association, the Association for the 

Elderly in Government Institutions, and the National Association for 

Mental Health. In this new appreciative setting, which was shared 

by the new Minister of Health, Richard Grossman, the NHS system was 

perceived as ready for internal change in response to these new inputs 

from the environment so as to re-establish its equilibrium. However, 

the value judgements favouring radical change had to be reconciled with 

reality judgements concerning the attitude of the health professions 

concerned, whose appreciative systems could be expected to change 

only slowly, one step at a time. Hence the relatively undramatic 

executive steps taken at the time to express the new policy without 

risking a breakdown of relationships with the operational providers 

of the Service. As Vickers puts it: "The major limitations on the 

policy-maker today are not physical or technological, but institutional 

and cultural".

The second example of attempted adaptation of the NHS to meet changed 

requirements in the environment is represented by selected features of 

the reorganisation of 1974 and its effect to date. The account provides 

further illustration of the time taken for appreciative systems to change, 

the inevitable recourse to central government initiative in the absence 

of sufficient local adaptability to local pressures, the importance 

attached by national policy-making to maintaining relationships with the
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medical profession in particular, and the attempt to build into 

the reorganised NHS mechanisms for greater local responsiveness to 

the environment on the part of the new Area Health Authorities and 

their constituent health districts.

The concept of an integrated health service in this country, i.e. 

one which brings together preventive medicine, public health, primary 

medical care and hospital services within a single local system of 

health administration, dates back to a proposal in the wartime 

Government White Paper (1944). But in the event this was regarded 

as over-ambitious, given the piecemeal evolution of the country’s 

health services, the independence of the medical profession and the 

autonomy of the local authorities. The NHS Act of 1946 relied on 

a historically-based tripartite structure with separate organisational 

arrangements for the family practitioners in contract with 130 local 

executive councils, for the hospitals controlled by 377 hospital manage

ment committees, and for the public health and related community services 

which remained with 175 local authorities working through health commi

ttees. That such an organisation, with separate systems of priority- 

setting, financing and planning, should ultimately fail to adequately 

integrate local health services - particularly in fields (such as 

maternity and child care, mental disorder and geriatrics) where all 

three branches might be concerned with the same patient - comes as no 

surprise. But problems of this kind began to loom large only after 

more pressing priorities, principally the re-distribution of medical 

manpower and the rationalisation of hospital services, had begun to 

yield. It was therefore some years before the Porritt report (Medical 

Services Review Committee, 1962) - substantially the work of the medical 

profession - advocated the establishment of Area Health Boards to provide
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unified administration of all local health services. Debate continued 

in the ensuing years, and eventually the Ministry of Health published 

its Green Paper (1968) with various proposals for discussion, princi

pally that of 40-50 Area Health Boards to take over the functions of 

the 690 then existing health service authorities; but incorporating 

too the proposition that a Health Commissioner ("Ombudsman") should 

be appointed to deal with complaints from members of the public about 

the services provided for them or their relatives, the existing 

internal complaints procedures of the different authorities having 

proved inadequate in themselves to ensure an impartial and rigorous 

regulation of this aspect of relations with the environment. This 

Grean Paper led finally, via further consultative documents reflecting 

the preferences of the political parties, and a White Paper,toa Grey 

Book on Management Arrangements (1972 a, op.cit.) and the NHS Act of 

1973 which set up the integrated service first proposed in 1944. This 

is some measure of the time-span needed for the adjustment of the 

appreciative systems of the various parties concerned - successive 

government^ the health professions and relevant trade unions, local 

authorities and the public at large - to at least a minimal concurrence 

on the general shape of the next stage in the evolution of the NHS.

The year 1968 also saw the publication of a monograph "Working Together", 

by King Edward’s Hospital Fund (a charitable trust), which documented 

some 30 examples of co-ordination and co-operation between GP, public 

health and hospital services. This is significant in two respects: 

first because it demonstrated that, given imagination, initiatives and 

goodwill on the part of those concerned at local level, the collaboration 

between health services could be achieved within existing legislation.
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And secondly because the examples quoted stood out for their 

unrepresentative nature, the clear implication being that if these 

conspicuous but isolated instances of integration were the best 

that the old NHS could produce then it was time to change the 

system. Unfortunately, whilst structural changes may be necessary 

to remove barriers to integration and certainly become the tangible 

focus of attention, they do not ensure - and may even jeopardise, 

because of the upheaval of people and relationships - the very 

imagination, initiative and goodwill without which no structural 

arrangements can achieve their legislators' intentions. This loss 

of commitment has been called "reorganisation sickness" and there 

are signs that only recently have many of the key senior personnel 

of the NHS begun to recover from that illness.

Whilst the details of the 1974 structural reorganisation (outlined 

in figures 1 and 2) do not concern the present stage of the discussion, 

certain features are particularly relevant to the issue of health 

organisations' responsiveness to their environment. The effort has 

been made to create institutional links between the NHS at local level 

and its community. The considerable overlap of interest between health 

and local authorities has been recognised in the requirement for the 

formal collaborative machinery of Joint Consultative Committees, 

subsequently reinforced by joint planning committees for particular 

client groups (such as the elderly and the mentally disordered) and 

lubricated by a substantial measure of joint funding provision by 

the DHSS for services of value to both authorities.
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Health authority members are appointed, not elected like local 

authority councillors - a difference which underlies much of the 

suspicion of health authority members' legitimate right to plan 

services on behalf of the community. However, a proportion of 

places on the health authorities were provided for local authority 

nominees in 1974, and subsequently increased within the context of 

introducing more "democracy" into the NHS, albeit indirectly.

Furthermore Community Health Councils were created at reorganisation, 

at health district level, in an attempt to provide a focus of 

community interest in its health services and their quality as 

perceived by the public. They have no executive powers but have the 

right to be consulted on the district's plans, to have access to health 

facilities, and to publish reports.

Finally the Health Service Commissioner was appointed and has made 

regular public reports following his officers' investigations into 

significant complaints of maladministration of health services. All 

these measures can reasonably be interpreted as an attempt to make 

the NHS more responsive locally to public pressures and community 

wishes. To the extent that this proves successful it may well be 

that the organisation/environment interface will be one of greater 

local stimulus and response.

As a rider to this account of organisation/environment relationships, 

it should be added that other large public service organisations 

suffer from problems in adapting sensitively to environmental pressures
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Local government and water authorities, for example, are equally 

prone to f o cus on the inputs to their services (e.g. through 

establishment and financial controls) rather than the outputs - 

the achievement of the goals of the task systems - which are 

understandably difficult to measure in the case of professional 

activities but not so impossible as to justify the extent of the 

neglect. Moreover public authorities have historically concentrated 

their planning energy on capital rather than service plans and, 

taking the inherited pattern of services as given, critically 

appraise their activities only at the margins where the extent of 

development is in question. And, for members and officers alike, 

the absence of economic incentives and measures of success or failure 

can contribute to the concealment (wittingly or unwittingly) of 

managerial mistakes and indecisions. In a recent editorial on the 

responsibilities of NHS management, the Hospital and Health Services 

Review summarised the position thus:

"In various ways the NHS suffers from not 
being subject to the automatic economic 
disciplines of business, and some of the 
things that go wrong are a consequence of 
the system rather than the shortcomings 
of individuals. In the absence of profit 
and loss, in the absence indeed of clear 
objectives and any agreed measures of 
achievement, with the shared responsibility 
which is natural to a bureaucratic system, 
and with an inevitable political element 
in decisions, responsibility and blame are 
far from clear".
(H & HSR, Dec. 1977)

Accountability is thus extremely difficult to achieve in public 

authorities, a factor which puts a very real limit on the extent of 

organisational responsiveness within a systems view of relationships
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between health organisations and their environment. It also has 

implications for the.nature of management itself within such an 

organisation, as will be seen in the next chapter. Meanwhile the 

concept of "environment" must itself be assessed in the context 

of the NHS.

6,2 . The environment

Any discussion of the nature of the health organisation's 

environment must be prefaced by some recognition that the notion 

of "boundary", whilst a conceptual necessity for distinguishing 

and studying the related activities which constitute an organisation, 

needs a particular interpretation in the case of a health district 

service in the NHS. As has already been indicated the major role 

of primary care (half of the country's doctors are in general rather 

than hospital practice) places the service of first resort deep 

within the community, throughout the country, so that a mental image 

of multiple tendrils seems more appropriate than that of a single 

boundary line. This feature contrasts strongly with the health care 

systems of a number of developing countries with severe medical staff 

shortages, such as Mauritius (White, 1970a)where all public medicine 

tends to be hospital medicine, given the need to concentrate scarce 

medical expertise in a limited number of sites to which the public 

come with major and minor disorders alike.

But of equal significance to a review of environmental factors 

influencing health care organisations in this country is the fact 

that approximately one in every twenty of the working population is 

an employee of the NHS r- as well of course as being a tax and rate-
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payer, voter and potential consumer of his employer’s own services.

It is therefore that the health organisation, staffed

by people who are a significant component of the environment within 

which it functions, would fail to be influenced by all the. trends 

and changes in the constituent elements of that environment - social, 

demographic, economic, political, technological. Selective examples 

may serve to illustrate how changes in this environment can impact 

on the health organisation and its management.

Demographic trends, for instance, have an obvious and direct influence 

on the organisation insofar as they represent changes in the composition 

of the population served and therefore in the pattern of services 

required. Projections made by the Office of Population Censuses and 

Surveys based on the estimated mid-1974 population are shown in 

figure 3. These were used in preparing the first comprehensive 

attempt to establish rational and systematic priorities for the 

health and personal social services in terms of growth targets (DHSS, 

1976&)as the foundation for an NHS planning system, introduced in that 

year as an integral part of the process of reorganisation. These 

figures indicated, inter alia, that by 1985 there are expected to be 

half a million more elderly people over 75 than in 1973; and that only 

in 1985 will the currently falling birth rate be back at about the 

1969 level. These assumptions have had to be reconciled with two 

otherimajor considerations. One is the decision, dating from 1969 

and discussed in the previous sub-section, to give greater priority 

to the care of the chronic sick, including the mentally ill and 

mentally handicapped. The second is the overall economic situation
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of the country, which is clearly a major environmental constraint 

on the level of health care provision when the latter is almost 

entirely dependent on central government expenditure at a level 

above 6% of GNP. The Government's White Paper on Public Expenditure 

on February 1976 (Command 6393) sets out the two underlying factors 

in the management of total public spending in these terms:

"The first has been with us for many years.
Popular expectations for improved public 
services and welfare programmes have not 
been matched by the growth in output - or 
by willingness to forego improvement in 
private living standards in favour of those 
programmes. The oil crisis intensified 
this gap between expectations and available 
resources. The second problem is that of 
cost inflation, which has become acute in 
the last few years, and has added an extra 
dimension of difficulty."

Reconciliation of these environmental realities of demography and

economics with the relative health priorities of the NHS produced 
propored

the followingyaverage rates of increase (or decrease in one case)

for major service groupings within an overall growth rate of just

over 2% for current expenditure over the years 1975/76 to 1979/80:

Services used mainly by the elderly 3.2% a year
Services for the mentally ill: 1.8% a year
Services for the mentally handicapped: 2.8% a year
Services for children and their families: 2.2% a year
Acute and general hospital services: 1.2% a year
Hospital maternity services: a cut of 1.8% a year
(DHSS 1976 op.cit.)

This represented a substantial reduction of expectations by contrast

with the overall growth rate of above 3% a year which was typical

before the economic deterioration-referred to above. Coupled with

a renewed effort to re-distribute funds within the NHS so as to

progressively remedy the large variations in standards of provision

between different regions, areas and districts (e.g. a variation in

hospital service expenditure per head of population in 1972 from

£37.19 in the highest regionzto £21,09 in the lowest) the impact
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currently includes the rationalisation and some reduction of services, 

an increase in small hospital closures, staff redeployment and reduced 

career prospects now that growth can no longer be assumed. But local 

capacity to resist unwelcome changes remains powerful.

Other socio-demographic changes which have important implications for 

the management of health care include the decline over recent years 

in the number of 18-year olds in the population (the traditional 

focus of nursing and paramedical recruitment); and the higher 

proportion of married women in the professional workforce who have 

a disinclination to work unsocial hours. These factors, coupled with 

a steadily reduced working week in line with changing expectations in 

the community at large, have necessitated greater reliance on the 

recruitment (and frequently the re-training) of older staff, often 

on a part-time basis with a consequent increase in the problem of 

co-ordinating the provision of a 24-hour, 7-day service.

However, a further trend in social expectations is illustrated in 

the search for a tougher-minded approach to health care provision in 

the NHS. The same consultative document on priorities which addressed 

the problem of planning health services in a harsh economic climate 

also related the requisite adjustments to the involvement of the staff 

concerned.

"By encouraging a more participative style 
of management and more effective mechanisms 
for consultation at local and national 
levels, industrial relations can be improved, 
within existing resources, so as to help in 
carrying out these tasks. A number of 
initiatives on these lines are already in 
train. Staff at all levels can make a major 
contribution to improving the running of the 
services. Moreover staff should be involved 
at all levels in the search for economies and
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for better ways of using resources, so 
that the maximum possible improvements 
can be made in services to patients, 
within the limited growth that is 
available"
(DHSS, 1976a op.cit.)

This exemplifies a growing trend, amongst organisations in the 

Western world, in the direction of greater involvement in the 

making of managerial decisions on the part of the employees who 

will be affected by them. Whilst DHSS-funded experiments carrying 

a specific Participative Management label, referred to in the above 

quotation, have not all taken firm root in the NHS, where this 

development has sometimes been seen as a threat to managerial or 

professional prerogatives, there is certainly a more consultative, 

less autocratic, climate in the management of the NHS than was 

prevalent when the writer joined the service twenty years ago. It 

is possible that management training courses for NHS officers may 

have contributed to this. Some 10,000 places a year have been taken 

since the late 1960s on 3 to 6-week management courses provided 

through collaboration between NHS authorities and the education 

sector, as part of a management development programme described 

in Chapter S’. Behavioural science based teaching has formed a major 

component of those courses and, insofar as the theories of leadership 

and decision-making associated with the names of McGregor, Herzberg, 

Blake and Mouton, Tannenbaum, and Schein have been presented or seen 

as being specially relevant to the NHS, such teaching may have both 

reflected trends in the management of other organisations in society 

(in this country and abroad, particularly the U.S.A.) and have 

accelerated their spread within the NHS itself.
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Government initiatives have already been seen, in the previous 

sub-section, as an important mechanism by which the NHS is made 

responsive, albeit slowly, to changes in the public's expectations 

of its services. To the extent that this involves statutory changes 

(e.g. the Mental Health Act of 1959, the Chronic Sick and Disabled 

Persons Act of 1968, the NHS Reorganisation Act of 1973), legisla

tion may be seen as a fundamental expression of the nature of the 

environment in its impact on the NHS. The examples quoted are 

specific to the organisation of health care. But other, more 

-general, legislation bears on health authorities in their capacity 

as major employers, for example, the Contracts of Employment Act, 

(1972), the Trade Union and Labour Relations Act (1974 and 1976), 

the Health and Safety at Work Act (1974), the Employment Protection 

Act (1975), and the Sex Discrimination Act (1975). Legislation 

aimed at regulating employer-employee relationships has been parti

cularly abundant in the 1970s, and has brought into being a major 

employment and industrial relations specialism, within the personnel 

function of the NHS, which has concentrated on initiating and 

negotiating standard procedures for the handling of grievances, 

disciplinary action, appeals and staff consultative machinery.

This has been taking place during a period of considerable abrasiveness 

in industrial relations both outside and inside the NHS, of a dramatic 

increase in the unionisation of ancillary health workers (whose strike 

in the Spring of 1973 represented a watershed in militancy), and of 

confrontation strategies on the part of traditional health professions 

involving the withdrawal of labour to an extent which would have been 

inconceivable in the 1960s. Three points in this industrial relations
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situation are particularly instructive for our review of 

environmental characteristics. First, the time has gone when 

the regulation of employer-employee relationships in the NHS was 

primarily a matter for the national Whitley Council machinery. 

Incentive bonus schemes for ancillary staff, overtime payments for 

nurses and doctors, demarcation disputes encouraged by too precisely 

defined job descriptions, the personnel procedures required by the 

employment legislation already referred to - all these have led 

to a localisation of NHS industrial relations bargaining which 

invol\es managers having to negotiate on an ever-wider range of 

questions.

Secondly, many of the issues in dispute (e.g. the national controversy 

over the use of private beds in NHS hospitals, or various local bans 

attempted by nursing staff on the admission to psychiatric hospitals 

of potentially violent patients under court orders) have been about 

"say rather than pay". Typically they have involved a challenge by 

nursing staff to the traditional dominance of the medical profession 

in decisions which are increasingly seen as inter-disciplinary, or 

challenges by ancillary or paramedical staff to the influence of 

doctors and nurses alike. And these claims to be heard in the 

management of the NHS secured the Secretary-of-State’s announcement 

in July 1975 that the membership of each Regional and Area Health 

Authority would be extended to include, in addition to the two doctors 

and one nurse or midwife already serving, two other members drawn from 

NHS staff groups.
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The third factor embodied in recent industrial relations history

is that the various occupational groups within the NHS have points

of reference and sources of direction outside the health district

in which they work - the professional association (the British

Medical Association, the Royal College of Nursing etc), the trade

union (the Confederation of Health Service Employees, the Association

of Scientific, Technical and Managerial Staff etc) or the comparison

group (Local Authority manual workers, pay and conditions in local

companies etc.) These introduce, from the wider environment of

society, different and often opposing priorities and value systems,

sometimes coloured by political ideologies, into the local health

organisation via its staff; and tend to increase the challenge and

difficulty of integrating already highly differentiated functions,

as will be discussed in the next section. This is a good illustration

of the recruitment of staff to an organisation involving also the

import of their "sentient systems" (in Miller and Rice's terms,1967, op.cit.)

As an extension of this point, it may be added that in its essence 

this membership of a wider grouping is not new, being implicit for 

members of any profession: indeed for the medical profession, which 

is the most mobile and international in scope, the employment system 

is potentially world-wide. Hardie (1969, op.cit.), deploring the 

emigration to the wealthier English-speaking countries of doctors 

that we can ill afford to lose, replaced in part by the immigration 

into Britain of doctors from developing countries that those countries 

can still less afford to lose, was depressed to learn of the official 

estimate by the U.S. Department of Health, Education and Welfare that 

there would be by 1975 a shortage of about 40,000 physicians in the 

U.S.A.
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"This bodes ill for Britain and the rest 
of the world, particularly as the U.S.A. 
already has some 1600 doctors per million 
persons, as compared with 1200 in Britain, 
170 in India and 25 in Nigeria."

Finally in this review of environmental characteristics the impact 

of technology must be considered. Examples of major advances in 

the application of medical and pharmaceutical sciences to clinical 

practice have already been quoted for their effect in raising public 

and professional expectations. The supporting diagnostic services too 

have been much affected by technological advances, for example EMI body 

scanning and automatic film processing in the X-ray department, and the 

auto-analyser for specimen samples with computer calculations of 

deviations from pre-set standards in the biochemistry laboratory. 

Computers in their batch-processing mode have made a major impact on 

the work of various supporting services such as payroll, stores

accounts and hospital activity analysis; whilst in their on-line mode

they have been the subject, of experimental linkage between the cumulative 

patient's record and the consulting room, ward, operating theatre, 

laboratory and intensive care unit. The last-named indeed depends for 

its rationale on the automatic monitoring of vital functions and has

tended to attract and produce a particular kind of nurse capable of

working, in partnership with technical equipment, in a situation where 

a calm atmosphere has to prevail despite the constant expectation of 

crisis.

The organisational implications of such technological advances are 

considerable. New occupational groups have been created which have
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to be accommodated within the organisation, because a kidney 

machine needs its renal dialysis technicians, a heart machine 

needs its cardiological technicians and a radiotherapy centre 

needs its physics technicians. Many non-medical biochemists, 

physicists and clinical psychologists have been appointed in 

recent years and their integration within traditional areas of 

responsibility is not easily accomplished. Indeed most of the 

health professions have sought to conserve a high utilisation of 

their increasingly specialised expertise, acquired by following 

ever more crowded syllabwMf,^ delegating routine work to super

vised assistants and aides with more limited training who may 

nevertheless have career expectations which are not easy to provide 

yet, if unmet, can lead to frustration and alienation.

Another frequent consequence of progress in engineering technology, 

not necessarily confined to the biomedical field, is to increase the 

productive capacity of services which may suggest economies of scale. 

Where supporting functions do not require to be located within a 

health care institution, logistical considerations have led to area 

or regionally based services sited in an "industrial zone": for 

example the bulk preparation of pharmaceutical supplies, the central 

sterilisation of dressings and instruments, the bulk handling of 

supplies and stores, the processing of laundry, even the preparation 

of food by dehydration or blast freezing. The NHS staff who work 

in such zones tend to lose their physical and emotional links with 

any particular hospital or health facility, are more likely to make 

comparison of pay and conditions with industrial workers on adjacent 

sites, and acquire the power to jeopardise the functioning of several
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health districts by their control over critical supply and service 

functions (Jerrome,1972). The ramifications of technology's impact 

on the NHS are therefore considerable.

The writer had an opportunity some years ago to study in a research 

project the impact on a single hospital's organisational life of 

one particular innovation from the environment (White, 1965). This 

was the development of disposable (single-use, throwaway) hospital 

products, made possible chiefly by advances in plastics and paper 

engineering and in the packaging and sterilisation of clinical items 

by gamma irradiation. The effect of this new technology was to 

make available a range of well over 100 different products, including 

syringes and needles, dressings, surgical gloves, bowls, trays, 

bedpans, patients clothing, staff uniforms, crocking and cutlery 

in a form that obviated the need for recovering and cleaning or 

sterilising the metal, glass, ceramic dr fabric items which were 

potentially displaced. A deliberate maximum reliance was placed on 

these disposables throughout an 85-bed general acute hospital and the 

impact was studied. Repercussions were found in the storage and 

distribution system (because more space was needed in central stores 

coupled with more frequent distributions); in methods of waste 

collection and disposal (because high incineration temperatures 

are needed to destroy plastics and metal, whilst polyvinylchioride 

gives off noxious fumes on combustion); in nursing techniques (because 

the packaging of sterile dressings etc. require modification to nursing 

procedures - and consequently in the methods taught in the nurse 

training school); in a reduced rate of cross-infection (because the 

traditional methods of ward sterilisation by boiling water could not 

destroy all pathogenic organisms); in the saving of nursing and domestic 

staff time (by the elimination of re-processing, but on a scale of
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just a few seconds per usage, so that only a large-scale investment 

in disposables would produce a sufficiently tangible time saving to 

justify a reduction of staff); and in the pattern of financial 

expenditure, with more being spent on supplies and less on staff.

This study represented a useful practical demonstration of the 

systems perspective on organisational functioning which asserts that 

changes in one system are likely to require changes in other related 

systems. In this example a change in the system of supply import

ations, from an environment in which technological factors had
effects

opened up new possibilities, had knock-on/in operating, maintenance 

and regulation systems throughout the import-conversion-export 

sequence of materials, in a way which was judged to be beneficial 

to the complementary sequence for patients (through the reduced 

infection risk) and indeed for staff (through the elimination of 

unpleasant and dirty tasks, and the morale-boosting effect of working 

in a "progressive" hospital).

Examples have now been quoted of social, demographic, economic, 

political and technological factors which represent a rapidly and 

radically changing environment surrounding and impacting on the 

organisation of health care, nationally and locally. The consequences 

of belonging to that changing environment as well as to the organisation 

have been illustrated, particularly in the characteristics of NHS 

professionalism and industrial relations. But before too readily 

agreeing simply that for the NHS the stable state is change and 

predicating consequent internal upheaval and uncertainty within the 

organisation, it is well to emphasise two things.
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One is that in its transactions with the environment the health 

organisation undertakes a vast number of basic activities which 

have remained remarkably stable over the years, largely unaffected 

by the changes we have discussed, for example the sequence of doctor- 

patient consultation, diagnosis and prescription, and the legal 

obligations of care and confidence which surround it, or the routines 

inevitably involved in acquiring and paying for goods. The second is 

that people have a remarkable capacity for accommodating change, 

forming fresh patterns of custom and certainty out of the novel 

situations. So, whilst recognising that the environment of health 

care provision is changeful, and sometimes turbulent, care should 

be taken to avoid exaggerating either the prevalance of change or 

its damaging consequences.

Finally we should emphasise that what in fact constitutes "the 

environment" differs according to the focus of study. We have 

chosen to define the organisation as the health care district and 

have thus been able to study its interaction with the environment . 

interpreted as the local community served by the district's health 

services and the social, economic, technological, legal and political 

forces impacting on the health district. Included in those forces 

have been the higher organisational levels of the NHS itself, prin

cipally the DHSS', which might well have formed part of "the organi

sation" itself if defined even more broadly. However, by contrast, 

had we selected as our focus the department, hospital, or other 

major functional segment within the organisation, or the work team 

or group of staff within the department, or even the individual 

within his work group - each of these possible units of analysis 

constituting a distinct open system carrying out transactions with
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its particular environment - then at each level the larger sur

rounding system arguably forms part of "the environment" from 

which that unit's inputs are acquired and to which its outputs 

are exported. This perspective is not easy to portray diagram- 

matically, but Payne and Pugh's (1971) attempt to do so is shown 

in figure 4, which models the interdependence between the various 

systems within organisations: the dotted arrows down the left-

hand side are intended to show that the larger system forms part 

of the environment of the smaller system at each focus of study, 

whilst the dotted arrows up the right-hand side of the diagram 

indicate the influence that the lower-level systems can have on 

the higher-level systems.

This "Russian dolls" concept provides a convenient frame of 

reference for the next chapter, which examines the management 

of relationships between systems within the health care organisa

tion; and also complements the levels in Hamblin's (1974) model 

of training evaluation which is discussed in Chapter 5.
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Chapter 2

A VIEW OF THE OROAA'ISATION'S SYSTEMS AND THEIR MANAGEÎŒNT

"An institution is like a tune: it is 

not constituted by individual sounds 

but by the relations between them"

Peter Drucker

Summary

Having examined the relationship of the health care organisation 

to its environment, and considered the nature of that environment 

itself, the focus of attention turns to the internal functioning 

of the health organisation in the light of theoretical perspec

tives presented at the beginning of Chapter 1. The NHS is seen 

as a highly differentiated organisation, both nationally and 

locally, and the means of securing necessary integration of 

system activity at present appear to be barely adequate.

Within this overall framework of organisational concepts presented 

and illustrated in relation to health care organisations, the task 

of management in the NHS is discussed from a contingent perspective 

and with particular reference to the significance of "role" within 

the system. The chapter closes with some consideration of the 

particular role-related features commonly found in middle manage

ment, on which the research chiefly concentrates.
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A. The Relationship between Systems within the Organisation

The key proposition from organisation theory concerning system inter

relationships, identified early in Chapter 1, is that a high degree 

of differentiation needs to be matched by a high degree of integra

tion if the organisation is to be effective. This proposition will
the manage-ment of 

be examined in relation toy health care organisations in general and

the NHS in particular, the means of integration, and the presence 

of open and closed system features in the reorganised NHS.

A.I.
The extent of differentiation

Lawrence and Lorsch (1967, op.cit.) distinguish three dimensions of 

differentiation on all of which the NHS scores high. Spatially, the 

health organisation's facilities in this country are highly differen

tiated insofar as the NHS is national and comprehensive in scope, 

offering services to the entire population wherever scattered, whilst 

locally a health district might well serve its catchment population 

of 250,000 through 20 or 30 hospitals of various sizes and functions, 

50 or 60 GP surgeries or health centres, and numerous ambulance sta

tions, clinics, stores and offices. Communication, co-ordination 

and consultation are inevitably a source of difficulty given this 

degree of spatial differentiation. Vertically, the NHS is highly 

differentiated insofar as between thq Secretary-of-State and the 

individual health worker lie the DHSS, the Regional Health Authority, 

the Area Health Authority, the health district, the sector and the 

unit, an articulation which carries with it the implication that for 

many purposes this is a descending order of authority. One of the 

principles of the reorganised NHS is in fact that there should be 

maximum decentralisation and delegation downwards, matched with
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accountability upwards, an aspiration which has to be reconciled 

with the fact that almost all the funds for the NHS - and the 

broad priority-setting related to their distribution - come from 

central government. However, there is currently a widespread view 

that the NHS is administratively cumbersome and that there is a 

tier too many in the region/area/district sequence: this is one

of the issues currently being examined by a Royal Commission on 

the National Health Service.

Finally, the health district organisation in the NHS is highly 

differentiated horizontally. It is characterised by a very wide 

variety of distinct professional and occupational specialties, 

departments and services, each with its own technology, training, 

values and outlook. Indeed health carey be unique in the extent 

to which the workforce consists of professionals (60% of NHS 

staff are doctors and dentists, nurses and midwives, or other 

paramedical and technical personnel) covering more than 50 dif

ferent professions. Although there is a natural interdependence 

in the care of the patient between medical, nursing, diagnostic, 

pharmaceutical, rehabilitation, institutional support and adminis

trative services, the leaders of such specialist activities tend 

to pursue local and departmental rather than national and organi

sation objectives, increasing the prospects of conflict. Organi

sations such as the NHS, which are inevitably complex because their 

primary tasks directly or indirectly require a variety of specialised 

services, tend to provide a hot-house for the growth of departmental 

separatism through the dynamics of professional aspirations, rivalries 

and competition for resources. Moreover, the occupational divisions 

witbm the workforce as a whole are in some cases deepened by industrial
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relations disputes, as was illustrated in the first chapter.

That chapter's discussion of the human resource in organisations 

also suggested that the less than full commitment of organisation 

members to an unitary view of its goal is neither unusual nor 

necessarily harmful. As Sofer writes.

"The organisation is not a total institution.
The organisation member is under its direct 
influence for only part of the day.... He 
has reference groups and membership groups 
other than those involved in the job. Indeed 
part of the contribution of the executive or 
technical specialist may stem from his external 
affiliations and identifications, since these 
help to give him independence of mind and judgement." 
(Sofer, 1972)

whilst Handy (1976) groups hospital consultants with architects 

in city government and computer people in the business world as 

specialists in organisations who "often feel little allegiance 

to the organisation but regard it rather as a place to do their 

thing with some accruing benefit to the main employer." This 

horizontal form of differentiation in the NHS, then, is not unique; 

but the variety and power of the health professions makes its 

impact on health organisations in a peculiarly acute form.

One symptom of this centrifugal tendency is the appearance over 

the past fifteen years of a series of reports concerning the role, 

organisation and training of each major health profession - the 

'Godber* report (hospital medical staff), the 'Salmon* and 'Mayston' 

reports (hospital and community nursing staff respectively), the 

'Lycett Green' report (administrators), the 'Noel Hall' report 

(pharmacists), the 'Zuckerman' report (scientific staff), the
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'Woodbine Parish' report (works staff) and so on. With the excep

tion of the first-named (since medical work is organised on a 

collegiate rather than hierarchical principle) the pattern of their 

recommendations is remarkably similar; larger entities for organis

ing the professional service, improved career structures, clearer 

lines of authority, job descriptions, a bigger say in management 

decisions, the. need for management training and in several cases 

the need for a National Staff Development Committee. But none of 

them makes more than passing reference to the existence of, or 

their dependence on, the other professions; and it was not until 

the 'Grey Book* (DHSS, 1972a op.cit.) that the management of health 

care services was looked at from the viewpoint of multiprofessional 

reality. Significantly that study led to the adoption of two major 

innovations, the management team and the health care planning team, 

which are intentionally multiprofessional in composition and organi

sation-wide in scope.

Cooper (1971) has used one of the frameworks explored by Lawrence 

and Lorsch (1967, op.cit.) to analyse the underlying nature of 

departmental differentiation in hospitals. Differences in goal 

orientation, attitude towards interpersonal relations, time orienta

tion, degree of structural formality and degree of uncertainty in 

their task environment were examined in relation to hospital depart

ments and produced, provisionally, four broad groupings:

"Group A . Characteristics of medium uncertainty, 
patient orientation, informal structure, 
relationship orientation, medium/fairly long 
time orientation - occupational therapy, 
physiotherapy, dietetics, speech therapy, 
chiropody and social work.
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Group B. Characteristics of high uncertainty, 
patient orientation, formal structure, task 
orientation, medium/fairly long time orienta
tion - medicine and nursing.

Group C. Characteristics of high certainty, 
techno-economic orientation, formal structure, 
task orientation, short time orientation - 
portering, gardening, laundry, domestic, 
catering, telephones, sewing room, staff 
residences, medical records, central sterile 
supp ly.

Group D. Characteristics of fairly high 
certainty, scientific orientation, formal 
structure, tendency to task orientation, 
short time duration - pharmacy, pathological 
laboratories. X-ray, cardiology, medical 
illustration, dental laboratory."

Cooper used this classification to suggest a form of hospital manage

ment which would simplify the co-ordination of activities by creating 

divisions of therapeutic services, utility services, and scientific 

services complementary to operating divisions for medicine and nurs

ing, with the administrator, as integrator, a member of all divisions. 

Bowey (1971) in responding to Cooper's suggestions criticised Lawrence

and Lorsch's over-emphasis on structure, at the expense of the human 
which

actions/underpin the structures, but found it "exciting and encourag

ing to see practising administrators interpreting and using the work 

of organisation theorists."

A. 2.
The means of integration

Lawrence and Lorsch inevitably attach great importance to the role 

of integrator. Where a high degree of differentiation is charac

teristic of an organisation, it becomes essential to postulate a 

role for an individual or individuals primarily concerned with 

relationships and co-ordination between departments. Such an 

individual is not committed to the orientation of any one department
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but needs to be able to appreciate, and be accepted by, them all.

It is his task to integrate the activities of the different depart

ments towards the overall goals of the organisation, to bring them 

together when necessary and help them resolve any conflicts. Such 

a role specification most nearly fits the prescribed, if not always 

the extant, role of the NHS administrator, save that in his capacity 

as direct manager of some institutional and support services he may 

be party to a conflict needing resolution, and thus not in an equi

distant position between competing interests as Lawrence and Lorsch 

advocate for the integrating role. Also, to focus attention on the 

special contribution of the administrator to integration is not to 

diminish the shared responsibility of all managers to collaborate 

in the co-ordination of their activities; but all managers other 

than the administrator belong to the profession or occupational 

group (nursing, pharmacy, catering, etc.) in which they function, 

and manage their boundary relationships essentially from the 

inside rather than from a neutral position.

The integrating function is also performed, potentially, by the manage

ment team or employing authority itself, which might undertake such a 

role of its own in the way it chooses to involve specialist departments 

and services in the planning and resource allocation process. And, 

as already mentioned, the NHS reorganisation brought into being the 

organisational mechanisms of multi-professional management and plan

ning teams, which serve an internal integrating function analogous 

in concept to the role which the Joint Consultative Committee and 

Community Health Council can play in managing the external interface 

between the organisation and its environment.
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The significance of such cross-functional, lateral, "enabling" 

roles and mechanisms lies not simply in their contribution to co

ordination of effort and resolution of conflict, but in their 

sensing capacity to pick up indicators of need and pressure within and 

outwith the organisation, which none of the specialist departments 

is looking for. A particular feature of departmentalism is 

its failure to recognise key areas where the evolving needs of the 

community - or indeed of the social cohesion of the health or organi

sation itself - call for concerted inter-departmental action. In 

evidence of this Child (1977, op. cit.) quotes the several cases in 

recent years of children's deaths which might have been avoided 

had there been closer working relationships between specialist 

groups into whose collective purview the cases fell. The Seebohm 

Report (1968) on the development of the social services in England 

and Wales specifically called for the improved integration of 

specialist contributions through a move away from existing divi

sions between health, children, welfare, psychiatric and other 

fields in favour of a generic approach.

The acceptance and extensive implementation of this recommendation 

is a good example from the social services of efforts towards improved 

integration at two levels - the operational services and their manage

ment. In the health field too, where so many different professions 

are involved in patient care, their essential integration at the 

clinical level needs to be reflected organisationally. Although 

the "Grey Book" (DHSS, 1972a, op.cit.) does not prescribe organi

sational patterns for management within the health district (i.e. 

below DMT level), in some places multiprofessional, integrating 

teams have emerged at sector, divisional and unit levels. For
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example, within the mental illness sector of the Exeter Health 

District, being studied by the writer in the context of another 

research project, the same professions - medicine, nursing, clinical 

psychology and rehabilitation - which are represented at clinical 

case conferences to plan the care of an individual patient are 

organisationally related, with the addition of administration, in 

multiprofessional teams to plan and monitor services for each of 

the geographical areas of the county for which one segment of the 

psychiatric hospital is responsible. Each of those same professions 

is represented, with the addition of the finance department, on the 

management team for the sector as a whole.

These clinical and organisational dispositions mirror the composition 

of the DMT, illustrated at figure 2, which we have already described 

as a significant integrating mechanism introduced on the occasion of 

NHS reorganisation in 1974. Perhaps its particular contribution has 

been to address the key issue of how to relate the clinical medicine 

services (which are provided within the responsibility of hospital 

consultants and independent GP principals of equal status and un

fettered clinical autonomy) to the hierarchially organised services 

of nursing," administration and finance, and the new non-clinical 

specialty of community medicine. Studies of the relationship between 

professionalisation and bureaucracy by Hall (1973), Blau and Meyer 

(1971) and Etzioni (1964) suggest that professionals bring into the 

organisation a set of externally derived values and standards for 

the regulation of their own behaviour, on which the existence of 

internally derived rules of the organisation for the regulation of 

its members' behaviour is likely to be seen as a constraint, particu

larly if they are expressed formally and applied rigidly. The greater
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the degree of formalisation the greater the likelihood of alienat

ing the professionals, who will see therein a threat to their autonomy,

Etzioni puts the issue in these terms;

"Creativity is basically individual and can only 
to a very limited degree be ordered and co
ordinated by the superior in rank.... Only if 
immune from ordinary social pressures and free 
to innovate, to experiment, to take risks with
out the usual social repercussions of failure,, 
can a professional carry out his work effectively.
It is this highly individualised principle which
is diametrically opposed to the very essence of 
the organisational principle of control and co
ordination by superiors - i.e. the principle of 
administrative authority." (1964, op.cit.)

That this is highly relevant to the management of the NHS is illus

trated by the 'Hunter* report on medical administrators (DHSS, l972b) 

which commented:

"Some doctors have reservations about the whole 
idea of 'management' of the health services, 
particularly at the local level; these reser
vations frequently arise from a concern lest 
management will interfere with clinical autonomy, 
We believe these views are mistaken and arise 
from confusion about the connexions and differ
ences between patient care on the one hand and 
the organisation of services on the other".

In this light the DMT, combining two part-time clinician members 

(appointed by virtue of their election by their colleagues as 

chairman and vice-chairman of the District Medical Committee, at 

the apex of the medical representative system) with the full-time 

hierarchy heads, and required to work by consensus décision, is 

not just an integrating mechanism but also a forum in which the 

principal representatives of the main sub-systems are all present 

and have to work out their mutual adjustments (personal as well as 

professional) without recourse to structural authority. Hunter
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(l970a) used t±e term "arena" to suggest an organising principle, 

now largely embodied in the DMT, for complex professional organisa

tions which

"....are not single entities but, on the 
contrary, highly intricate plural societies. 
In effect they are coalitions of diverse 
interests which cannot be 'managed* in 
traditional terms but can, at best, be 
maintained in some kind of equilibrium" 
(1970b)

In this he acknowledged the view of Strauss et al. (1969) of a 

"negotiated order" between the various interests, interdependent 

yet pursuing goals that never totally overlap, which constitute 

the social organisation of the hospital.

A . 3.
Open and closed system features in the NHS

An increase in formalisation, referred to above as likely to be seen 

as a threat to professional autonomy, represents one feature of the 

*Grey Book* (DHSS, l972a, op.cit.) which defines the management arrange

ments for the reorganised NHS. These arrangements have been influenced 

by the "Glacier" approach to organisation analysis represented by 

Professor Eliot Jaques and his colleagues at Brunei University (Brown 

and Jaques, 1965; Rowbottom, 1973), who, with management consultants 

from McKinsey and Co. Inc., were advisers to the re-organisation 

management study group. This approach argues for a particularly 

clear and exhaustive definition of roles and executive chains of 

command unimpeded by systems of representation and participation, 

which should be organised separately.

Indeed there were already in the NHS, before reorganisation, many 

features of formal definition typical of a bureaucracy, such as 

detailed job descriptions for roles and levels of management within
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hierarchies of authority; a high degree of division of labour; 

and systems of rules and procedures for planning, administrative 

and financial control, promulgated through DHSS circulars and 

guidelines which reflected the high degree of central direction 

and financing of the NHS - some directive, some hortatory, some 

regulatory in the sense of being aimed at standardised, uniform, 

equitable treatment of similar situations throughout a national 

service. All these features are consistent with mechanistic, 

closed-system models of management seenby Burns and Stalker 

(1961 op.cit.) as appropriate primarily to stable, predictable 

situations•

The Grey Book, whilst introducing major innovations aimed at better 

integration, already discussed above, was also of unprecedented scope 

and detailed ambience in its specification of organisational structures 

and role responsibilities covering all the major health professions.

An early report on the document by Draper and Smart, from a medical 

school vantage point, reached the conclusion that

essentially the organisation will be 
bureaucratic in character.... it will become 
increasingly rigid and inflexible, less able 
to adapt to changing circumstances.... In 
addition, such a system can be expected to 
reduce the amount of enthusiasm, creativity, 
initiative and innovation, while at the same 
time exchanging a dependence on personal 
responsibility for an emphasis on conformity 
to rules and regulations." (Draper and Smart,
1972)

This change brought a reply from Prof. Jaques, writing as a major 

contributor to the theory behind the Grey Book:

"Leave things more open or organic, have more 
autonomous work groups, runs their theme....
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The Grey Book argues the opposite case.... 
Without rapid development of clarity and 
precision in organisations everywhere we 
shall continue down the path to social and 
economic chaos." (Jaques, 1973)

At this level of debate it is unlikely that the existence of open 

and closed system features in the NHS could be examined in other 

than pejorative terms, or the black-and-white assumptions of "bad

ness" and "goodness" which underlie Bennis’s treatment of bureaucracy. 

Robert Maxwell, a senior associate of McKinsey and Co. Inc. - the 

other major source of consultancy for the Grey Book thinking - 

offered a more balanced view;

"Good management in the health service means 
using all the resources of the service as 
effectively as possible in the care of people. 
Rigid hierarchies and controls are not the 
answer, but neither, assuredly, is slovenli
ness. We cannot escape the need to organise 
ourselves in a health service, to co-ordinate 
our work and to communicate what we are trying 
to do.... it requires that services be organised 
flexibly to draw the best from people working 
in them" (Maxwell, 1973)

It would indeed be surprising, given the exceptionally wide range of 

work performed in a health organisation, if we did not find both open 

and closed system characteristics, in varying proportions, throughout 

its institutions and services. Fundamentally, any system must have 

two mechanisms which are often in conflict;

"The forces for maintenance are conservative 
and attempt to prevent the system from chang
ing so rapidly that the various subsystems 
and total system become out of balance.... 
adaptive mechanisms are necessary in order to 
provide a dynamic equilibrium, one which is 
changing over time" (Kast and Rosenzweig, 1974)
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Applying this "two forces" view to the NHS as a whole, it is possible 

to discern on the one hand the inevitability and justification of its 

bureaucratic features; that the Secretary-of-State carries total res

ponsibility for all the activities of NHS authorities, which are his 

agents; that care is provided through the expenditure of public money, 

centrally provided, which has to be used fruitfully and accounted for; 

that even so the government's reasonable policy requirements - e.g. 

on more economical purchasing through joint contracting, on the reduc

tion of out-patient waiting time through better appointments systems, 

on raising standards for the mentally ill and handicapped through 

co-ordinated multiprofessional effort - have over the years been 

steadily frustrated by poor management locally, to the point where 

central direction needs enforcing rather than weakening. On the 

other hand one can see the strength of the countervailing forces 

against the undesirable consequences of bureaucracy, which Stanyer 

(1974) summarises. Working against the rigidity and resistance of 

change, the inhibition of personal motivation in the independent 

exercise of responsibility, and the tendency to "play it safe" in 

observing the letter rather than the spirit of directives - the pre

eminent dangers of bureaucratic organisation feared by Draper and Smart 

Stanyer sees hope in the continuing inviolability of professional 

autonomy, with its constant spurring towards change; in the better- 

trained younger administrators whose ability and energy applied to 

local problems may be sufficient to make tight central controls unneces

sary; and the resistance to bureaucracy to be expected from health 

authority members, from the expectation of greater participation in 

decision-making by all NHS staff groups, and from the trend towards 

community involvement in the affairs of the health district.
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Reinforcement of this "interplay of forces" view comes from Hallas;

"We must give two cheers out of three for 
bureaucracy. There is no point in seeing 
health care as being essentially a con
tinuous process of innovation and change.
Routine and bureaucratic working have a 
vital and useful role within health care, 
both at the strategic level and the day- 
to-day running of the service." (Hallas,
1973)

This simply reflected in terms of the NHS the general proposition 

that "every organisation of any size is bureaucratised to some degree, 

or, to put it differently, exhibits more or less stable patterns of 

behaviour based upon a structure of roles and specialised tasks" 

(Perrow, 1970). In fact Rosemary Stewart posed the basic question 

fifteen years ago:

"Bureaucracy is bound to develop in an established 
and continuing organisation which seeks to be 
efficient. Some degree of bureaucracy is essen
tial for effective management: the problem is,
how much?" (Stewart, 1963)

A tentative answer to that question, in the light of both the theo

retical considerations we have examined and their application in the 

reorganised NHS, could be that enough bureaucracy is needed to maintain 

the operational and support systems of the organisation in continuous, 

efficient and equitable activity; but not so much as to inhibit the 

motivation, initiative and experimentation of its human resources in 

adapting flexibly to changes within and without.

However, the working out of these forces and requirements within 

any specific health organisation, in all its technical and human 

complexity, results in diverse combinations of openness and closure, 

mechanism and organism, within systems, within roles, even within 

role-holders. At the heart of the matter is the fact that many
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characteristics of health care and its management are unstable 

and unpredictable, precisely because the essential activities 

of the primary task system deal with unexpected situations in 

circumstances of stress and crisis: Revans (1964) describes the

hospital, for example, as an institution "cradled in anxiety". A 

natural response to this is to define procedures and routines to 

reduce as far as possible - without ever being able to eliminate - 

the uncertainties and improvisations implicit in the unpredicta

bilities of the patient care and supporting services. But, as 

Cooper’s (1971, op.cit.) preliminary analysis has shown, con

siderable differences of task certainty, formality, time orien

tation, task/relationship orientation, and goal priority are 

noticeable in the various specialised departments of a hospital, 

which goes far to explaining the different mixes of mechanistic 

and organic, closed and open, features in health care management.

A. 4.
Other perspectives on system interaction

Further evidence of this diversity of roles in the NHS is offered 

by figure 5, which diagramatically represents an analysis by Williams 

(1974) of the health care organisation into three primary systems 

(clinical, human resource, clinical support/material resource) im

pacted upon by a series of interdependent management influences.

This classification of maintenance, adaptive and integrating manage

ment was suggested by the defining characteristics of social organi

sations identified by Katz and Kahn (1966, op.cit.) and was used by 

Williams in the study of detailed role analyses developed in extensive 

interviews with senior and top managers in the reorganised NHS. Against 

this backgrounds
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"Some (extant) roles emerge as having 
primarily ’maintenance management’ con
tent whereas it might be reasonable to 
hypothesise a more influential ’adaptive’ 
management component in the requisite 
role; others appear to focus exclusively 
on the human resource activities of the 
organisation whereas at least an indirect 
impact upon clinical activity might have 
been expected; others appear to be 
"washerwomen" roles, i.e. they seem to 
exist primarily to take in the adminis
trative washing created by other washer
women roles; some roles virtually 
disappear."

Given this diverse mix of influences from the purposes which manage

ment roles are seen to serve - maintenance, adaptation, integration - 

it is likely that open and closed, organic and mechanistic, features 

will be seen in different proportions, certainly in the same system, 

often in the same role. On this point Williams goes on to say that, 

whilst the organisation’s structure can influence managers towards 

bureaucratic behaviour through closely-defined job descriptions, 

standard procedures and proper channels of communication, the essen

tial difference between a mechanistic style of management and a 

more relaxed, informal, organic approach often lies in the mind of 

the manager himself. Will he see the boundaries of his job as flexible, 

to be explored, or as rigid departmental frontiers to be defended?

Will he perceive his role as "administrative" or "managerial"? (here 

we use Keeling’s (1972) distinction between administration as "the 

review, in an area of public life, of law, its enforcement and 

revision" - a system maintenance function - and management as "the 

search for the best use of resources in the pursuit of objectives 

subject to change" - a function which extends beyond maintenance to 

the development and adaptation of the system.) Finally will he feel 

inhibited by anticipated contraints to his autonomy, rather than 

actually put the constraint to the test to check whether it is really 

there?
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In the light of this considerable, and largely requisite, diversity, 

perhaps the closest we can come to a generalisation may be that a 

health organisation is necessarily open and, however reluctantly 

at times, adaptive in its primary activities; but that the stabi

lity needed for coping with the "predictable unpredictabilities" 

of its operational services, for the maintenance of its support 

services, and for the continuity of the organisation as a whole, 

requires this to be reconciled with major closed-system features.

Finally, in this review of the interaction between systems within 

the health organisation, a perspective on the individual general 

hospital as a multi-purpose, problem-solving organisation is 

offered by the work of Georgopoulos and others in the U.S.A. (1967, 

1970, 1972). Although the NHS health district is a very much more 

comprehensive and complex provider of health services than any one 

hospital, it may be that the latter is of the size for the essential 

interactions to be more readily studied and measured. Using an open- 

system approach to the task, Georgopoulos describes the general hos

pital not just as a meeting place where people with health problems 

and health professionals with relevant skills go, but also as. an 

organisation for teaching and research, a provider of employment 

for a segment of the community, a complex of buildings, plant and 

equipment, a major community facility based on an investment of 

resources to provide critical services, and a complex structure 

for work in a frame of authority rules, regulations and procedures. 

But between the primary inputs (patients and staff) and outputs 

(care and health) lie the critical problem-solving processes of: 

resource allocation (the deployment of resources); 

co-ordination (of diverse roles, professions and activities);
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psychological integration (of the individual to the organisation); 

the management of organisational strain (tensions and conflict);

- and adaptation (to the changing environment).

Using subjective assessments of each of these processes by health 

professionals inside and outside the fifty short-stay 50-500 bed 

general hospitals studied, and correlating then both with each other 

and with the output of the total system in terms of patient care 

measures, Georgopoulos concludes that organisational co-ordination 

(the equivalent of Lawrence and Lorsch’s "integrating" function) is 

more strongly related to patient care than are any of the other pro

cesses (with adaptation to the environment next in strength of 

relationship), and is itself strongly related to psychological 

integration, the management of strain and adaptation to the environ

ment.

Although there are limitations in this work, including the subjectivity 

of the measures and the demonstration of relationships rather than 

cause-and-effeet linkages, the evidence offered suggests that the 

approach adopted by Georgopoulos to the analysis of the hospital as 

a complex social system could be useful in the study of both the 

internal and the external relationships of a health district in the NHS.

A . 5 .
The extent of integration and adaptation

What then can be said by way of an interim conclusion concerning the 

degree of integration in the relationship between the component systems 

of the reorganised NHS? Given the extent of the previously described 

differentiation problem within, and the maladaptation.'problem without, 

it is likely that the organisational mechanisms introduced in 1974 to 

promote more internal multiprofessional integration on the one hand.
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and greater responsiveness to the community on the other, are not 

in themselves sufficient to achieve co-ordinated adaptive effort 

throughout such a large and complex organisation as a health dis

trict. Although it is no part of this thesis to propose fresh 

management arrangements for the NHS, Georgopoulos’ emphasis on 

organisational processes, when juxtaposed with four years’ experi

ence of the reorganised NHS, does provide further stimulus for the 

belief that a more adaptive, integrated approach to the management 

of a health care organisation might be facilitated by modest develop

ments which in themselves require no radical re-structuring of the 

NHS, for example by;

defining many roles in terms of the (relatively changeable) 

tasks to be achieved rather than just the (relatively unchange- 

ing) duties to be performed;

specifying collective, rather than just individual, tasks for 

those who must work together in teams (e.g. planning teams and 

liaison committees);

recognising multiprofessional management’ (permanent or temporary)below 

DMT level as a normal feature of organisational functioning (e.g. 

sector and unit teams, ad hoc working parties);

clarifying the norms of mutual obligation and relationship which 

are to be expected between interdependent departments and services 

(e.g. between clinicians and administrators), and between the total 

organisation and the community it serves;

strengthening, where necessary, roles at the interface between the 

organisation and its environment in the interests of securing prompt 

and reliable feedback on the state of that relationship (e.g. in 

terms of local recruitment, voluntary help, waiting lists, "first 

contact" services such as reception, switchboard and accident
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department, and the variety of local issues on which press

and public opinion are formed).

Whilst the Royal Commission on the National Health Service, currently 

in session, will probably - if only because of the nature of the 

evidence submitted to it by the various interested parties - devote 

much time to the broad structure and financing of the NHS and to the 

claims for greater policy-making influence by the separate professions, 

it is as well to recognise that a sound structure is a necessary, but 

not in itself sufficient, condition for effective management. As 

Kakabadse puts it when comparing four major recent examples of local 

authority and NHS approaches to organisational change - the Salmon 

report on nursing management (1966, op.cit.), the Seebohm report on 

the organisation of the personal social services (1968, op.cit.), the 

management and structure proposals accompanying the re-organisation 

of local government (Bains Report, 1972), and the Grey Book on manage

ment arrangements for the reorganised NHS (l972a, op.cit.) -

"The striking similarity between these four 
major change programmes is the emphasis on 
administrative rationality and the seemingly 
subconscious belief that reform of internal 
management structures would eventually lead 
to improvements in the health, care and 
satisfaction of the public at large." 
(Kakabadse, 1977)

Insofar as the structure and roles of an organisation (its "anatomy") 

are considerably more conspicuous than its systems and processes 

(its "physiology") it is understandable, if not entirely excusable, 

that organisational change efforts - particularly those in the public 

and political eye which wants to see something tangible, even dramatic, 

being done to cure the alleged problems - should concentrate its atten

tion and recommendations on changes in the organisation’s anatomy
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rather than its physiology* But, to quote Edwin Nelson discussing 

the underlying nature of the changes in the NHS which took place 

in 1974:

"The adaptability of the organisational system 
is a function of its ability to learn and per
form according to changing circumstances. 
Flexibility of structure will facilitate adap
tation, but beyond this it will depend on the 
organisation’s perceptual and information 
processing capacity." (Nelson, 1974)

Robust but sensitive organisational processes are needed to permit 

adaptation and responsiveness, to put flesh on the bones of the 

organisation’s structure. Of particular significance to this thesis, 

those organisational processes may include management development 

activities.
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B. The Task of Management in the NHS

Y/e have nov/ reached the stage in our analysis of organisational 

functioning in health care when, having looked both outside and 

inside the health organisation (and indeed at the relationship 

between the outside and the inside) in the light of some 

theoretical concepts, we can draw out certain essential implications 

of what we have seen for management and its development. This forms, 

together with a view of human and managerial learning in the next 

two chapters, the foundations on which the study of management 

development in the ÎIHS is built in chapter 5»

Throughout this sequence, wherein the focus is in turn on health

organisations in their environment (Chapter 1), the management of

their internal functioning (Chapter 2), the concept of human

learning (Chapter 3), the special character of managerial learning 
and

(chapter 4)/ the nature of management development in the NHS

(chapter 5)> there is a continuing thread of "contingency". In

the present context this signifies the proposition that people, 

the organisations they form, the tasks they undertake, the ways in 

which they work and leam, are essentially and inevitably diverse, 

and subject to change ; so that organisational and managerial 

behaviour, and its development, can be neither described nor 

prescribed in the universal terras of any "one right way", since 

appropriate behaviour is contingent upon the people and their 

relationships, the task and its timing, the context and its climate.

B.1 A contingent view of NHS management

With regard to the NHS, enough has been said concerning the diversity 

and complexity of its organisational forms and relationships to 

suggest that a contingent view of health organisations needs to be

matched by a contingent view of their management. For if, as we have
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seen, different degrees of openness and closure are quite appropriately

to be found within the same health organisation, within the same

departments, even to an extent within the same role; and if, as has

been shown, different kinds of purpose (such as maintenance, adaptation,

integration) are properly served by systems within that same health

organisation; then health care management cannot be homogeneous but

has itself to be contingent, situational and responsive to the

idiosyncracies of the particular task. Moreover these differences

are already requisite in the diversity of managerial work to be

performed, before any further measure 6f diversity is introduced

through the individual manager’s personality and capacity to shape

his own role, bearing in mind that a high discretionary element is a 
characteristic
/feature of managerial jobs. Clearly the manager in the salaries and 

wages department of the health district is engaged in a very different 

kind of management activity from his colleague on the same grade liaising 

with local authority social services; the same nursing officer who is 

responsible for the daily supervision of six geriatric wards and is 

also a member of the geriatric services planning team is performing 

two quite distinct types of management function.

This limited commonall^ between managerial jobs, reflecting the 

multiple goals which large complex organisations pursue and the 

different types of system appropriate to that pursuit, is not confined 

to the work to be done but extends also to the style of managerial 

leadership likely to be effective in different circumstances. Building 

on Fiedler's (1967) contingency theory of leadership (which sees the 

choice of an effective style between "structuring" and "supportive" 

as determined by the relationship between the leader and his group 

on the one hand and the structure of the task on the other). Handy
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advocates a "best fit" approach whereby the leader must take 

account of three sets of influencing factors when confronting 

any situation:

- the leader's own preferred style of operating and his 

personal characteristics

- his subordinates' preferred style of leadership in the 

light of the circumstances

- the nature of the task, its objectives and technology.

In this view leadership will be most effective when the requirements 

of the leader, the subordinates and the task fit together on a scale 

that runs from "tight" to "flexible"; but the factors and their fit 

will in their turn all depend on a fourth factor:

- the environment, i.e. the organisational setting of the 

leader, his subordinates and the importarce of the task 

(Handy, 1976).

Considering the variety of the managerial tasks to be performed, 

ranging from complex long-range assignments, through more intangible 

contlnuin^efforts such as team-building and developing subordinates, 

to day-to-day routine - the best fit for each of which may well be 

different - and the fact that the membership of work groups is 

constantly changing, it is not surprising if many managers make 

little attempt to find a best fit and merely impose their habitual 

style upon the task and the subordinates. And it is not difficult 

for some managers to avoid certain discretionary tasks altogether 

which demand styles which they find uncongenial: for example Stewart 

(1976), writing of the hospital adminstrator, says that the role 

"provides considerable opportunity for self-generated work for 

those who want it, but the job can be done as a predominantly
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responding one". It is clear in this light that the reality 

of management is unlikely to be defined in terms of the 

organisation chart and the job description.

B.2.
The significance of role in NHS management

The organisation chart which locates the individual's position 

in the hierarchy, and the job description which sets out his 

responsibilities, are basic definitional tools of prime value in 

static, stable situations. As we have seen there are many people 

in the NHS, including some managers, particularly in clinical 

support and material resource activities such as medical records, 

supplies and finance, who work in situations wholly or mainly of 

this kind; whilst others engaged in the organisation of clinical 

and paramedical services, such as ward management and some branches 

of pathology, work in circumstances of uncertainty and anxiety made 

manageable only by a high proportion of pre-set activity in the form 

of regular rounds, reports and routines.

But organisation charts and job descriptions say little or nothing 

about the characteristic orientations and cultures of the organisation 

and system(s) in which the individual functions; little or nothing 

about their interaction with each other and with the environment; 

little or nothing about the extent of the discretionary element in 

the individual's work; little or nothing about the expectations of 

his performance by peers whose work is interdependent with his own; 

and little or nothing about the dynamics of change impacting on the 

individual-in-the-organisation. Where any or all of these factors 

represent significant aspects of organisational reality - as they
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must do for the majority of managers above the supervisory/operational 

level in the light of the previous analysis of organisational 

functioning in the NHS - then an alternative defining concept is 

needed to clarify the essential nature of requisite managerial 

performance.

The concept of role was stated twenty years ago to be "a set of

expectations applied to the incumbent of a particular position"

(Gross, 1958), a simple but effective definition provided that the

incumbent's own expectations are recognised as part of that set.

Role analysis offers a definition of reality of particular significance

and value to people in organisations - including the majority of

managers in the NHS - who function within generally open, adaptive

systems interacting with a changing environment. Primarily this

benefit derives from a central component in the role concept, that
et al.

of the "role set", which for any particular role-holder Kahn/( 1964) 

defined as "those members of the organisation who have direct contact 

with him in the course of their work" and who therefore have significant 

expectations of his behaviour, as he has of theirs. This mutuality of 

interdependent expectations - and the recognition that they are 

constantly changing, whether slowly or rapidly - is the means by 

which system realities ignored by organisation charts and job 

descriptions are brought to bear on managerial functioning, and the 

organisation's and individual's expectations of each other are 

synthesised:

"The unit is not the individual but his role 
- that part of him which is concerned with 
the organisation and situation in question.
Social organisations can be defined as a 
set of roles tied into a system by their 
channels of communication" (Hanika, 1965)
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Some of these interlocking role sets transcend organisational 

boundaries by involving people and systems functioning in the 

organisation's environment.

Of course this interplay of expectations does not always lead 

to agreement or conformity. Kahn and Quinn (1969) in their study 

of "role stress" distinguish:

- role ambiguity, which refers to situations where information 

available to a role holder, regarding what is expected of him, 

is inadequate;

- role conflict, which occurs when two or more significant others 

in his role set expect different, incompatible behaviours of an 

individual; and

- role overload, which exists when a role holder cannot meet all 

the expectations which people have of him.

Other classifications can be argued (Gross, 19^8, op.cit.) but stress- 

producing contradictions in role expectations are real enough, and 

have been particularly evident in the NHS at and since reorganisation 

in 1974. During this recent period, the tensions already implicit in 

the fundamental tasks of health care provision - exacting performance 

expectations in which there is little tolerance for error, an 

exceptional degree of professional specialisation in which high inter

dependence of activity is matched by high risks of misunderstanding, 

a value-laden human service of individual care and treatment in which 

the unpredictability of workload volume and type involves frequent 

adjustments and crises - have been added to by personal and organisa-, 

tional stresses. These arise from new structures (e.g. health districts 

and sectors), new professions (e.g. community medicine) and new roles 

and relationships, (e.g. those spanning hospital and community services
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for the first time) at a time of unprecedented confrontation in 

industrial relations and constraint in financial provision. The 

dust has not yet settled on reorganisation.

Role stress and inter-role conflict are most prevalent at system 

boundaries, where (often incompatible) expectations of the role- 

holder derive simultaneously from within his own system and from 

an environment in which he has least structural authority, least 

guidance from organisation charts and job descriptions, and greatest 

dependence on the discretionary element in his managerial work of 

searching for, and responding to, the changing demands of system^ 

environment relationships. This feature is of particular significance 

when we recall that, most notably in the Tavistock school of systems 

thinking, boundary regulation is the essential characteristic of 

management (Miller and Rice, 1967, op.cit.).

It is not easy to model the relationship between the role-holder, 

the role, and the organisation, given the variety of factors 

affecting their interaction that have been illustrated above.

Stewart (1976 op.cit.), however, usefully simplifies the essential 

elements of a role-centred (more than system-centred) view of the 

managemert task in the diagram reproduced as figure 7, against the 

background of the jobholder's potential range of role-set relation

ships in figure 6. Stewart's basic emphasis on the considerable 

differences between managerial jobs - the theme of this section - 

is interpreted as variations in the size of the job's demands, 

choices and constraints. Demands (those things which any occupant 

of the role has to do) cover any mandatory aspects, the sanction- 

supported expectations of his boss, colleagues or subordinates.
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and those elements where non-performance would jeopardise other

parts of his job. Constraints (those things which limit what

the role-holder can do) include legal limitations, the organisation's

policies and procedures, resource shortages and attitudes held by

the role set. Choices (those things which the role-holder can do,

but does not have to do) represent the opportunities for one

occupant to do different work, or the same work differently, from

another, as illustrated in figure 8 where one manager makes more

use than another of the choice aspects of the same job. Such choices 
the

include deciding/extent of delegation, choosing a differential 

emphasis on elements of the work, making efforts to reduce the 

constraints by increasing one's influence, using alternative routes 

to the same goal, and selecting when and where to do his work.

Although in general the discretionary part of a manager's job is 

sufficiently large to make these choices significant, Stewart believes 

that they are insufficiently exercised, which is often the obverse of 

a tendency to perceive constraints as greater than they really are.

She detects

".... a key difference in approach between 
the manager who sees the job primarily as 
responding to, or coping with, problems and 
requests as they arise, and the one who sees 
it as operating in an environment inside, 
and where relevant outside, the organisation 
which he tries to control, develop and mould 
as he desires" (Stewart, 1976, op.cit.)

This is reminiscent of Burns' attempt to contrast the management 

approaches appropriate to mechanistic and organic systems:

"In organic systems, theboundaries of feasible 
demands on the individual disappear. The 
greatest stress is placed on his regarding
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himself as fully implicated in the 
discharge of any task appearing over 
his horizon, as involved not .merely 
in the exercise of a special competence 
but in commitment to the success of the 
concern's undertakings approximating 
somewhat to that of the doctor or 
scientist in the discharge of his 
professional functions" (Burns, 1957)

The essential implication of this discussion is that, in large 

complex organisations such as the NHS which are in general most 

satisfactorily understood from an open, adaptive system perspective, 

the nature of management is most aptly examined in terms of role- 

within-the-system, rather than by reliance on the classical 

inheritance of defined job-description-within-the-organisation- 

chart.

B.3.
The particular role of middle management

Within the overall framework of management activity examined in 

this chapter in relation to the NHS, certain characteristics of 

the middle manager's role - the primary focus of this research - 

fall to be considered.

The concept of "middle management" is inevitably diffuse, and it 

is by no means clear that writers who have discussed its character

istics share the same view of what constitutes middle management.

The approach adopted here is to reserve for Chapter 5 onwards a 

strictly pragmatic definition in terms of those NHS officers who 

have been eligible to attend the middle management courses 

evaluated (see Appendix 18 , p.10); but to recognise here a more 

general though less tangible definition of middle management as
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"the broad management sphere above that of first-line/supervisory 

management but below that of senior management with organisation- 

wide responsibilities" (DHSS, 1974).

A number of general propositions have been made by management 

theorists about this wide field of management between the direct 

supervision of operational and support activities on the one hand 

and the direction of the whole organisation or major parts of it 

on the other. One, from Payne and Pugh (1971, op.cit.),is that 

the psychological environments existing even within the same 

organisational structure are far from homogeneous. Using level 

in the hierarchy and the routineness of work as the two axes of 

a matrix, they suggest that middle level managers with a major 

routine component to their work (e.g. in administration, accounts 

and line production systems) will experience a very different 

psychological climate from other middle managers (e.g. in research, 

development and one-off production systems) who function with a 

minimum of routine; just as, at the shop floor level, mass 

production workers operate in a culture quite distinct from that 

enjoyed by tool and pattern makers. The analysis of health care 

organisations and their management offered in these first two 

chapters might suggest that "distance from the system's boundary" 

and "distance from direct patient contact" are at least as useful 

as the "extent of routineness" for correlation with level of 

management when searching for predictors of work climates.

However, Payne and Pugh's basic assertion of heterogeneity in the 

local psychological environments in which different managers work, 

even at the same hierarchical level, is certainly compatible with
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what has been presented above concerning the variable mix of 

open and closed system features to be seen throughout the health 

organisation, and the differences between NHS departments and 

services in the degree of uncertainty in their task-environment 

and their characteristic orientations of goal, time, social 

structure and task/relationship priority (Cooper, 1971, op.cit.); 

quite apart from the unique resolution each manager will make of 

the tension between the demands, the constraints and the choices 

in his role (Stewart, 1976, op.cit.). Evidently, generalisations 

about middle managers need to be made with great caution.

Onefrequently—quoted generalisation was made by Horne and Lupton 

who, on the basis of activity records kept by 66 managers, 

concluded that

"Middle management does not seem to require 
the exercise of remarkable powers to analyse, 
weigh alternatives and decide. Rather, it 
calls for the ability to shape and utilise 
the person-to-person channels of communication, 
to influence, to persuade, to facilitate".
(Horne and Lupton, 1965)

Another came a few years later from Keeling (1972, op.cit.) who, 

in his study of management in government, saw the job of middle 

and lower managers as essentially that of implementing policies 

in accordance with guidance and decision rules, determined by 

senior managers, with as much economy in the use of resources as 

possible. Lewis Gunn, contributing to a recent report on the 

education and training of senior managers in the NHS,argues that 

this kind of distinction should be treated with some scepticism:
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"Nowadays, even very senior managers may 
have to spend a good deal of their time 
negotiating, persuading and facilitating; 
while more junior managers may, in their 
own areas of expertise, make the day-to- 
day decisions which can, in practice, add 
up to policy". (King Edward’s Hospital 
Fund, 1977)

This scepticism is justified if assertions of functional distinctions 

by level of management are intended as having gérerai application; the 

interjienetratioTi of responsibility between levels of management that 

Gunn refers to is too widespread to be ignored. But, as broad 

distinctions of function that are noticeable in the majority of 

cases, Horne and Lupton's and Keeling's generalisations represent 

a perspective shared by a number of top managers in the NHS.

Chapter 6 of this thesis discusses material from a report "NHS 
Middle Management Training: The Views of One Region's Top Managers" 

which forms part of this research (White, 1977, reproduced as 

Appendix 18 ) and includes references to the work of middle managers 

as perceived by top managers:

"Several top managers spoke of the pivotal 
position of the middle managers, the "lynch 
pin" between policy and its implementation, 
expected to turn plans into executive action, 
to feed back to senior management the response 
and feelings at the operational level of the 
Service and to keep those operations running 
smoothly and economically".

The range of managerial competences implied in this view of middle 

management would certainly embrace the six activities which Pheysey 

(1972), influenced by the work of Horne and Lupton (1965, op.cit.), 

Stewart (1967), and Hemphill (1960), adapted from Hemphill's 

executive position description questionnaire, namely:
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- Trouble Shooting

- Forward Planning

- Briefing Subordinates

- Conducting Meetings

- Reviewing Subordinates’ Progress

- Taking an Interest in Personal Problems

Pheysey did not, however, claim that these skills were specific 

to middle management, the major focus of her interest being 

their use in questionnaires designed to identify the varied skill 

training needs of the different members of executive development 

programmes and diploma courses for middle managers.

Another theoretical proposition gains some support from the study 

of top managers' views referred to above. It is that of Kahn, 

Wolfe et al, (1964) which asserts that with rise in rank job

holders are more exposed to role conflict: "conflict is most

prevalent at middle management level". Their national study 

reported widespread role ambiguity, conflict and overload amongst 

the American labour force. The same need for clarification is 

echoed more than 10 years later in an NHS context by top managers' 

comments on the ways in which middle managers' basic role 

responsibilities had been added to in recent years: the demands

arising from functional management, the extended processes of 

communication and decision-making in the reorganised Service, 

an entirely new industrial relations scene, the requirement of a
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more consultative and participative style of managing, and 

extra financial control responsibilities at a time of restricted 

or "negative" growth.

"There was widespread acceptance that 
these additional responsibilities 
create a degree of uncertainty, in 
some cases confusion, amongst middle 
managers within the districts as to 
what is expected of them, how they 
should respond to the new situations 
and what support they can count on. 
Several top managers argued that role 
clarification is needed to establish 
what the mutual expectations now are 
between middle managers and their 
seniors." (White, 1977, op.cit.)

The problem of incongrumt mutual expectations had immediate 

illustration in top managers' assessment of major unfulfilled 

needs amongst middle managers. In addition to the list of 

managerial abilities commonly required (see p. 4 of A p p e n d i x  19),

".... the major concern expressed by 
roughly a half of the top managers 
was not so much at the level of 
specific abilities as at the level of 
imagination, initiative and energy 
with which middle managers interpret 
their role. More leadership, more 
self-confidence, more foresight, more 
readiness to "grasp nettles" and deal 
with problems at their own level, 
more innovation and responsiveness to 
new situations - these were amongst 
the attitudes and approaches to management 
most often spoken of as being too rare amongst 
middle managers",

This is far from being the way that middle managers themselves 

generally assess the situation. Evidence will be offered in 

Chapter 6 that many middle managers complain of having too little
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scope, authority and trust from their seniors to do more than 

be "reactive" (i.e. responding to events imposed by others or 

allowed to occur) rather than "proactive" (i.e. actively seeking 

and seizing opportunities to direct or influence events).

There is of course a widespread tendency in organisational life 

to blame the level above for one's own problems and limitations, 

just as there is research evidence that senior managers often 

guess badly about the duties, job requirements and problems of 

people lower in the system (Maier, 1961). Moreover one effect 

of the considerable human upheaval at the time of reorganisation 

in terms of new structures, early retirements, accelerated 

promotions and the assimilation of officers to new posts to avoid 

redundancy was to place people - particularly managers at middle 

level and above - in unfamiliar and sometimes uncomfortable roles 

for which little guidance existed: over time it may be expected 

thatthe adjustments of expectation that come with experience will 

reduce the discomfort and the ambiguity in many cases. Nevertheless, 

and quite apart from the consequences of reorganisation, enough 

evidence has been offered of the essential nature of middle management 

to confirm the role confusion and conflict to which that management 

level is prone.

There is a paradox here when we look at Kahn, Wolfe et al's (1964, 

op.cit.) proposition, discussed above,regarding the severity of role 

conflict at middle management level alongside Lawrence and Lorsch's 

(1967,op.cit.) finding, referred to earlier, that successful conflict 

resolution tends to come not from the highest levels of management 

but from the intermediate levels, i.e. from people in "enabling"
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roles, teams or departments who have greater technical knowledge 

of the subject-matter of the conflict than senior management can 

normally possess, far away from the operational scene. Either 

individually (e.g. the general administrator) or collectively 

(e.g. the local meeting of departmental heads) such middle managers 

are likely, in Lawrence and Lorsch’s view, to resolve conflicts the 

more successfully to the extent that they are regarded as occupying 

a neutral position equidistant between competing interests in terms 

of their time, goals, interpersonal and structural orientations.

There is a special degree of pressure on those from whom so much 

is expected by way of conflict resolution when they are peculiarly 

liable to role confusion themselves.

Of course this pressure bears less intensely on those who operate 

nearer to the closed-system, stable—situation end of the spectrum 

(whether that spectrum is seen entirely as an organisational concept 

or at least partly in terms of personal preference); but all 

managerial work involves a relatively high degree of discretion, 

which in general increases with promotion, so that no middle manager, 

correctly so described, is likely to escape the pressures discussed 

above. Jaques (1961), who describes and assesses the worth of work 

by reference to its prescribed and*discretionary components, believes 

that "the essence of the effort in work is to be found in the anxiety 

engendered by the uncertainties .... of the use of discretion".

Such discretion is difficult, if not impossible, to study and quantify 

as Gore (1964) put it, the exercise of discretion is surrounded by 

"a thick, sticky coating of ambiguity".
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What begins to become clearer, however, by the use of an 

open system perspective on organisational functioning, is that 

promotion from the first-line/supervisory management of 

operational or support systems to a middle management post 

generally involves a move closer to the boundaries of the system's 

interaction with other systems and the environment. Typically it 

implies a shift away from the direct, inward-directed, internal 

management of the system's particular technology, with a relatively 

high degree of control over pre-set activities, towards an 

outward-directed, external, sometimes collective, management of 

boundary functions, with a relatively high degree of discretion 

in dealing with non—routine activities.

This adjustment does not come easily to many health care professionals 

who, at first—line management level, have remained heavily involved 

in their professional technology and deeply imbued with its values. 

Discussing the effect of promotion from ward sister to nursing 

officer (the basic middle management post for nursing staff) Lees 

writes:

"The value system which nurses internalise 
during their initial training has patient 
care at the centre of things, and to this 
end right and wrong are fairly clearly 
defined in terms of, for example, ways of 
dealing with patients, administering 
treatment, reacting to authority and complying 
with established procedures. By comparison, 
the holder of a middle management position 
is concerned not so much with providing 
total patient care as with managing others 
to do this, and exercising discretion over 
the allocation of resources. This type of 
role is characterised by many conflicting 
demands, loyalties and expectations, the 
resolution of which cannot have a right or 
wrong solution, or even an optimum one.
One of the problems is that nurses, when 
moving up through the hierarchy to a middle 
management position, bring with them the
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value system internalised during their
initial training. It is not that it is
wrong for those at the upper levels of
the hospital service to subscribe to this
value system, so much as it is too simple
to cope with the types of decision which
have to be taken at these levels." (Lees, 1977)

Given the uniquely wide range of separate professions functioning 

in the NHS (of which the nursing profession is very much the 

largest and takes up at least 40%, often more, of the places on 

multiprofessional management courses at any level), and the 

higher regard generally given to professional than to managerial 

skills, this problem of value adjustment is widespread and 

difficult. It helps to explain why the management training needs 

of individual middle managers are often expressed by their senior 

officers as a requirement for changed attitudes.

A complementary adjustment required of the NHS officer who becomes

a middle manager is that of the multiprofessional liaison and joint

working implicit in the shift of his focus of attention closer to

his system's boundaries. The problem here is not that collaborative

functioning is strange to the health professional: patient care

itself is essentially a team activity and the ward, the clinic and

the operating theatre is its arena. But multiprofessional team-

working in management is much less deeply-rooted; has no acknowledged

equivalent of the doctor's directing/prescribing function in the

patient care team; and is institutionalised only at top management

level where, as we have described earlier in this chapter, the 
team

district management/has, since 1974, epitomised the philosophy of 

health care management as a collaborative activity shared in by the 

heads of the major hierarchical professions (administration, finance
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and nursing) and representative clinicians ( who are not 

organised hierarchically). Between these two extremes of 

the patient care team and the top management team there is 

(apart from sporadic local efforts to form sector management 

teams) something of a dearth of formal collaborative machinery 

and it is not easy to find, at middle management level, 

permanent and credible means of integrating highly differentiated 

functions and facilitating the open resolution of conflict, such 

as are implied by Lawrence and Lorsch's advocacy of enabling 

roles, teams and departments. The result is very often that 

problems arising at middle management level quickly become senior 

or even top management problems for lack of cross-over points or 

collaborative machinery further down in the health organisation; 

which offers a perspective on the top managers' "complaint", 

already referred to, that middle managers ought to be able to 

deal with more problems at their own level instead of referring 

them upwards.

In an attempt to provide a focus for a number of the theoretical 

propositions discussed above, insofar as they apply to middle 

management in the NHS, the researcher has suggested elsewhere 

that the essential nature of issues faced by middle managers 

represents a practically useful analytical approach for management 

development purposes. The commentary on figure 9 reads:

"At least from middle management level upwards 
the major management issues facing a health 
organisation (in planning, in resource 
allocation, in cost containment, in managing 
change, in industrial relations, etc.) cannot 
normally be resolved within one profession, 
one department or one level of management, 
precisely because they require integration.
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co-ordinated effort and problem-solving 
between different professions, different 
departments and different levels - and 
between the organisation and its environment, 
e.g. problems involving recruitment, liaison 
with local authority services, or public 
opinion ... If training is to help it must 
be flexible enough to take the same shapes 
as the problems." (White, 1978a)

As NHS officers move into and rise through middle management 

(at least two distinct responsibility grades are recognised 

within this level of management by the hierarchically organised 

health professions), the general proposition is that they are 

likely to:

"a) be involved more often in co-ordination
and liaison action with professions and 
services other than their own.

b) be more involved in committees, teams 
and working groups.

c) be more often the representative of their 
authority in relation to the public and

■ to staff groups.

d) be more exposed to trends and pressures
from the environment outside the organisation.

é) need to plan further ahead.

f) have more extensive resources to deploy, 
with heavier financial and manpower control 
responsibilities.

g) need more sophisticated management techniques 
at their disposal.

h) have more difficult and longer-term problems 
to help solve.

i) have more substantial changes to manage,

j) require greater capacity for leadership,
initiative and imagination." (Ibid.)
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If these theoretical propositions are empirically confirmed then it 

is not difficult to draw out the implicit generalised training needs 

(e.g. item a. implies the need for a deep appreciation of other pro

fessions' values and ways of thinking, and for high levels of skill 

in listening and persuading, etc. etc.) so that individual officers 

who actually require greater proficiency can be identified by care

ful appraisal.



— 95 —

C . The Implications for Management Development

In this final section the attempt is made to suggest what the implica

tions are for management development of the perspectives we have 

examined concerning the nature of management. Although this will be 

taken further in chapters 4 and 5, there could be some risk of losing 

the strength of the sequence from the study of organisations in their 

environment, through their internal functioning and management, to 

the location of middle management within that network of interacting 

systems and roles, if we fail at this stage to draw out the signifi

cance of the argument so far for the development of managers and 

management.

The first and most fundamental implication is that the contingent, 

situational view of organisations and their management which we have 

found suitable for the study of the NHS must inevitably continueinto 

any consideration of appropriate strategies for its management develop

ment. If there is no one right organisational form for all environ

ments, if there is no one right way of managing, we are unlikely to 

find convincing any one right approach to management development. 

Variety, choice and recognition of legitimate individual differences - 

in the organisation, in the managerial role and in the manager himself 

must characterise any management development strategy sophisticated 

enough to reflect organisational reality and to make any real contribu

tion to organisational development. At the same time the recognition 

given here to multiple influences on organisational functioning should 

warn against any too-ready assumption that specific management develop

ment activities are the only, or necessarily the appropriate, form of 

action that can be taken to improve management effectiveness.
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A corollary, of importance to management teaching, is that no manage

ment development strategy built on universalist assumptions - whether 

the classical "management processes" approach (planning, organising, 

commanding, co-ordinating, controlling, or variants of these) of 

early management theorists, such as Fayol (1916, 1948) and the scien

tific management school, or the more recent "participative management" 

advocates such as Likert (1967) - is likely to have firm foundations; 

for their simple, clear-cut statements of guiding principles for 

universal application take no account of the need we have seen for 

different managerial responses to complex situational variables.

Indeed, by extension of this argument, the management development 

approach suggested by the logic of a contingent view of organisations 

and their management will draw only with caution from all generali

sations about the essential nature of management. For example we can 

recognise, in Beishon and Palmer's (1972) statement that managers 

spend on average less than 50% of their time alone, the need for social 

competence, the ability to conduct meetings, and so on; but we shall 

avoid assuming that this average fits specially well the type of manager 

(distinguished by Stewart (1967) as the "specialist adviser") who spends 

most of his time writing reports. Similarly we have already looked at 

the stress and conflict components of the managerial role, indeed of 

the middle manager's role in particular, and can draw out the need for 

high tolerance of uncertainty and ambiguity, without feeling obliged 

to accept Mintzberg's (1971) assertion that the manager "performs a 

great quantity of work at an unrelenting pace" as universally true.

Burns (1957, op.cit.), Mintzberg (1973) and Stewart (1967, 1976, op.cit.) 

have performed a valuable service in focussing attention on what managers
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actually do, but this descriptive analysis says nothing in itself 

about the purpose or quality of the activity, nor about the approp

riateness of the work pattern to what is requisite for the organisa

tion. Indeed their findings that the manager's job typically consists 

of varied, fragmented, short-duration reactions to unprogrammed problems 

(i.e. those for which, in Simon's (1957) definition, no previously 

discovered solution exists) inevitably raise the question of neglect 

by managers of active, initiating, planning, objective-setting func

tions of management. The implication for management development is 

that a conceptual framework of what the organisation requires of its 

managers is basically more important than an activity analysis of how 

they spend their time.

The second implication is that management development must be founded 

on a view of management and that, in a professional organisation that 

is more open than closed, that view should recognise management as a 

social process of mutual influence in resource use rather than simply 

as a hierarchical organisation of bosses and subordinates. The latter 

approach - exemplified by Tannenbaum's (1949) description of managers 

as "those who use authority to organise, direct and control the work 

of subordinates in the pursuit of enterprise objectives" or Brown 

and Jaques' (1965, op.cit.) definition of a managerial role as one 

"which has, subordinate to it, authorised roles; the work of these 

subordinate roles is determined by the occupant of the managerial role" - 

concentrates attention on the vertical line relationship between boss 

and subordinates. The former, process orientated, approach lays 

emphasis on a broader range of relationships including the lateral 

expectations and influences between role-holders, between systems and
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between system and environment, which we have seen to be of vital 

significance where integrated, adaptive behaviour is required in con

ditions of change and uncertainty. Both vertical and lateral dimensions 

are important, but of special relevance to the NHS is the fact that 

clinicians have clinical autonomy and "cannot be held accountable to 

the NHS Authorities for the quality of their clinical judgements so 

long as they act within the broad limits of acceptable medical practice 

and within policy for the use of resources" (Grey Book, DHSS, 1972 

op.cit); yet they are the takers of decisions which largely determine 

the deployment of resources in the NHS, so that the "process"view of 

management is clearly of more relevance to the NHS than that of 

"hierarchy". The need to analyse the nature of health care organisa

tions and their management before defending a particular definition of 

management has postponed until this stage the justification of Keeling's 

(1972, op.cit.) statement that management is "the search for the best 

use of resources in pursuit of objectives subject to change", but this 

view, whilst not excluding other perspectives, succinctly embraces a 

number of propositions we have found to be characteristic of health 

care management.

Thirdly, the significance of the interdependence between roles, and 

the social power of the role set in particular, implies that the focus 

of management development effort should often be on the role set, or 

the group of people who are party to a particular management problem, 

rather than on the individual. Williams (1969) suggests that role-set 

training is more appropriate than individual-centred training for 

systems with relatively organic characteristics, for those (including 

middle managers) exposed to role conflict, and for holders of interdependent
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roles. Indeed the nature of health care management as we have examined 

it is such as to put a premium on the development of specific team 

skills, at least for those who function at or near their system boundaries 

or, like the general administrator, have a role which potentially spans 

the full range of departments and services. But to make this judgement 

of the nature and scope of one's role implies an even more fundamental 

need - to recognise what role, what system(s), what organisation, what 

environment one is functioning in, how they operate and inter-relate. 

"Perhaps 'organisation learning' should precede management training" 

(Williams, 1970).

Finally, whilst it is vitally important to avoid general prescrip

tions concerning the desirable "content" of management development 

activities, given the great diversity of appropriate management roles 

and behaviour we have reviewed, it is reasonable to deduce that a 

management development strategy suitable for the NHS should con

tribute to the acquisition and growth of particular abilities neces

sitated by the work to be performed. Amongst these, for the majority 

of managers, will certainly be the capacity for flexible, adaptive 

behaviour which implies an appropriately wide range of leadership and 

influencing styles; the ability to manage change, which implies informa

tion-seeking and feedback-sensitive behaviours; a proactive, rather 

than reactive, approach to the management process if the manager is 

to take initiatives in influencing events rather than simply respond

ing to them; and a capacity for self-development since the manager will 

have no better resource to turn to than himself in dealing with complex, 

variable, unprogrammed situations which require him to adapt rapidly 

to new facts, new norms, new priorities.
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In Chapter 5 this brief review of the implications of a system- 

orientated and contingent view of management will be related to the 

specific growth of management development in the NHS.
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Chapter 3

A VIEW OF HUMAN LEARNINC

"Let the main object of this, our didactic, 

be as follows: to seek and to find a method 

of instruction, by which teachers may teach 

less, but learners may learn more"

The Creat Didactic of Comenius, 1628

Summary

As yet there is no coherent Theory of Learning with explanatory or pre

dictive power to clarify the nature of human learning, although various 

teaching and training strategies are based, explicitly or implicitly, on 

theoretical assumptions. Notwithstanding their limited contribution to 

a comprehensive conceptual framework, it is possible to discern some 

degree of synthesis between schools of thought about human learning, 

with the help of a systems perspective.

An alternative starting-point, from empirical generalisations about human 

learning based on the experience of teaching, is offered with particular 

reference to the facilitation of adult learning and development. This 

forms the foundation for the study of specifically managerial learning 

and development in the following chapter.
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A . The Nature of Human Learning

Just as the study of management requires a prior view to be taken of 

the essential characteristics of organisations, so the nature of adult 

human development implies some underlying concept of learning. Indeed 

the conscious juxtaposition of these two broad areas of knowledge - 

about human organisations and their management on the one hand and 

about human learning and its development on the other - is essential 

for the derivation of adequately grounded propositions concerning 

management development in any particular setting, in this case the 

National Health Service. Such propositions can then constitute a 

framework for research into the effectiveness of specific management 

development activities.

That is the conceptual sequence followed in this thesis, wherein the 

attempt has been made so far to examine the nature of management in 

the NHS with the help of concepts from Organisation Theory, in parti

cular a systems perspective on the underlying organisational realities 

in which notions of adaptation, integration and contingency have been 

prominent. On this foundation it has been possible to erect a view 

of middle management in the NHS, now waiting to be joined and com

plemented by a view of how managers learn, one which might be expec

ted to have its origins in a corpus of Learning Theory built up 

within the discipline of educational psychology.

A theory of learning must, after all, be at the very centre of psychology 

in its concern to describe and explain the essential property of all 

living systems, and of human systems in particular - their responsive

ness both to the environment outside them and to their own internal 

characteristics. How the organism receives and uses information from
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these external and internal sources in organising its responses is 

the crucial issue, so that any problem in psychology inevitably 

involves a problem in learning. Typical definitions of learning, 

such as :

"Any more or less permanent change of behaviour which is 

the result of experience" (Borger and Seaborne, 1966)

"A process with lasting results by which new activities 

of the person are originated or existing activities are 

changed" (Hesseling, 1966)

"Acquiring the ability to behave in new kinds of ways"

(Hamblin, 1974, op.cit.) 

all imply changed behaviour in response to stimuli, which is the very 

essence of psychology.

And yet, despite the centrality of learning in psychological science, 

there is at present nothing resembling a coherent theory of adult human 

learning capable of offering explanation of the complex observed phe

nomena involved, or supporting testable predictive hypotheses; as one 

consequence of which there is no directly relevant body of research- 

based knowledge concerning adult learning to be drawn upon in the way 

that organisation theory has been drawn upon.

This requires explanation, which in turn involves a deliberately brief 

and derived summary of the major perspectives on learning adopted by 

psychologists over the past fifty years, based principally upon accounts
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given by Borger and Seaborne (1966, op.cit.), Burgoyne and Stuart 

(1977), and Toye (ITRU, 1978). However, the justification for this 

incursion into theories of learning, and for its brevity, lies not 

so much in the value of examining these theories for the light they 

shed on the practice of adult learning and teaching as in the need 

to demonstrate their limited and indirect explanatory or predictive 

power in this field; and the appropriateness of a somewhat less 

theoretical, more pragmatic, basis for the study of human learn

ing and development.

A.l Theories of learning

In a paper originally written in 1973, Michael Toye of the Industrial 

Training Research Unit described the position thus:

"Empirical research on human learning is fitful and often 

at several removes from the concerns of educators; the 

reason being precisely the theoretical problems of psy

chology and its account of learning. Indeed, the more 

relevant and hopeful recent developments depend not so 

much upon new evidence (and not at all on crucial experi

ments) as on new thoughts about the common experience of 

learning" (ITRU, 1978, op.cit.)

The fundamental reason for this relative neglect of human learning as 

the focus of research by experimental psychologists lies in the inevitable 

dilemma of reconciling the subject of study with the investigatory methods 

considered proper to science. One the one hand there is the adult human, 

whose learning processes appear to be vastly more complex than those 

of animals, for example in the part played by language and concepts;
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largely uncontrollable, in the experimentalist's sense of being incap

able of manipulation so that all other things can be kept equal except 

the one being varied; and heavily dependent for interpretation on the 

learner's own perceptions, which are unavailable for experimental 

observation since by definition the perceiver is the only person who 

can describe them. On the other hand there are the rigorous demands 

for tangibility and objectivity made by investigatory methods developed 

within physical sciences whose objects of study were in general far 

more tractable than the processes of an animal's psychological organism, 

let alone an adult human's.

A.1.1 Behaviourist Theories In this light, and encouraged by the

experimental methodology of Pavlov in animal physiology, the dilemma 

was resolved by early behavioural psychologists such as Thorndike, Hull 

and Skinner, initially in the 1920s and 1930s, by confining the field 

of study to the scale and scope of observable stimulus and response 

(S-R) in animals undertaking simplified artificial tasks in a con

trolled laboratory environment. Working with such small-scale methods 

and concepts, behavioural psychology was starting a long way from the 

problems of education, but this was seen as the fundamental analysis 

of the simplest forms of learning on which generalisable explanatory 

principles could, over time, be erected and extended to encompass all 

of human behaviour including the sophistications of 'thought', 'under

standing' and 'ideas'.

This has not, at least so far, proved to be the case. Hull, who devised 

explanations of learning in terms of measurable intervening variables 

between S and R (such as habit strength, reaction potential and its 

inhibition) built up on this foundation a comprehensive system of
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Newtonian formality, purporting to account for all mammalian behaviour 

(Hull, e.g. 1943). But his equating of reinforcement, on which the 

strength of relationship between S and R depends, with drive reduc

tion (a rapid diminution of the stimuli arising from need conditions) 

failed to explain the many situations in which learning occurs spontan

eously or at least in the absence of any recognisable deprivation or 

state of need.

Skinner (e.g. 1959), preferring to collect and classify data on reward- 

related responses into a technology of behaviour conditioning and shaping 

rather than generate deductions from a system of hypotheses like Hull’s, 

has had considerably more impact on educational practice through using 

Thorndike’s Law of Effect (that any response which is associated closely 

in time with congenial events will tend to be repeated if the original 

stimuli, present at the time of the response, should recur) as the 

basis of regimes which maximise reward during learning by arranging 

for the learner to make, and to be informed that he has made, 

correct responses to the stimuli presented in numerous small-step 

frames - the underlying principle of Programmed Instruction. This 

has proved to have important applications in the dividing and pacing 

of material to be learned where its cognitive structure is simple 

enough to organise into steps, but some at least of the successes of 

programmed instruction depend on the contrast with poor teaching in 

which material had not been organised and sequenced to the high stan

dard required for programming. Moreover Skinner's extension of concepts 

originally developed in tightly controlled animal laboratory experi

ments into an explanation of behaviour in far more complex situations 

has been unconvincing - for example the attempt to describe language 

and its use in terms of reinforcement and stimulus control. However,
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in a rather more specific application of conditioning and shaping, the 

current spread of Behaviour Modification techniques in the care of the 

mentally handicapped is some evidence that the influence of S-R psy

chology is by no means dead.

In general it may be said of the early Behaviourist theories that they 

were strongly experimental at the basic level of animal response where, 

perhaps uniquely, the interaction could be observed and controlled; but 

offered no adequate explanation of the far more sophisticated, and lar

gely unobservable, processes of human response to external and internal 

stimuli :

"The great complexity of human behaviour is currently a 

matter of stress. Accumulating evidence shows clearly 

that even the simplest conditioned response is controlled 

by a great many variables (so that) a condition which has 

one effect under a given set of circumstances may have 

a different, even opposite, effects under another....

It now seems clear that the S-R formula is, at best, 

incomplete. There must be a recognition that a great 

deal goes on between S and R". (Hilgard and Marquis, 1961)

Indeed one of the later behaviourists emphasised that a theoretical 

view of human learning was not in fact the direction in which experi

mental work was moving;

"The phenomena that the experimental psychologist inter

ested in the problems of learning has taken as the object 

of his studies, and about which he has to formulate his 

theories, have little or nothing to do with learning in
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real life situations, including even the kinds of 

learning that are supposed to go on in the school

room." (Spence, 1959)

A.1.2 Cognitive Theories Inevitably there have been alternative per

spectives on human learning. Historically it is the Cognitive theorists 

who have offered the most obvious contrast to the Behaviourist approach, 

through their concern to grasp the "wholeness" of complex behaviour 

rather than the "atomism"involved in splitting it into discrete ele

ments. For Tolman (1948) both animals and humans learn by connecting 

S with S i.e. by the assimilation and accommodation of new stimuli to 

what is already known. In this view the learner acquires a "cognitive 

map" with which to link up not just situational facts but also ideas 

with each other; he reflects on those relationships with understanding 

and expectancy in relation to goals which he might choose to reach in 

a variety of ways; and is capable of insightful learning in the sense 

that appropriate behaviour makes its appearance quite suddenly, without 

evidence of gradually strengthening S-R bonds. Such a unitary view of 

learning as a positive, thoughtful activity has obvious appeal in the 

place it finds for elements of human learning experience of which 

behaviourist theories take little account.

Moreover the cognitive approach is centred on the active individual and 

thus has natural affinities with other psychological theories which, 

whilst not focussed primarily on learning, carry strong implications 

for it in the view they take of the individual's positive relationship 

to his environment. For example Gestalt theory (Kohler, 1947) sees 

the individual moving towards an organisation of the whole that is reg

ular, simple and stable (the "good gestalt"). Chomsky's (De Cecco ed.,
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1967) linguistic theory argues that only an infinitely creative cog

nitive structure, not a conditioning process, can explain a native 

speaker's competence in his own language. Kelly's Personal Construct’ 

Theory (Bannister, ed., 1968), within a comprehensive theoretical frame

work, insists on the importance of the individual's personal view of 

the world (his cognitive organisation) and has led to the construction 

of "repertory grids" for clarifying, and measuring changes in, people's 

attitudes to constructs of significance to them and defined in words 

of their own choice. Lewin's (1952) model of unfreezing-changing- 

refreezing behaviour postulates that, when dislodged from his equili

brium by a disconfirming experience, the learner examines alternatives 

until he discovers - learning - one that allows him to reach a new 

equilibrium. Finally Berlyne's (1965) theories of conceptual con

flict and arousal serve as a basis for demonstrating how conditions 

interact either to motivate or discourage exploration, and thus bear 

directly on heuristics and the use of discovery learning techniques.

All of these perspectives are related in emphasising the nature of 

human learning as self-selecting, creative and meaningful. However, 

the satisfying aspects of this broad cognitive approach in offering 

more plausible (but also more welcome) hypotheses for the nature of 

human learning should not blind us to the fact that Tolman's original 

work with animals had a limited experimental basis. It did not provide 

any explanatory model of how understanding or purpose actually works, 

of how cognitive mapping in fact leads to appropriate behaviour. Such 

explanations as were offered consist effectively of an appeal to the 

familiarity of comparable human phenomena in fields largely unamenable 

to controlled experiments.
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In the event no decisive conclusion or common framework for analysing 

the nature of learning could come from either of these two broad alter

native perspectives, if only because they had complementary strengths 

and weaknesses. The psychology of S-R units, despite its firm experi

mental base, could not readily encompass forms of learning more complex 

than conditioning: this was no small contribution, but in concentrating

on the observed relationship between stimulus and action it excluded 

anything resembling thought. By contrast the S-S psychology of Tolman 

and others readily embraced cognition, but for lack of an experimental 

methodology adequate for the task was unable to demonstrate how cog

nitions were actually translated into actions. Looking back on the 

period of stalemate, broadly covering the 1940s and 1950s, between 

these "grand theories" it seems particularly unfortunate that they 

were seen as competing for a total explanatory view of learning, a task 

of such magnitude end complexity that prudence alone might have suggested 

a more limited claim on a particular part of the whole. For example 

Hilgard and Atkinson (1971) suggest how the distinct approaches of these 

learning theories could more easily be reconciled by recognising that 

there is a wide range of different types of learning, at each end of 

which one of the theories is dominant (figure 10).
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A.1.3 Other Theories One feature of the current state of learning 

theory consequent upon the impasse between behaviourist and cognitive 

approaches, outlined above, is the wider range of influences upon the 

development of theory, (ox perhaps "schools of thought", since there are 

different starting-points, more levels of enquiry and greater circum

spection than in the hey-day of system building in the 1930s). Among 

these are influences from other sciences, the general effect of which 

is to suggest that perspectives on learning can be usefully broadened 

if boundaries of discipline and subject matter are regarded as permeable. 

Two examples are offered.

Physiology has been influential on psychology since the time of Pavlov, 

when his work offered the early behaviourists an ideal paradigm for 

objective experimentation, in contrast to the dependence of the classical 

psychologists of the 19th and early 20th century, brought up in the tradi

tion of philosophy, on the subjective interpretation of phenomena gathered 

from people invited to report introspectively on their own mental pro

cesses. But in the work of Hebb (1949) a further contribution is made 

to the study of behaviour, including learning, which must in principle 

have physiological as well as psychological explanations, through a 

theory based on the nervous system's component "neurons" (interconnected 

nerve cells) of which in humans the number is estimated at around ten 

thousand million. The interconnections (or "synapses"), made possible 

through each neuron's multiple branches terminating in contact with 

many other neuron branches, constitute a virtually limitless network 

which incorporates both stimuli receptors and the capacity to initiate 

and control muscle and gland activity. It is Hebb's proposition that 

the nervous system's functioning in responding to external stimuli 

depends in part on internal differences in the ease with which particular
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synaptic transmissions take place, certain patterns being more readily 

activated if they have been used before.

On this central assumption of synaptic facilitation through use Hebb 

postulates larger groups of well-used cell assembly circuits ("phase 

sequences") which have a high capacity for self-maintenance. For 

example motivated behaviour may be seen as occasioned by a phase 

sequence kept in activity by the input of a particular signal, such 

as might result from deprivation somewhere in the organism, without 

the need for a constant and sustaining driving force. By contrast 

with the usually slow and stumbling nature of young children's learn

ing, adults already have an infrastructure of complex and well- 

established phase sequences with which to process incoming stimuli, 

so can learn more quickly. Moreover Hebb suggests that the growth 

of intelligence may usefully be regarded as problem-solving, in that 

once a particular type of problem has been solved (i.e. the phase 

sequences necessary for its solution have developed) it does not have 

to be solved again: similar problems on subsequent occasions are dealt

with more easily and do not necessarily involve the same brain areas 

as the original solution-finding sequence. Hebb's conception of 

behaviour awaits experimental demonstration, but offers some plausible 

speculation on how the physiological components of the organism could 

interact to produce the functions necessary for complex behaviour, 

based on what is already known about their properties. Ultimately 

the science of the mind and the science of the nerve fibre may be 

one, not two.

One important feature of Hebb's type of theory which, on the foundation 

of very small units with comparatively simple properties, builds increasingly
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elaborate systems with much more complex functions, is that it lends 

itself to computer simulation: by comparing the behaviour of the simu

lated organism with that of a real one, modifications can be made to 

the hypothesised principles which align them more closely with actual 

observation.

This has some relevance to the second example of new kinds of insight 

from outside psychology - the Cybernetic school of thought - inasmuch 

as the dramatic development over the past twenty-five years of com

puting machinery capable of rapidly processing vast amounts of informa

tion, according to pre-determined strategies and plans, has made possible 

the modelling of system behaviour. But in principle cybernetics - the 

science of control systems, or perhaps more descriptively the technology 

of information gathering and processing for system control - does not 

depend on the computer, having its origins in mechanisms (from the 

simplest of thermostats and governors, through automatic pilot and helms

man, to the complex servo mechanisms controlling automated industrial or 

defence processes) which achieve stability in a system by noting some 

aspect of its current performance and using this to influence its 

subsequent performance in some chosen direction.

This tendency to maintain or achieve stability, and in a wider sense

to move towards goals, is a defining characteristic of organisms; so

that the use of machines, including computers where necessary, to

simulate organic behaviour offers at least a descriptive language 

and a useful analogy, despite obvious differences in the physical make

up (and therefore the likely mode of operation) of the real and simulated 

systems. The basic requisites of a control system, from the cybernetic 

perspective (Ashby, 1956; Burgoyne, 1973) comprise feedback information on 

the current state of the system; as much variety (number of possible states)
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as the system being controlled; and the incorporation of a working model 

of the system comprising the set of contingency plans which may need to 

be activated as correctives. Consequently, where a theory of organic 

functioning can be couched in sufficiently objective and explicit terms 

to satisfy these requirements - and the attempt to do so is itself a 

valuable discipline - then a simulated model can identify the output 

of various combinations and strengths of the interacting variables.

Cybernetic theory has not so far concentrated much attention on the des

cription or prescription of the properties of systems which (as in the 

case of the living organism) are capable of progressive and permanent 

modifications in their own structure and capacity as a result of inter

action with the environment, i.e. systems which themselves change as 

they learn. Nevertheless the cybernetic approach, through introducing 

models of system and sub-system behaviour, offers the prospect of infe

rence by analogy with major elements in the learning process, and will 

be further discussed in relation to the function of evaluation in manage

ment development.

A.1.4 A Degree of Synthesis The primary purpose of the preceding 

summary of various perspectives on the process of learning has clearly 

not been to outline the historical evolution of what might inexactly be 

called Learning Theory, still less to examine any one theory of learning 

in the detail it would deserve for purposes of exposition. The intention 

has been, rather, to illustrate the very wide range of vantage-points from 

which the nature of learning has been examined without, severally or 

collectively, achieving the status of a comprehensive and empirically 

tested explanation of human learning activity, such as might serve as 

a guide to more effective methods in the teaching and training of adults.
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"The schools of thought are not neat, mutually exclusive 

sets of ideas about learning.... They are perhaps best 

thought of as a number of different perspectives on the 

same complex but mysterious reality of the human learn

ing process, each of which may well contain some valuable 

partial truths" (Burgoyne and Stuart, 1977, op.cit.)

Given the intractable complexity of the task, we should not be surprised 

at the great variety of the "partial truths" claimed by the theorists of 

learning. And it would be unwise to emphasise their contradictions (and 

their sometimes hotly contested rivalries) to the point of failing to 

discern a modest but growing degree of underlying commonality between 

these schools of thought, often belied by their different modes of explana

tion.

For example, there is a danger of contrasting the more recent insights 

of cognitive or associated theorists with the initial experimental find

ings of behaviourists between the two World Wars, as if they were currently 

competing theories of human learning. Inevitably the behaviourist’s 

explanations of learning have had, over the years, to become more sophis

ticated in the attempt to take account of factors emphasised by the cog

nitive perspective's, recognising that processes within the organism 

radically effect the S-R sequence, that various forms of stimulus may be 

effective (e.g. that the organism can respond to information, concepts or 

rules, not just to kicks or rewards), and that not all responses need 

be overt.

This move of the behaviourist position towards an S-0(rganism)-R theory, 

in which all three elements are potentially multiple, increases the diffi

culties of experiment and jeopardises the original appeal of a simple.
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objective, observable relationship. Nevertheless it is in essence a 

move to an Input-Conversion-Output sequence which, with the addition 

of a feedback component (absent in traditional S-R theories) linking 

it with a dynamic and stimulus-providing environment, would represent 

a scenario which cognitive theorists would not find unfamiliar. Nor 

should the neurophysiologist or the cyberneticist, as their contribu

tions have been outlined above, need to reject such a basic model, 

despite the complexity of the distinctive processes they each believe 

the sequence to involve.

Indeed there are such fundamental similarities of functioning between 

the individual learner and the human work organisation - both of them 

organisms surviving and developing through an adaptive exchange with 

their respective environments - that an open systems perspective of 

the kind which has emerged from the study of complex organisations may 

well have something more to contribute to the understanding of human 

learning processes than has so far come from cybernetics. When Borger 

and Seaborne (1966, op.cit.) write "every learning experience leaves 

the learner in a slightly changed state" they are thinking of the 

individual, but the proposition can equally well be argued for the 

human organisation: when Schon (1971) speaks of organisations as 

"learning systems, that is to say systems capable of bringing about 

their own continuing transformation" he would not have needed to 

change one word in so describing individual learners.

The systems view of organisational functioning might prove specially 

insightful in describing and predicting the changing state of the learner 

in respect of such human organic features as his motivation and attention 

to learning, and generally seems more apt for purposes of that kind than 

cybernetics with its mechanical engineering origins. In this connection
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Katz and Kahn’s (1966, op.cit.) list, already quoted in chapter 1, of the 

characteristics of open systems can form suggestive parallels with the 

processes of individual learning: for example system ’’feedback’’ corres

ponds with the learner’s need for knowledge of results in the search for 

his ’’homeostasis’’ of optimal learning (both in content and in style) for 

personal development, whilst "equifinality’’ can be reinterpreted as 

asserting that learning goals can be reached by a number of different 

but equally effective routes and methods.

This personal speculation on a possible route to à more satisfactory

theoretical framework for understanding human learning may be an example

of what Toye had in mind in concluding his review of psychological theories 

of learning in these terms :

’’For an educationist hoping to find something of practical 

use in learning theory, the picture is obviously not as 

clear as he might wish. But in all the diversity of 

work currently being pursued, there is much to interest

him, and to stimulate his own ideas on what lies behind

the phenomena of learning. For the time being at least, 

perhaps permanently, the educationist must be his own 

learning theorist, seeking help but not answers from 

psychologists: a case of discovery learning where

no-one has the answers.’’ (ITRU, 1978, op.cit.)



- 118 -

6. Characteristics of Adult Learning and Teaching

This advice from Toye, which implies a conscious attempt to build use

ful propositions about learning from the educator's practical experience 

of what appears to "work" (i.e. to facilitate learning most effectively), 

as a counterweight to the restricted and tentative nature of learning 

theory, has much to commend it. Such empirical generalisations will 

have major limitations, but that is no less true of the theories of learn

ing examined in the previous section, where explanatory "rules" developed 

mainly as a result of laboratory work on animals like rats, cats and dogs 

were seen to have narrow application when translated into terms of human 

learning situations; Provided that the limitations are recognised, this 

dual approach offers the prospect of synergy.

This alternative perspective, illustrated in this section in relation 

to the adult's learning, is based on the practice of teaching, which 

has to continue, for better or worse, irrespective of the adequacy 

or otherwise of learning theory. Indeed Annett (1971), commenting 

on the transition from the incontrovertible fact of the controlled 

laboratory learning test to the assumption or "hunch" of the real-life 

human learning situation, as the prospects of demonstrable proof falter 

under the weight of additional uncontrollable variables, draws a distinc

tion between a theory of learning and a theory of teaching. The aim of 

the former, he states, is to elucidate the processes underlying learning, 

whereas the latter is essentially about what a teacher can do to change 

the learner's behaviour. Although the two must ultimately converge at 

some level of analysis, Annett believes that it is both possible and 

desirable (given the pressing need to engineer practical learning situa

tions) to examine teaching as a process in its own right, "referring to



- 119 -

learning theory only when it helps to settle a matter of practical teach
ing strategy."

This last phrase surely takes the argument too far, for implicit theories 

of learning do in fact underlie ongoing practice in teaching, 

so cannot so easily be set aside: just as "every managerial act rests on
assumptions, generalisations and hypotheses - that is to say, on theory" 

(McGregor, I960), so the teacher's approach to his task inevitably reflects 

the theories he has about the nature of learning. For example Annett's 

own discussion of the teacher's capacity "to change the learner's beha

viour" implies an essentially passive view of the learner's role, receiv

ing and responding to stimuli controlled by the teacher. Yet the effort 

to extend the focus of attention from theories of learning to methods of 
teaching is likely .to improve the prospects of orginatihg a usable body 
of knowledge about how adults -learn.

School o f  Thought 
.Conditioning

Model o f  man 
Habit system

Metaphor
Telephone exchange •

Principles 
Reinforcement, 
association, practice, 
feedback

Applications 
Programmed 
learning, language 
laboratories, educational 
technology, rote learning

Trait modification Set of characteristics Tool kit Fixed and learnable 
attributes

Profiles, training needs by 
subtraction

Information transfer Information store Library or filing system Organizing, sequencings, 
reinforcing

Syllabus based 
programmes. ‘Telling’ 
methods

Cybernetic Information
processing/decision
making/controlling
mechanism

Complex computer Feedback, discovery, 
programming

Simulations, technique 
tell/test

Cognitive Experiencing person Navigator with a personal Assimilation and 
map accommodation 

reflection, insight

Learner centred/problem 
centred discussion, 
reflection

Experiential ‘Whole person’, agent 
not patient

Like us Autonomy, self actualiz
ation, removal of block, 
affective feedback

Structured exercises, 
encounter groups, learning 
community

Social influence Person as socially dcflned Actor with rights and 
entity responsibilities

Identification, modelling, Induction processes, 
disconnection, suggestion, rituals of role passage, 
affirmation Some role playing

Pragmatic The belief that learning is ‘common sense’, that there is no theory Selection of methods that
appear to ‘work’. Some 

. case studies, and some 
project v/ork

I I  S c h o o u s  C r  T h o u g h t  o tst H

Jouz-cc ;
(1977)



— 120 —

"Teaching" in the present context, as throughout this chapter, is 

taken to include "training" and to signify the conscious and sustained 

attempt to facilitate learning. This reflects Hesseling's (1966, op.cit.) 

joint definition of learning and training for, having identified learning 

as "a process with lasting results by which new activities of the person 

are originated or existing activities are changed", he goes on to explain 

training simply as "a systematic effort to create learning situations."

One consequence of starting from the actions of the teacher rather than 

the mind of the learner is that a more diversified range of schools of 

thought about learning can be observed in operation, since teaching 

approaches can be developed which owe little or nothing to any underlying 

learning theory. Figure 11 shows Burgoyne and Stuart's list of the schools 

of thought about human learning which they distilled from a study of 14 

management development programmes, including intensive interviewing of 

their organisers and teachers. Each approach is based on a particular 

assumption about the nature of man which can be illustrated as a metaphor 

of the learning process, and is specially associated with a range of guid

ing principles which link the underlying assumptions to characteristic 

applications. However the authors are at pains to stress that these 

schools of thought are far from being neat,"mutually exclusive sets of 

ideas, but overlap, merge and produce hybrids. Those described as Con

ditioning (which, with reinforcement, we may regard as the major teaching 

legacy of the behaviourist tradition). Cybernetic and Cognitive have 

already been discussed. The remaining five have no separate underlying 

experimental theory of learning of their own, although - as will be 

argued below - they may be deeply rooted in assumptions about the nature 

of man. Their essential features may be briefly outlined as follows:
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Trait Modification implies an attempt to equip the learner with those 

which he does not already adequately possess from a set of personal 

characteristics believed to be requisite for success; Information Tran

sfer sees the teaching task essentially as transmitting information for 

the learner to receive and store; the Experiential model emphasises the 

learner's choice and initiative, and the need for attention to the emo

tional/affective, as well as the intellectual/cognitive, components of 

human learning; Social Influence sees learning as concerned with the 

learner's negotiation of a self-image and its modification in line with 

the expectations of those around him; whilst the Pragmatic school re

jects theoretical insights altogether in favour of the view that learning 

derives solely from common sense and experience.

Elsewhere Burgoyne et al. argues that all such schools of thought can be 

divided into two broad categories:

"1. Those that rest on an underlying assumption that people 

are "patients", that what they do, or learn, is a con

sequence of innate factors, interacting with things that 

are "done" or "happen" to the person. In other words the 

person is seen as a kind of complex machine, whose beha

viour is in principle predictable...

2. Those that rest on the underlying assumption that the 

person is an "agent", capable of initiating action for 

himself in a way that is not entirely predictable on 

the basis of past knowledge and present circumstances.

The person is seen as capable of being an origin of 

action rather than simply a reactor." (Burgoyne, Boydell 

and Pedler, 1978)



- 122 -

There may be a degree of over-simplification in this (for example the 

Cybernetic approach concentrates on describing the processes of inter

action and adaptation between the learner and his environment, and is 

neutral as to where the primary initiative comes from); but reflection 

on figure 11 does suggest a general movement through the list from a 

"patient" to an "agent" view of the human learner, consistent with the 

broad distinction between the behaviourist and cognitive theoretical 

positions discussed in the previous section. The list is also said by 

Burgoyne to represent in a sense an ascending order of complexity, which 

may be significant insofar as an adequate theory of human learning will 

need to be highly sophisticated in order to take account of the changing 

state of the learner (e.g. in his capacity for selective receptivity, 

for reflective thought, for heuristic understanding, for motivated 

intention), the changing state of his external environment(s), and the 

complex dynamics of mutual interaction and adaptation between them.

Moreover the broad dichotomy between patient and agent, reactive and 

proactive, views of human learning are deeply value-laden in that they 

raise issues concerning the extent of man's free-will, responsibility, 

and right to choose and participate. Since, as has been argued above, 

the day-to-day practice of managing and of teaching alike rest on the 

assumptions we make about the nature of man, these deeper issues cannot 

be ignored. It is instructive, therefore, to place McGregor's (1960, 

op.cit.) original distinction between the Theory X and Theory Y views 

of the adult working man, from the manager's perspective, adjacent to 

Roskin's (1976) adaptation of it to distinguish between a Pedagogical 

(reactive, dependent) and an Ahdragogical (proactive, independent) 

view of the adult learning man, from the teacher's perspective: see

figure 12. The distinction is similar again to the contrast drawn by 

Morris (1971) between the approach to developing managers which sees 

them as human resources recruited, trained and deployed



(The Manager's Assumptions about: Man)

Theory X: The Traditional View 
of Direction and Control

1. The average human being has an 
inherent dislike of work and will 
avoid it if he can.

2. Because of this human characteris
tic of dislike of work, most people 
must be coerced, controlled, direc
ted, threatened with punishment to 
get them to put forth adequate eff
ort toward the achievement of organ
isational objectives.

3. The average human being prefers to 
be directed, wishes to avoid respon
sibility, has relatively little 
ambition, wants security above all.

McGregor's Presentation of Two 
Contrasting Views of Man as a 
Worker
from McGregor (1960)

Theory Y: The Interaction of Individual 
and Organisational Goals

1. The expenditure of physical and 
mental effort in work is an natural 
as play or rest.

2. External control and the threat of 
punishment are not the only means 
for bringing about effort towards 
organisational objectives. Man will 
exercise self-direction and self-control 
in the service of objectives to which
he is committed.

3. Commitment to objectives is a function 
of the rewards associated with their 
achievement.

4. The average human being learns, under 
proper conditions, not only to accept 
but to seek responsibility.

5. The capacity to exercise a relatively 
high degree of imagination, ingenuity 
and creativity in the solution of 
organisational problems is widely, not 
narrowly, distributed in the popula
tion.

6. Under the conditions of modern indus
trial life, the intellectual poten
tialities of the average human being 
are only partially utilised.

(The Teacher's Assumptions about Man)

The Pedagogical Approach (Theory X) The Andragogical Approach (Theory Y)

1. The average human being has an in
herent dislike of learning and will 
avoid it if he can.

2. Because of this human characteristic 
of dislike of learning, most people 
must be coerced, controlled, direc
ted, threatened with punishment to 
get them to put forth adéquat e effort.

3. The average human being prefers to 
be directed, wishes to avoid respon
sibility, has relatively little am
bition, wants security above all.

Roskin's Paraphrase of McGregor, 
Contrasting Two Views of Man as 
a Learner
from Roskin (1976)

1. The expenditure of physical and mental 
effort in learning is natural as 
play or rest.

2. Man will exercise self-direction and 
control in the service pf objectives 
to which he is committed.

3. Commitment po learning 1^ a function 
of the rewards associated with its 
achievement.

4. The average hqmap being Iqarns, under 
proper conditions, not only Co accept 
but to seek responsibility.

5. The capacity to exercise a relatively 
high degree of imagination, ingenuity 
and creativity in the solution of 
organisational problems is widely, not 
narrowly, distributed in the population.

6. Under the conditions of most learning 
environments the intellectual potentia
lities of the average human being are 
only partially utilised.

FIG. 12 . CONTRASTING VIEWS OF ADULT MAN AS WORKER AND LEARNER
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by some central organisation and that which sees them as resourceful 
humans who plan their own careers and manage their own learning.

In a Western culture it is difficult to reject the agent/theory Y/ 
andragogic/resourceful human view of man, identified as it is with 
ideological commitments to freedom, democracy and personal worth; 
even though observation of actual examples of work organisation, and of

jteaching, must suggest that this view is espoused in theory more widely
than it is observed in practice. However, irrespective of personal

there
philosophy, if the subject of chapter 4 may be anticipated / aire at least 
two sound reasons for those involved in managerial development to take 
an "agent" view of learning. One, already argued, is that the behaviourist 
theories on which the "patient" view is based represent, taken on their own, 
too simple a framework for the understanding of adult human learning: 
cognitive and related theories which underpin the agent view are the more 
plausible for taking greater account of the complex variables of human 
behaviour, even though that very complexity makes experimental demonstration 
infinitely more difficult.

The second reason for taking the agent perspective on learning is that the 
nature of management presented in chapter 2 ("the search for the best use 
of resources in the pursuit of objectives subject to change". Keeling,
1972, op.cit.) as being generally appropriate for the large complex 
professional organisations within changing environments discussed in 
chapter 1, almost by definition places a high value on the self-reliance, 
initiative and flexibility of managers. To a greater or lesser degree, 
depending on the role, it is therefore requisite for such managers to act 
as agents rather than patients. Consequently, and notwithstanding cases 
where extant managerial performance suggests otherwise, the management 
teacher must make at least the working assumption that managers are actually
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or potentially capable of behaviour which is compatible with an "agent" 
view of man.

These assumptions will be evident in the following generalisations, about 
human learners generally and about adults in particular, which - as 
discussed at the beginning of this section - have their origins in 
accumulated empirical experiences of teaching rather than in theories of 
learning, although some evidence of prospective insights arising from the 
synergistic interaction of these two distinct but complementary perspectives 
may be apparent.

They inevitably overlap, so that the classification is somewhat arbitrary. 

Nevertheless the first and second generalisations, whilst illustrated 

from various sources, relate to all human learners, and aim to provide 

a backcloth against which thé distinctive character of adult learning 

may be seen more clearly in the third generalisation.

B . 1 .

That Human Learning is a Highly Individual and Largely Invisible Process.

That learners are not all alike is a platitude, but its particular significance 
for the teacher lies in the fact that the more tangible differences - of age, 
of sex, of educational attainment, even (to the extent that they can readily 
be measured) of intelligence and personality - provide no certain guide 
to the prospects of success in learning. Other differences betiveen people - 
for example in their pace of learning, in their preferred style and strategies 
of learning - appear tohave considerable Influence on the outcome.

Piaget’s systematic observation of children’s behaviour (see e.g. Flaveil,
1963) has postulated three main phases of development, each with several
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sub-stages, through which every child passes; but there is no equivalent 
framework on which to base any confident assumptions about adult learning, 
although Thompson (1971)» echoing Hebb’s work discussed earlier (19^9, 
op.cit.), makes the general point that the brain which is kept active 
preserves its netifork of interconnections longer than the inactive brain, 
so that the effects of ageing are not beyond voluntary control. The basic 
model which Thompson offers in her analysis of adult learning, notwithstanding 
sixty years of effort by physiologists and psychologists to expose the 
underlying processes, remains that of:

"a closed black box whose contents and workings are inaccessible.
Clues can be obtained, as far as possible, from what "goes in" 
(information, techniques, others’ attitudes etc.), examining what 
"comes out" (behaviour, skills, opinions etc.) and thus deducing 
what went on in between. The box itself contains impressions of 
the learner’s previous experience, which will influence the learning 
so that the output cannot be predicted from the input".
(Thompson, 1971, op.cit.)

The analogy is crude, but the experience of powerlessness to "produce" 
a desired output of learning from an apparently appropriate input of 
teaching, with no ready means of identifying which of the seeming multitude 
of intervening variables may be responsible, must be a universal experience 
of all teachers.

Indeed the prospect of deducing what occurs inside Thompson’s black box 
from what goes in and what comes out is further limited by the fact that 
the reporting of those inputs and outputs frequently depends on the 
learner’s own "perception" of them - a selective, classifying, interpretative
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awareness of the environment - which is not independently verifiable, 
whilst a change in perception may not be followed by any particular 
overt act from which a deduction can be made. This has a major bearing 
on the choice of methodology for assessing learning changes and on the 
reliance that can be placed on the resultant data.

It is unlikely that all the variables affecting the learning process 
as between one person and another can be accurately identified and 
explained by means which the practising teacher could make regular use 
of in facilitating learning, but amongst those which experience may 
suggest he needs to take into account, particularly in adult education, 
are individual differences in the pace, style and strategy of learning.

The pace of learning for humans is far from being a constant, and the 
assumption that a group of learners should, or could, progress evenly 
together as a unit over long periods of time implies a denial of that 
fact. Private study, correspondence courses, self-tuition packages, 
programme!instruction, teaching machines, computer assisted instruction, 
and self-paced learning methods generally, do recognise these individual 
differences of pace and, in certain fields of study, help learners to 
progress at their own speed; and are capable also of assisting the 
diagnosis and remedy of differences in the entry behaviour of learners 
before group study begins.

An example may be cited from the report of a research project commissioned 
by the DESS to investigate the scope for the application of educational 
technology to management training (Whitlock, 1977)• It was recognised 
that the vast majority of existing self-instructional texts have been 
concerned with passing on knowledge, most successfully where the material
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is factual, une ont rover sial and logically well-structured; and one of
the project outcomes is a programmed text on Performance Appraisal for
Nursing Managers, designed to go beyond the transmission of knowledge
to develop skill in judging performance standards and to encourage a
positive attitude towards appraisal. But for the present purpose the
more important of Whitlock’s conclusions is that, even if programmed
texts could do no more than convey facts in a form that learners can
absorb in their o\m time and speed, helped by the rapid feedback of
individual results that programmed instruction makes possible, this can 

amongst’ learners a more even
assui^/ basic knowledge of a topic whose wider implications can subsequently 
be explored in discussion with a teacher during a training session.

Better uses of a teacher’s time and talents than the conveyance of 
factual information represent also a potential benefit of programmed 
instruction in the opinion of Borger and Seaborne, who conclude their review 
in the following terras:

"Above all there is a need for large-scale and well-planned 
research into the use of techniques and machines which, 
paradoxically, promise to return to education some of the 
concern for individual development that is at present in 
danger of disappearing". (Borger and Seaborne, 19^6, op.cit.)

Another characteristic of individual difference lies in the marked 
variations in the style of learning which can be discerned. Kolb,
Rubin and McIntyre (197^) conceive of learning as a four-stage process 
wMch is illustrated in figure 13• Immediate, concrete experience 
is seen as the basis for observation and reflection; these observations 
are assimilated into a "theory" in the sense of abstractions and
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generalisations from which new implications for action can be deduced; 
these implications or hypotheses then serve as guides in acting to 
create new experiences. Kolb’s argument is that, since learning is 
cyclical in nature, the effective learner needs four distinct kinds 
of ability - concrete experience, reflective observation , abstract 
conceptualisation and active experimentation - and that the cycle is 
continuously recurring in each of us since man is constantly testing 
his concepts in experience and modifying them as a result of his 
observation of the experience. Indeed it is the stress placed on the 
role which experience and experiment play in the learning process that 
distinguish this approach from other cognitive learning theories which 
have tended to emphasise the influence of reflection and abstraction.

But the "cycle of learning" theory has emerged primarily from the 
teacheife observation of variation in the learner’s mental processes.
These processes are directed by individual needs and goals, influenced 
in turn by the individual’s hereditary equipment, past life experience 
and current situational demands, so that most people develop learning 
styles that emphasise some learning abilities over others. This particular 
generalisation is accompanied by an instrument for use with learners - 
the Learning Style Inventory (Kolb, Rubin and Mcln'tô e, 1971) - which, 
although based on self-rating by a method that tends to exaggerate the 
differences - somewhat, does strikingly demonstrate the considerable 
diversity which exists between individuals in their preferred learning 
styles.

in chapter 4
Further reference will be made/to the implications of this for specifically 
managerial learning; but the present purpose is served
by arguing that, whether knowledge of variations amongst individuals’ 
preferred learning styles is used to build on existing strengths or to
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attempt a better balance between all four kinds of learning, there is 
in this aspect of individual difference another important variable 
affecting the way humans leam.

A further element of individual difference between human learners, which 
is also largely invisible, lies in the strategy of learning they adopt. 
Research into the complex learning attempted at schools and universities, 
by contrast with the highly simplified learning situations typical of 
laboratory experimentation, has begun to show that there are marked 
variations in the methods by which learners set about studying, revising 
and organising their work generally. In current research I. F. Thomas, 
professor of human learning at Brunei University, has been attenpting 
to identify different strategies of learning, and their effectiveness for 
individual students, by electronic recording of their characteristic 
patterns of assimilating written material and relating this to the nature 
and amount of information subsequently retained, with the ultimate aim of 
widening the choice of strategies for learners to use in their study 
methods (Thomas, 197^).

Efforts of this kind on the part of teachers to enable learners to study 
more efficiently, by methods they themselves select to suit their own 
individuality from a wider-than-usual repertoire of strategies, represent 
movement towards the learner’s autonomy and control over the learning 
process. Such a movement has considerable underlying significance for the 
concept of continuing education where the need to un-leam and re-leam 
in response to the "knov/ledge explosion" and the demands of a rapidly 
changing environment place a heavy premium on learning to leam. Another 
contribution to this end is coming from those who aim to help learners 
recognise and develop the potential capacity of the human brain. Buzan 
(1971) cites Omstein’s (1969) work on the measurement of patterns of
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electrical activity emanating from the two sides of the brain, finding that 
the left side activates cell networks related amongst other things to 
language, logic, mathematics and analysis; whilst the right side is 
concerned with imagery, rhythm, daydreaming and creativity. Arguing that 
both broad types of mental activity are needed by the learner, but that 
in school and vocational education the right side (imagination-related) 
has typically atrophied for lack of use compared with the left side (logic- 
related), Buzan and his colleagues in the Learning Methods Group have 
developed strategies for aiding concentration, memory, reading, note-taking, 
revision, etc. which bring the imaginative qualities into play, and the 
constructive use of short but frequent breaks in study so that whilst the 
left side is rested the right side of the brain can creatively reflect on 
the data gathered by its logic-orientated analogue. A general assessment 
by the researcher of senior NEIS officers’ responses to this approach during 
and after management development course (White, 19?8b) records 
its inpact in raising many of these adult students’ individual capacity to 
leam and work more efficiently than the study methods inherited from school 
and professional training generally encourage.

Such attention to the imaginative, non-rational component of learning serves
as a reminder that, amongst responses to this one proposition concerning
individual differences amongst leamers, the distinctive but complementary
character of behaviourist and cognitive approaches can still be discerned.

the behaviourist
Programmed instruction reflects / emphasis on the careful dissection,
structuring and sequencing of the material to be assimilated so as to guide 
the student’s learning, to shape his behaviour, along a predetermined path. 
This is a legitimate response to individual differences in the pace at 
which, and the starting point from which, learning takes place; but in 
leaving as little as possible to chance it sets strict boundsiries to the 
scope of the learning through the programme designer’s control of content
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and method. Programmed instruction does not, in itself, facilitate 
unplanned learning beyond those bounds through the creative insights 
and inferences which come through imaginative reflection; and leaves 
the learner no better equipped to cope by his own volition with any 
obsolescence in what he has learned.

A strongly contrasting, but equally legitimate, response to individual 
differences amongst leamers is to help them to recognise and develop 
their own styles and strategies in ways that increase their control, 
rather than the teacher’s,over their ov/n learning, including their 
capacity for future learning. This learner-centred perfective is much 
more compatible with the cognitive,"agent" view of human learning. Indeed 
an anthropologist (Hall, 1966) reminds us that, from childhood onwards, 
there is in the imitation of models a great deal of informal learning, 
where whole clusters of related activities are leamed at a time, often 
without realising that they are being leamed or that there are rules 
which govem them and certainly wiüiout any conscious teaching taking 
place. As Professor . Thomas said at the British Association for
Commercial and Industrial Education conference on Improving Industrial 
Learning (July 1977) 1 much learning is not pre-designed to achieve known 
targets for which training objectives exist, but is unplanned and seen 
only in retrospect. Learning of this nature, being virtually unpredictable 
and uncontrollable, will inevitably vary enormously from one individual 
to another.

In this context it is worth adding that the teacher too functions in ways 
that are intensely individual and largely in"'/isible. In a recent paper 
which explores the tutor/leamer interaction,Binsted and Snell write of 
the process by which a communication is generated by the "tutor" (which 
they define as representing all those involved in the learning process such 

as teachers, trainers, consultants, etc.):
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"The question as to what the process of generation is inside 
the tutor seems to be very complex... We know that the tutor 
has some plans and intentions which, by some process we label 
"generation", he converts into behaviour. This in no way 
illuminates how this process works. Hence the analogy with 
the black box: we can describe the input and the output, but 
not the process by which this is accomplished." (Binsted and 
Snell, 1978).

Over recent years a great deal of work has been done on learning 
differences amongst people by the Industrial Training Research Unit 
at Cambridge. In one study, (Belbin and Toye, 19?2) discovery methods 
(of learning the meaning of new words) were found to be more effective 
than memory methods for retention (tested after 3 weeks) in the case 
of clothing operatives aged kO or more, managers aged 35 or more.
Higher National Diploma students and university students in engineering 
and mathematics, but not in the case of 13 year old grammar-school 
children and training instructors. The details are less important 
in the present context than the authors’ conclusions, which aptly 
summarise the individuality of human learning:

"In looking at these results we must be struck by the 
futility of recommending particular methods of instruction, 
or of learning, in vacuo. Psychology as a science is steadily 
pointing in the direction of individual differences rather than 
towards the prescription or definition of universal abilities 
or characteristics. This is a point that needs to be considered 
in training .... Our division of people into managers, instructors, 
operatives, students and so on, is only one way of classifying
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people, and a rough and ready one at that. Within each of 
these classes there can no doubt be found as many differences 
as exist between them ... Our task is to find the criteria 
which most effectivÆy sort people into their preferred learning 
conditions. Those are unlikely to be as simple as ’operative*, 
’technician’ or any other occupational label. In the present 
state of knowledge, teachers and instructors will be well advised 
to look beyond their own habits of thought so that they are not 
tempted to force ’the method’ on everyone they teach."
(Belbin and Toye, 1972, op.cit.)

B.2.
That Learning requires Motivation, Attention, Assimilation and Reinforcement

This empirical generalisation brings together a number of propositions
which extend the perspectives on human learning from the invidual%
own capacity to leam (the focus of the first generalisation) to include
the processes of receiving and retaining what is leamable. Such
propositions include the view that preconditions for learning include
the learner’s motivation and attention, which are in some degree capable

and
of being stimulated and sustained;/that the assimilation of learning 
can be enhanced by effective teaching strategies and reinforced by 
practice»

This perception is therefore of learning as a necessarily active process 
on the part of the learner, and one which a co-operating teacher can 
positively facilitate though not control. It implicitly rejects the 
passive view of the learner as a recipient of what McGregor (1960, op.cit.) 
calls the "grease gun" treatment and also the purely rational assumption 
which underlies much traditional pedagogy, ignoring the affective element
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in the learner's reception of teaching, namely:

"...the idea that men are eminently rational and 

behaviourally responsive to new information 

that change comes about as persons are exposed

to knowledge: when one knows the truth, one

responds to it by changing."

(Hornstein, et al, 1971)

Experience of teaching suggests otherwise.

6.2 .1.
Motivation Although no generally accepted and tested theory yet exists 

to explain the working of all the underlying processes, it is an axiom 

of everyday experience in teaching that ability is a necessary, but not 

in itself sufficient, condition for learning. .To move from "can do" to 

"does do" requires at least one intermediate variable which may be 

expressed, over-simply, as motivation - "wanting to do" - and in the 

present context this implies the learner's predisposition to learn, as

opposed to the sustaining of his learning once begun. As Bolton puts

it in his review of research, including gaps in research, relating to 

training in the 1970s:
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"••• there are other variables to be investigated which may 
prove to be as relevant as any knovm ones. There are questions 
of personality and wider factors of motivation which may determine 
whether people find it easy to leam in a particular way or whether 
they 1-0.11 really want to leam at all....The old proverb about 
leading a horse to water may still have some relevance to training." 
(Bolton, 1976).

V/hilst it is not necessary for the present discussion to attempt a 
detailed analysis of the concept of motivation, two of the elements on 
which learning motivation appears to depend are recognition of the 
need to leam and recognition of the relevance to that need of the 
learning available. From this it may be argued that the positive 
motivation which we may paraphrase as "owning" the responsibility to 
leam can best be achieved by involving the student in the processes of 
establishing the learning needs on which teaching is based, with the 
consequently heightened prospect of perceiving the relevance to some 
valued purpose of the learning subsequently offered, and of associating 
it with what has been previously leamed. In linliing motivation with 
individual perceptions of need and relevance we have of course added 
further to the list of individual characteristics on which leamers may 
legitimately differ one from another. And in general it may be said 
that the learner’s criterion of relevance becomes harder to satisfy as 
the extent of his experience and the specificity of his learning needs 
increase with the progression from general education through vocational 
training into employment experience.

However, the learner’s motivation, seen here as a predisposing influence 
on learning, is not beyond the teacher’s capacity to earn and enhance. 
Mager (1968), discussing students’ attitudes towards learning in the
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light of classroom experience and empirical studies, regards favourable 
attitudes as evidenced by observable approach ("moving tov/ard") behaviour 
on the part of the learner, which is increased by pleasant conditions 
surrounding the subject or activity offered for learning, the desirable 
consequences believed to follow from, contact with it, and the positive 
way in which admired others react to it. Operationalising the consequent 
objective of the teacher that "at the end of my influence over the student, 
when in the presence of the subject of X, the percentage of approach 
responses made by him will be at least as great as when he first 
arrived", Mager urges the teacher at least to remove or avoid aversive 
influences on the student, such as anxiety, frustration, humiliation, 
boredom and physical discomfort. More positively his advice to the 
teacher is to ascertain what the learner already knows; to show that 
all learners’ responses are recognised as attempts to leam; to reward, 
for example by signs of approval, leamers’ approach activity; to elicit 
leamers’ responses to test questions in private rather than in public; 
to relate new information to existing knowledge ; to offer leamers choice 
at least over the method and timing of instruction; and generally to 
exhibit approach behaviour himself towards the subject or activity.
Although the setting for Mager’s study was the high school and college 
classroom, these desiderata have greater, not lesser,force in post-experience 
teaching, where the need to recognise the personal and situational 
individuality of the adult and experienced leamer is even more pertinent 
to the enhancement of his motivation towards learning.

6.2.2.
Attention and Assimilation "The phenomenon of attention no longer seems 
one which can be omitted in the description of even the simplest behaviour", 
wrote Hilgard and Marquis (1961, op.cit.) in relation to the development 
of the earlier behaviourist S-R notions to take fuller account of the state 
of the stimulated and responding organism. Their assertion is certainly
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true of human learning, where the concept of "attention" has this in 
common with that of "motivation", that they both represent the state 
of the leamer; but attention is normally seen as taking the motivated 
learner’s generalised predisposition to leam to the point of active 
reception through his senses, of the stimuli (such as information, 
opinions and the fruits of reflection on a situation) which are capable 
of leading to learning.

Concentration, defined by Haynes (1977) simply as "focussed attention",
is needed to receive such stimuli into the short-term memory, whence
the learning may become more or less permanent through assimilation
into the long-term memory, depending on the effectiveness of processes
such as sifting, encoding and rehearsal. To be so received by focussed
attention the leamable material needs to be available in a form v;hich
the senses (vision, hearing, taste, touch, smell) can register, and
at a time when this entire reception process is functional (rather than at rest,
diverted elsewhere or overload ed). In this latter connection the oft
quoted demonstration by Treneraan (l93l) - that students who heard the
first 15 minutes of a talk were able to recall 4l/o of the information it
contained when subsequently tested, whilst those who heard k3 minutes
recalled 20^ - has obvious implications for the span of attention that
it is reasonable for teaching to be based on. This is particularly
true for older leamers whose short-term memory has begun to decline and
for whom there is consequently some urgency to "encode" (i.e. to establish
and confirm through association with existing loiowledge) what has been
received through focussed attention, before it is overlaid or disturbed
by fresh stimuli.

Quite apart from the short duration of attention, the element of unpredict
ability in the readiness to leam is familiar to teachers, who spealc of
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"seizing the teachable moment" when referring to the opportunism 
required in order to take advantage of the attention of leamers, 
unexpectedly made available after being previously denied. As 
Borger and Seaborne confirm;

"Most learning theories have not as yet taken account of such 
limited period readiness for leaming, but ultimately such 
phenomena will have to be incorporated." (1966 op.cit.)

And although they quote results from animal tests, with appropriate 
caveats about their application to human situations, to show how this 
readiness may depend on maturation and the foundation of earlier leamed 
experiences, the concept of "readiness for leaming" is useful in thinking 
about sometimes puzzling differences in the receptivity to leaming 
stimuli of the same people at different times. It is possible that 
Burgoyne, Boydell and Pedler’s (1978) notion of alternating engagement 
and digestion, discussed below, may help to explain this phenomenon.

However, the teacher is not powerless in his capacity to secure attention 
and facilitate assimilation. Amongst practices often found effective 
for such purposes are the use of the initial phase of teaching, when 
attention is at its highest, for such "scene-setting" and "signposting" 
as will demonstrate the relationship of the material to be learned to 
what has already been leamed and provide some structure to assist 
assimilation when attention has declined (e.g. Thompson, 1971, op.cit.) 
Another strategy is to provide frequent breaks during instruction , 
recognising that, although the learner’s span of attention is limited, 
a two or three minute break can inaugurate a fresh attention episode 
(Buzan, 1974 op.cit.)
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Summarising and planned repetition also encourage the assimilation 
process, and here the experience that leaming is promoted by the 
learner’s use of multiple senses suggests that such repetition may 
usefully take the form of offering complementary perspectives on the 
same material. For example a spoken lecture, accompanied by visual 
material and some obligation on the learner actively to record key 
points - possibly in a patterned form which shows relationships more 
effectively than linear note-taking (Buzan, ibid.) - and followed 
immediately by discussion (before attention has been diverted elsewhere) 
would represent a systematic attempt to focus the senses involved in 
listening, looking, writing and talking on to the subject-matter, in order 
to sustain attention long enough for assimilation to take place. Moreover 
the Industrial Training Research Unit’s work on the discovery leaming of 
new skills for adults (eg. Belbin, 1969) suggests that assimilation is 
promoted by first carefully assessing each learner’s existing skill and 
then by presenting him with tasks of graded difficulty in a planned sequence: 
thus each task is not beyond his unaided capacity to accomplish, which in 
turn facilitates the leaming of the next, somewhat more difficult, task.

B.2.3.
Reinforcement This finding of the Belbins serves as a useful reminder 
of the overlap and inter-dependence of the elements of Motivation, Attention, 
Assimilation and Reinforcement. These concepts have, somewhat arbitrarily, 
been brought together in an attempt to outline a proposition on the 
reception and retention of leaming, based rather more on generalisations 
from teaching practice than on deductions from leaming theory, though 
relating the two sources where possible. But the concepts chosen are 
far fmm being inutually exclusive. For Belbin’s adult leamers, for 
example, the self-evident mastery of a skill, carefully graded and 
introduced to help assimilation, itself provides reinforcement through 
immediate knowledge of results - and a source of motivation to attempt 

the next task in the sequence in a quest for the satisfactions of further
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reinforcement. It is not difficult to agree with Borger and Seaborne 
when they cautiously write;

"Asking ’what is reinforcement’ and ’what is involved in 
goal-directed, or motivated, behaviour’ may be related 
questions." (1966, op.cit.)

Present purposes are served not so much by exploring the reasons for their 
caution as by emphasising that the concepts being used here are not 
easily separable. Nevertheless, at this further end of the reception- 
retention continuum, where the leaming can be assumed to have been 
at least attained, reinforcement is here being used in its general sense 
to stand for actions which tend to confirm, establish and make permanent 
that leaming; in the organic metaphor the emphasis has moved from ingestion 
to digestion. This broader usage of the concept in discussing human 
leaming inevitably goes beyond the behaviourist interpretation of 
reinforcement in terms of specific rewards deliberately given to strengthen 
and shape desired aspects of behaviour. A fuller quotation from Borger 
and Seabome offers a rationale for this distinction:

"When it comes to reinforcement, the much greater complexity 
of human motives makes it unnecessary in most cases to use 
either direct tangible reward or to develop special reinforcers 
which may be more easily manipulated. The achievement of 
understanding and its associated correct behaviour may in most 
leaming situations be regarded as a goal the leamer wishes to 
attain, and an;' indication that a correct response has been made 
thus acts as a reinforcement." (Ibid.)
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So feedback represents for human leamers an important form of
reinforcement. "One of the best accepted generalisations in psychology
is that knowledge of results is a powerful aid to leaming" (Amett,
1971, op.cit.). This forms one of the basic principles of Programmed
Instruction, which has been seen earlier in this chapter as a working
model of one (behaviourist) theory of leaming, within the fairly narrow
limits implied by the need to predetermine the leaming outcomes, work
with material capable of structural analysis and dispense with the
personal interaction provided by teacher and fellow-leamers. Another
of its founding principles is the dividing up and sequencing of leamable
materials already discussed as a factor in the assimilation of leaming.
A third is its focus on the individual, recognising and legitimising - within
its limited field of application - differences of need, style and pace
elaborated above within the generalisation concerning the individuality
and invisibility of human leaming. Finally, and of particular significance
to the discussion of reinforcement, progress in programmed

instruction does not depend on comparisons with other members of a class,
comparisons which for a substantial proportion of any group of leamers

individual
are likely to be discouraging. Thus the/ leaming situation within which 
programmed instruction takes place may itself be conducive to personal 
reinforcement in the wider sense of the word, in addition to the specific 
reinforcement provided by rapid feedback of results.

Other actions within the sphere of good teaching practice can facilitate 
the reinforcement, and thus the prospective retention, of learning- 
Verbal and non-verbal indications of approval and encouragement on the 
part of the teacher for positive responses by learners may be seen as 

the classroom equivalent of the immediate feedback of results provided by 
programmed text or teaching machine,with the added prospect of being 
able to explain,to clarify, to illustrate by example and to relate to
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situations familiar to the particular group of leamers. Repetition -
though not to excess - and re-emphasis • through demonstration and practice
of key points represent further contributions to reinforcement: as 
Mager (1973) writes -

"One of the most pervasive instructional errors is that of
sending students away without having had practice doing that
which is the object of instruction, or of having practised 
only the parts and not the whole."

Indeed, teaching experience suggests that' little may be achieved by 
repetition unless it is undertaken in part by the leamer, preferably 
using more than one of his senses:

"For proper reinforcement, the message must go through the 
mind in different ways, and once at least in the man’s 
own words. The sort of thing that can help is to make some 
notes during a lecture, to write them up more fully that 
evening, and to tell the drift within a week to whichever 
is the most receptive -one’s boss, one’s wife or one’s mirror". 
(Hague, 1971)

This homely advice is similar in its essentials to the systematic use of 
revision schedules advocated by Buzan (1974, op.cit.) and his colleagues 
in the Learning Methods Group. For example they claim,and teaching 
experience confirms, that the brief but active review of what has been 
leamed before forgetting sets in, initially before the end of the same 
day, then a day, a week and a month later and finally every six months, 
typically prevents the level of retained leaming from falling and secures 
it firmly in the long-term memory, as an altemative to the very extensive
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loss of learning that takes place in the absence of systematic revision.
Indeed it is not uncommon to find that the initial reviews increase the 
leaming retained because of the additional perspectives gained by 
reflecting on the key points and their implications in the light of 
pre-existing knowledge and experience. This proposition has theoretical 
roots both in Skinner’s "schedules of reinforcement" (by which regimes 
for intermittent reinforcement, sufficient to prevent the extinction of 
established responses and varying in their ratios or intervals, have been 
successfully established to maintain laboratory animals’ leaming) and in 
Kolb’s "cycle of leaming", discussed earlier in this chapter (see figure 13), 
where the human capacity for reflective observation in the light of 
concrete experience represents a sequence of critical significance in 
extracting additional meaning from what has been experientially leamed. 
Hague’s point was previously put, more formally, by H e s s e l . i n g  in connection 
with the leaming available through courses:

"Recalls of leaming material at different points in the 
training course are useful in fixing material that is 
important and must be retained for a long time. To obtain 
increased insight the repeated experience must be put in a 
different frame of reference each time to prevent separation 
of the leaming subsystem." (Hesseling , 1966, op.cit.)

One practical expression of this approach is well established in the 
training of Royal Air Force officers, whose Basic Staff Course includes 
a 4^ day module aimed at reinforcing, through structured group exercises 
and discussions, the same staff procedures previously leamed over the 
preceding 18 months on an individual basis through a correspondence course 
(Richards and McCarthy, 1974). Recently V/atkin (1978) has drawn attention 
to the potential advantages for the NHS of just such a combination of
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individual and group study, following an extensive study of the costs 
and benefits of various forms of Distance Leaming used by the Armed 
Forces, the Open University and Correspondence Colleges.

The planned use of review strategies to aid reinforcement clearly 
implies the existence of intervening breaks. The relevance of brief 
rest breaks, as opportunities to restore attention in short-term 
learning, has already been discussed, but the facilitating effect of 
longer periods of disengagement from leaming must not be overlooked.
Burgoyne, Boydell and Pedler (19?8, op.cit.), offer a useful model
(figure 14) of successive re-engagements with a leaming goal, interspersed
with periods of reflective digestion, which portrays a widespread
experience of reality in the leaming of humans,- particularly of complex
tasks and concepts and those where the leaming consists largely of adjustments
to change or the acceptance of unwelcome information. This contrasts
strongly with the conventional model of the straight and uninterrupted
path between the leamer and his goal: Yates (1979) cites a number of
instances in which the leaming of doctors, about the relatively
inefficient vreiy in which they were using their hospital beds, was
achieved more successfully, and with a more positive response, when
undertaken in stages over a period of some weeks rather than at one
sitting.

However, perhaps the most powerful and relevant form of leaming 
especially

reinforcement,/for adults whose leaming is often acquired precisely 
because of its relevance to existing or prospective work tasks, is 
constituted by its actual use in real situations. Unless the 
leaming has been acquired in and through work itself, it requires 

to be transferred, transplanted, from the place of leaming to the 
place of working, where it will atrophy for lack of use unless
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reinforced by application . Of course if the leaming is
not meaningful to the work the person does or could do, retention 
is even less likely.

This represents a higher criterion of successful leaming than 
practice or demonstration in simulated situations, and significantly 
extends from the classroom to the workplace the arena wherein the 
processes of leaming may be helped or hindered. Its particular 
significance to this research will be made apparent in chapter 6 , 
where the evaluative task is defined in the light of the extent of 
this arena of learning and its use. But this discussion of the 
reinforcement of leaming - through knowledge of results, through the 
enlistment of multiple senses, through systematic review and practice, 
through application and use - has a double relevance to the function 
of evaluation. In the first place the evaluative process can itself 
be used to actively encourage positive reinforcement of what has been 
leamed; for example, in the report of a study which first attracted 
the researcher's attention to the possibilities of using evaluation not 
merely to assess but also to increase the benefits of teaching, Hannon 
and Glickman ( 1965) offered evidence that asking about follow-up 
discussions between the trainee and his superior increased the likelihood 
that such discussions would actually occur and that such follow-up 
in tum made it more likely that the training would be applied at work. 
This is a practical example of the "Hawthome effect" - the phenomenon 
that evaluation itself modifies the situation being evaluated - and 
of this Hamblin says:

"Since the Hawthome effect cannot be eliminated or 
ignored it seems better to accept it and put it to 
positive use ... Evaluation is not merely a way of
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finding our whether training was good or bad; it can 

in itself be an important part of the training, in the 

sense that it helps people to learn". (1974, op.cit.)

The second of the links between evaluation and the reinforcement of 

learning lies in the common experience of teachers and learners that 

learning achievements are prone to decay if they are not promptly 

reinforced by use, so that subsequent evaluation may find few traces 

of learning left that can be related to its source.

"In the absence of short term reinforcement either 

knowledge or attitudes may stick to reappear later, 

but by that time there can be no proof of their 

connection with the course." (Msint, 1970, op.cit.)

B.2.4.

Blocks to Learning It is appropriate here to refer briefly to the 

barriers commonly experienced as inhibiting, or preventing altogether, 

the learning of adults, since these blocks are relevant to various 

elements in the reception-retention continuum from motivation through 

attention and assimilation to reinforcement. Moreover, as has been 

illustrated elsewhere in the context of this particular generalisation, 

the role of the teacher is potentially active, in this case helping to 

diagnose and remove the blocks preventing individual learners from 

developing.

Considerable effort has been devoted to this problem by researchers 

at Sheffield Polytechnic. Initial attempts to identify and group blocks 

to learning draw primarily on teaching experience rather than any 

framework of learning theory (inevitably so in the light of discussion
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earlier in this chapter concerning the limitations of theories of 
leaming for the practice of teaching) and the variations of 
classification used in successive descriptions of work in progress - 
Temporal (1976); Temporal and Boydell (1977); Burgoyne, Boydell and 
Pedler (197&, op.cit.) - suggest some of the difficulties involved. 
However, the most recent of these formulations, concentrating exclusively 
on blocks within the individual limiting his ability to leam, by 
contrast with blocks arising from an unfavourable environmental climate 
included by Temporal (1976, op.cit.), offers examples within four broad 
categories.

"Emotional blocks" are regarded as due primarily to personal apprehensions 
and insecurities, producing a reluctance to take leaming initiatives, 
or to use what has been leamed. Such blocks include fear of failure 
or of looking foolish, excessive impatience to make progress, reluctance 
to tolerate ambiguity or uncertainty, and inability to relax.

"Cultural blocks" are seen as consequent upon the influence of local 
norms of expectation as to what constitutes acceptable behaviour and 
as inhibiting - often in combination with emotional blocks - the 
individual's exercise of imagination, curiosity and boldness in his 
leaming. Such blocks include the desire to conform to customary ways 
of functioning, the inability to challenge other people (particularly 
those of higher status), and excessive faith either in logical analysis 
to the detriment of emotions and intuition or in emotions and intuition 
at the expense of dispassionate logic.

"Perceptual blocks", it is argued, are capable of obscuring the real 
nature of a situation and arise from fundamental weaknesses of judgement 
requisite for leaming. Such blocks include reluctance to examine the
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situation from various viewpoints, inability to isolate the real 
issue, failure to check the underlying assumptions, and the disposition 
to perceive only what is already expected.

"Intellectual blocks" are believed to be caused by inadequate previous 
leaming and to result in an inadequate choice of mental tools for 
effective learning. Such blocks include inadequate pmblem-solving 
strategies, the lack of appropriate "languages" (eg. mathematics, 
finance) needed for certain forms of leaming, weaknesses in particular 
mental abilities (e.g. spatial, verbal, numerical), and inability to 
cope with more than one leaming activity at a time.

There is in this selection of diverse leaming problems considered 
detrimental to everyday leaming, and presented here in the groupings 
used by Burgoyne, Boydell and Pedler (Î978, op.cit.), a varied and 
overlapping mix of causes, symptoms and effects for which, as Temporal 
recognised in his 1976 interim report, a fully adequate classificatory 
framework does not yet exist. It is tempting to suggest, following 
the discussion earlier in this chapter conceming the prospect of a 
synthesis of theoretical perspectives from the behaviourist, cognitive 
and cybemetic traditions, that a satisfactory analysis of the nature 
of blocks in the leaming process could come only by taking account of 
the state of the leamer, the state of his environment, and the 
stimulus and response interaction which relates the one to the other 
in a total E-S-O-R sequence. Within and between each of these elements 
learning incapacities and blocks may exist and, as in any other 
thrombosis, blockages can only be located by scanning the entire 
system.
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It seems possible, therefore, that the parallel research at Sheffield, 
on organisational leaming climates, complementary to that on personal 
leaming behaviour, may provide insights leading to further modification 
of the framework for classifying blocks to learning, V/hat is germane 
to the present empirical generalisation, however, is the undoubted 
reality of such blocks to the realisation of the full leaming potential 
of many learners, particularly adults, and the opportunity for effective 
teaching to facilitate leaming by helping to remove some of the 
inhibiting blocks.
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B.3.
That the Adult Learner has Certain Unique Characteristics

If the first empirical generalisation was concerned primarily 
with the internal state of the individual learner, and the second 
with his capacity to receive and retain learning with the help of 
the teacher, this third generalisation introduces the element of 
age by emphasising the effect of the maturing process on the 
adult's use of learning opportunities*

In the course of earlier discussion in this chapter attention 
has been drawn from time to time to some of the factors which are 
characteristic of adult learning (such as the effect on the learner's 
motivation of the perceived relevance to his work of the material 
offered for learning, and the reduced efficiency of the older 
learner's short-term memory) so that extensive further elaboration 
is inappropriate* Bather it is a matter of dra\djig together into a 
more orderly framework the features which distinguish the adult 
learner from younger learners, of identifying the maturing processes 
involved, and of suggesting some implications for effective adult 
learning* This forms a specifically relevant preface for the 
following chapter on managerial learning and development, since the 
manager is primarily an adult who has additional.role-related 
accountabilities within an organisational system*

Knowles (l972b) identifies four principal ways in which adults 
differ from youth as learners, and these crucial differences organise 
and summarise much of what can usefully be stated about specifically 
adult learning*

The adult is self-directing.

IVhereas the child, at least in much traditional general education, 
regards himself as dependent on the teacher for instruction - a
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dependence which may, as we have seen, persist through professional 
training to colour the learner's initial expectations of post
experience education - the adult is capable of independence and has 
a need to be treated as a responsible, self-respecting, self
directing learner .

One important consequence of this for teaching practice is that
any hint that the adult learner is being treated, or even thought of,
as inferior in status, or as someone who can be told what to do, is
likely to be deeply resented. A second implication is that the
learnings which an adult is most highly motivated to attempt are
likely to be those he diagnoses as needing himself. Thirdly, it is
a recognition of the adult's self-directive capacity for him to be
offered an active role in planning, selecting from alternatives,
conducting and evaluating his own learning experiences: he may need
help to do so, but not to do so at all would represent a denial
of his adulthood.
6.3.2.
The adult has accumulated experience. Simply by virtue of having 
lived longer, any adult has acquired more experience than he had as 
a youth; but the determining factor is not so much that of age in 
itself,as that of employment, because such a powerful and continuing 
influence as work experience - present and prospective - forms an 
immanent part of the adult learner himself and provides a natural 
criterion of relevance for all employment-related learning.

The implications of this are considerable. One that has alj?eady 
been referred to above is that teaching perceived as incompatible 
with experience, or with the attitudes shaped by experience, may well 
be rejected or ignored. A second is that, because of the variability 
of that experience, the teacher cannot safely make generalised 
assumptions in advance about what adult students already know, or
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need to kno'v; so that learner and teacher may often need to discuss 
the relative utility of various learning options in the process of 
negotiating an individual study plan tailored to previous and requisite 
experience (Binsted and Snell, 1978, op. cit.). A third is that the 
shared experience of learners is likely to represent an invaluable 
learning resource in its own right of which the teacher is wise to take 
full advantage, helping to build new learning,, new concepts for testing, 
on the foundation of existing concrete experience that he has encouraged 
learners to examine reflectively (Kolb et al., 1971, op. cit. and 
figure 13). A fourth is that the greater experience of the adult is 
not an unmixed blessing in that, if it has been extensive but narrow, 
it may contribute to difficulty in seeing wider considerations or the 
possibilities of change, to the point where some deliberate attempt 
at "unfreezing" such limitations of perspective may be indicated.

This problem of restricted early experience recalls Borger and 
g.eaborne's discussion of how learning capacity is developed in the 
light of the work, amongst others, of Piaget (Flavell, 1963, op. cit.) 
and Hebb (1949, op. cit.):

"Much of the ... work we have considered has a similar 
theme, the dependence of later learning on earlier learning 
and the absence of specificity in the early learning. The 
general notion in many experiments, while varying enormously 
in detail, has been that certain types of early experience, 
rich versus impoverished ... has beneficial effects on later 
learning capacity" (Borger and Seaborne, 1966, op. cit.)

Finally, since one definition of learning itself,is the modification of 
behaviour by experience, the adult may be enabled to learn most 
effectively through the personal involvement offered by experiential
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learning methods (as opposed to expository methods): this approach places 
the learner in a situation where accelerated experience is available 
through the attempt to:

"a. develop and magnify an environment which is meaningful 
to the participant

b. so that he may experiment with regard to what he is 
being told in a

c. relatively risk-free (although not anxiety-free) environment
d. to enable him readily to test the data with which he is 

experimenting
e. and become aware of his relationship with regard to it 

and others
f. to attempt to internalise the information in a way that 

makes sense to him
g. whereby he can grow personally." (Roskin, 1976, op. cit)

6.3.3.
The adult's readiness to learn is different. Children and youth in
school accumulate learning in a relatively logical, extended and
progressive sequence, building new learning on existing learning with
the help of subject curriculums designed around this principle of
order; whereas adults' learning development is more canplex, being
influenced by diverse work-related tasks often competing with each
other for the learner's attention and crossing or ignoring the
boundaries imposed by logical subject development. This produces
substantial and to an extent unpredictable variations amongst individuals
and situations as to who is ready to learn what and when. The
operational consequences for post-experience teaching of such
differences in readiness to learn include the conscious effort to
link teaching firmly to learners' current awareness of work-related
needs, and the high sensitivity to the "teachable moment" already referred to.
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The adult's learning is problem centred. Associated with, and to a 

degree underlying, these differences in the readiness to learn is the 

youth's tendency to think of learning as the accumulation of a reservoir 

of knowledge which he hopes to draw on later with a time perspective of 

postponed application. By contrast the adult is inclined to view learn

ing more often as a means towards greater effectiveness in dealing with 

current problems of life and work, the time perspective generally being 

short-term. Given this concern for tangible and not-too-long-delayed 

consequences from the learning effort, adults are likely to see learning 

experiences organised around realistic problem situations - including 

their own - as generally more relevant and purposeful than those which 

are organised around subject disciplines. Another implication of this 

immediacy of time perspective lies in the importance, already attributed 

on grounds of reinforcement, of providing an adult with the opportunity 

to practise a newly learned ability as soon as possible, preferably 

under conditions that assure reasonable success. The point and purpose 

of so doing will not be lost on the adult whose rationale for learning 

is to cope more effectively with life and work problems.

B.3.5.

The maturing process. Although it would be unwise to define the adult 

as a necessarily mature learner, the preceding discussion of four charac

teristic differences between the youthful and the adult learner implies 

that maturational processes are at work which, as we have seen, have 

important teaching implications. Such processes, though differentially 

effective as between individual adults, do not cease to have effect at 

any particular age. Thus Burgoyne, Boydell and Pedler (1978 op.cit.) 

are justified in drawing from Knowles' earlier work (1970) the concept 

of "the mature learner" in order to describe the adult who has continued
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to develop in a number of ways that may briefly be added to complete 
the picture of adult learning.

The mature learner has developed not merely from dependency to 
autonomy, as has already been discussed, but from ignorance to insight: 
knowing by acceptance on trust is not enough in itself for the mature 
learner, who wants a personally satisfying explanation that gives 
meaning to what is learned. From possession of a limited number of 
shallow abilities he has developed a repertoire of deeper capacities, 
often including specialised competence which may exceed that of the 
teacher. The mature learner has moved from a negative to a positive 
self-image, being aware of his strengths without false modesty and of 
his weaknesses without guilt or anxiety. He has developed from self- 
centred learning to the altruism which provides help for other learners 
without any tangible reward. And - of special relevance to professional 
and manaigerial life when there is often no "one right way" - he has 
progressed from a need for certainty to a tolerance for ambiguity.

But possibly the pre-eminent sign of maturity in the adult is 
knowing how to learn. This is far from being a mere aphorism, for 
learning to learn represents for the adult an essential response to 
the increasing pace and scope of change affecting his working life, 
as well as the basis of a continuing social adaptiveness for self
development. The size of the former problem - of coping with the 
exponentisil burgeoning of relevant technical knowledge and skill - is 
schematically represented by figure 15, which is taken from an
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investigation by Syracuse University (1973) into the requirement for 
continuing education on the part of health care personnel. The latter 
challenge - of developing a personal capacity to absorb change 
responsively - is exemplified by one of Carl Rogers' principles of 
learning:

"The most socially useful learning in the modem world is 
the learning of the process of learning, a continuing 
openness of experience and incorporation into oneself of 
the process of change" (Rogers, 1969)

In this light, it may not be too much to say that the true purpose 
of "education" - aptly defined by Skinner as "what survives when what 
has been learned has been forgotten" (New Scientist, 21 May 1964) - 
is less to guide people to information, of which much will soon be 
obsolete or forgotten, than to enable people to learn and adapt without 
specific guidance. In this view education is a preparation for a process 
intended to continue throughout career and life, equipping the learner 
to cope with situations which have not arisen before.

The mature learner will have met two pre-requisites for this kind 
of life-long development. One is to have become aware of his own 
capabilities as a learner:

"This understanding of learning strengths and weaknesses 
helps in the back home application of what has been learned 
and provides a framework for continuing learning on the job. 
Day-to-day experience becomes a focus for testing and 
exploring new ideas. Learning is no longer a special 
activity reserved for the classroom, but becomes an integral 
and explicit part of work itself." (Kolb et al., 1974, op. cit.)

The second pre-requisite is the adoption of a proactive approach to
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learning. Whilst much traditional pedagogy tends to keep the learner 
in a dependent role, reacting to the teacher's stimulus,

"... (this) is a poor preparation for continuing to lea m  
throughout a lifetime, which is what we are about in adult 
education ... we have an obligation to help our students 
leam other- proactive - ways of learning. For in adult
life learning will take place for the most part only if
the learner takes the initiative." (Knowles, 1972a).

These propositions on the signs of maturity add further light and 
shade to the picture of the adult learner that has been presented here,
and to the extent of its contrast with the younger or immature leamer.

As a counter to any over-emphasis of that contrast, (Mant, 1972) 
argues against the view that infant leaming is somehow distinct from 
school leaming, is somehow distinct from university leaming, is 
somehow distinct from adult learning, and so on. Believing that the 
most efficient model to be observed is the remarkable scope and rate 
of leaming accomplished by the young child, he points out that the 
wise parent or teacher "simply provides the kind of environment in 
which the child will want to leam, adds some tools for learning, and 
then leaves the child to cast about for useful experience..... the nub 
is in exploration and discovery". From this he draws the analogy with 
designs for continuing education which combine adult responsibility 
with the spontaneity of childlike learning, citing examples such as 
the Action Learning of Revans (1971)» and the Joint Development Activities 
of Morris (1975) which have in common a carefully designed learning 
environment, challenging assignments, motivated discovery and the 
use of teachers as resources - the very conditions in which child 
learners thrive too.
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In fact this is a comment on underlying similarities of certain 

experiential design principles rather than on similarities between 

child and adult learners themselves, and does not contradict the generali

sation here reviewed. What Mant's analogy does usefully invite atten

tion to is the relevance, but also the rarity, of active, student-centred 

learning in education. Einstein is credited with saying not only that he 

never taught his pupils, only attempted to provide the conditions in 

which they could learn for themselves, but also that it was nothing short

of a miracle that modern methods of instruction had not yet entirely

strangled the holy spirit of curiosity... More recently Borger and

Seaborne were able to write:

"Although lip-service is often paid to the importance of 

active student participation, a look at educational 

practice... does not suggest that the activity of the 

learner is regarded as a vital component of the learning 

process as such." (1966, op.cit.)

There is more evidence now than was apparent twelve years ago that an 

individualised, student-centred, project-focussed approach is gaining 

ground, albeit slowly, in educational practice, although it is no part 

of the present purpose to assess its utility and impact in different 

fields. What can, however, reasonably be asserted, on the basis of 

the three generalisations discussed here - that learning is an individual 

and predominantly invisible process; that it requires motivation, atten

tion, assimilation and reinforcement; and that the adult learner has 

certain unique characteristics - is that such an approach appears to 

match the essential realities of adult learning.
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Chapter 4

A VIEW OF îvIANAGEPJAL LEARNING

"It might be that we shall end up 

with some clearer ideas about just 

how it is that adults l e a m  to run 

things properly; or, to put it more 

acceptably, with a workable theory 

of management development"

Alistair Mant

Summary

The attempt is made here to bring together the main implications 

of the studies of organisation, management and human learning 

undertaken in the preceding chapters, in order to present a 

perspective on the nature of managerial leaming.

To this end characteristic activities of the manager's work and 

working relationships are examined for the light they can shed on 

how managers l e a m  and might be helped to learn more effectively.

The leaming that accompanies and guides the interaction between 

the individual and his environment is seen as involving functions 

which have their counterparts in the way in which organisations 

can be said to be capable of leaming.

This analysis of the underlying processes of managerial leaming 

is regarded as a necessary foundation for the study in chapter 5 

of management development as a concept, and as a range of activities 

which have emerged in the NHS over recent years.
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The route to a view of what constitutes specifically managerial 
leaming started in the previous chapter from a brief examination of 
the nature of human leaming in general, in the light of such illumi
nation as can currently be offered by diverse theories of leaming 
(Section A) ; and continued by way of a more extended discussion of 
learning - and of adult learning in particular - with the help of 
generalisations based largely on the practice of teaching, seen as 
the facilitation of leaming (Section B). It is now possible to 
complete the picture by identifying certain salient features which 
are particularly characteristic of managerial learning.

Such a route was essential to this present task because the manager is 
first of all a human learner like other human learners, and an adult 
leamer like other adult learners, before he is a specifically managerial 
learner. So much of his behaviour as a learner can be accounted for by 
what he shares with other adults, especially adults at work, that a 
direct approach to the analysis of managerial learning would have risked 
the confusion of its distinctive features with those which are of wider 
application, including the empirical generalisations of the previous 
chapters.

What then is the additional significance of learning for the adult 
learner who is also a manager? The assumption here is that such a 
combination is necessarily distinctive by virtue of the nature of the 
managerial role within the organisational system, already discussed in 
Chapter 2. In particular, managerial learning can be examined with 
reference to the unique character of the work for which the manager is 
accountable; the unique range of relationships which affect him as a
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work group member; and the unique nature of his organisation’s way of 
functioning. These characteristically managerial aspects of leaming 
are discussed from the perspective of organisation and management in 
the NHS which can itself be viewed as a learning system.

A. Learning Implications of the Manager's Work

It was stressed in Chapter 2 that - given the different degrees of 
openness and closure appropriately found in parts of the same health 
organisation, the diverse purposes served by its systems, the fluctuating 
pressures arising from changing organisational stmctures and professional 
roles, the differential impact of industrial relations problems and 
financial constraints and so on - health care management in general 
needs to be contingent, situational and responsive to the idiosyncracies of 
unpredictable and frequently value-laden tasks. VThilst there was recog
nition that not all health care managers work in organic, changeful 
sub-systems, a picture was presented of considerable complexity, 
differentiation, interdependence and uncertainty which inevitably 
places a premium on adaptive, integrative, proactive and creative 
management abilities.

A . I .

Managerial Qualities

Such a list is far from exhaustive, as comparison with Burgoyne and 
Stuart’s (1976) more comprehensive classification of managerial 
qualities at figure I6 will readily show. For present purposes, 
however, with the focus of attention firmly on managerial learning, 
this brief reminder of the nature of the health care manager’s world 
is intended to serve three purposes. One is to demonstrate that the 
requisite abilities are wide-ranging, demanding and unlikely to be 
easily or quickly acquired. Secondly, to argue that the need for them
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is widespread at all levels of health care management: for example one 
could no more readily delete as irrelevant any of the qualities in 
figure 16 for the 30,000 ward sisters in England than for the 200 
district nursing officers in top management, despite obvious differences 
of scale and context. Thirdly, to make the point that the health care 
manager’s world of complexity and professionalism, change and pressure, 
represents the characteristic working situation and source of experience 
which these particular adult learners will use as their point of 
reference and touchstone of relevance in judging whether to engage in 
learning and use it in their work.

Burgoyne and Stuart go on to draw the follovriLng four general conclusions 
from their initial investigation into the learning origins of their 
suggested taxonomy of managerial qualities, which they relate
to their reported sources in rank order of importance to the managers 
questioned (figure 1?):

1. Managers leam from a diverse range of sources, and sources 
lead to differential development across the skills areas.

2. Only a small proportion of managerial skills and qualities 
are traced back to innate and parental sources.

3. The greater part of leaming of managerial skills comes 
from ’natural’, experiential sources - work and other 
events and experiences not deliberately planned for 
leaming purposes.

4. Nevertheless, deliberate education and training activities 
play a significant part in the development of the skills 
underlying managerial performance. (l9?6,op.cit.)
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Source Rank order (

Doing the job 1
Non-company education 2
Living 3
In-company training 4
Self 3
Doing other jobs 6
Media 7
Parents 8
Innate 9

Fig. 17. Sources of Leaming for Managers

Source: Burgoyne and Stuart (1976)
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A. 2.
Learning by Managing

It is the significance of the third conclusion above that constitutes 
the basis of Revans’ contentions on the essential nature of managerial 
leaming (e.g. 1971» op.cit.) which may be summarised as "managers 
leam mostly by managing;' they leam mostly from other managers; they 
leam best when they have to solve real and difficult problems along 
v/ith other managers". And the manager’s work, from which he chiefly 
learns to manage, comprises to a significant extent - not least in 
numerous-roles in the IlHS - the integrating of differentiated activities, 
the crossing of system boundaries, the adapting to new circumstances, 
the coping with unprogrammed problems, which have been seen in chapters 
1 and 2 to be particularly associated v/ith the management of large, 
complex, substantially open, professional organisations such as NHS 
health districts, interacting with a changing environment.

Thus managers of this kind, more than most adults, have a need to leam 
on a continuing, career-long basis (because there will always be new 
situations, new problems, new opportunities, that have not previously 
occurred); and therefore a special need to master what Burgoyne and 
Stuart refer to as fundamental "meta qualities", including those in 
boxes 8 to 10 of figure l6 (because they represent a capacity to leam 
more readily the new knowledge and skills, classified in all the other 
boxes, as and when required by new situations). As Professor Ball 
said in his address to the Ainnual Conference of the Institute
of Personnel Management in 1973:

"Fundamentally, management education is concerned with 
improving the edacity of the individual to conduct his 
own leaming from the experiences presented to him".
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This suggests that leaming to leam - discussed in the previous 
chapter as possibly the pre-eminent ability of the mature adult 
learner - is of major significance for the adult leamer who is also - 
a manager.

One further particular need which such managers, more than most adults, 
are likely to have is to be convinced of the practical value of leaming 
in the kind of work circumstances outlined above. Management is a 
purposeful activity and the place of problem-solving under pressure in 
that activity is sufficiently dominant in the working lives of many 
managers for them to begrudge the time and mental effort needed for 
learning which is not seen to bear fairly directly on such problems. 
Regarding the management of health care in particular Revans (1964) 
wrote:

"In the real world of suffering and anxiety (shared by 
staff no less than by patients), academic or scholarly 
studies that do not lend themselves to improving the 
human condition have but a secondary place."

This is not to say that "theory" has little to contribute to the practice 
of management. Adairs (1971) view

".... that it is the interaction of theory and practice 
which brings progress in the exercise of any science, art 
or craft .... the teacher’s job is to engineer juxtapositions 
of theory and practice .... to relate what is gained in 
education to characteristic situations at work".

can readily be accepted for decision-makers in general» And the 
Royal College of General Practitioners’ (1972) statement:
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"We see the whole process of learning... as a constant 

interplay between theory and practice. Learning should 

be by doing, certainly, but not without theoretical 

guidance and some supervision by (those) who have 

greater experience."

supports the application of that view to health care decision-makers 

in particular. The issue lies not in the relevance of theoretical 

perspectives on management but in gaining acceptance of this from the 

busy manager pre-occupied with immediate problems, coupled with the 

nature of management itself as a learnable entity:

"Management is not a distinct body of knowledge that can 

be learned like a discrete academic subject. Whilst 

drawing on a very wide range of theory for its concepts 

and techniques, the real meaning of management is not 

learned until it is experienced by actually managing.

And as the student experiences it the meaning deepens, 

so that mesining and experience are continually feeding 

into each other" (DHSS, 1974, op.cit.).

A.3.

Learning and Problem-Solving

Two general propositions follow from this recognition that the 

"learning" of management is accomplished or completed predominantly 

by managing* One involves looking again at Kolb's (1971, op.cit.) 

cycle of learning (figure 13), which was discussed in chapter 3 in 

relation to individual differences of learning style. However, in 

the process of using the Learning Style Inventory to establish norms 

for broadly different groups of learner, Kolb et al. have concluded



- 1d8 -

that "managers on the whole are distinguished by very strong Active 
Ebcper iment at ion skills and are very wealc on Reflective Observation 
skills." (197^» op.cit.). This has considerable significance when 
related to the problem-solving process, insofar as problem-solving is 
a dominant managerial activity and "learning and problem-solving are 
not different processes but the s^e basic process of adaptation viewed 
from different perspectives" (ibid.), a point which the authors rein
force by superimposing a typical model of the problem-solving process 
on the learning cycle to show the basic similarities (figure 18).
There is evidently an important contribution to be made to the work 
performance of managers if they can be enabled to acquire a more 
balanced repertoire of leaming styles for use as appropriate; and 
in particular to develop the reflective observation abilities which, 
for many, vd.ll be both their major learning weakness and their major 
problem-solving need. This is a worthy challenge in management educa
tion, though not made any easier, as Kolb and his colleagues point out,
by the fact that the management teacher often has the reverse leaming

nevertheless
style profile to that of his students; j the teacher "can try to 
ensure that the manager reflects on his experiences and can sometimes 
suggest the lessons to be drawn, but the focus is on learning...." 
(Hague, 1974) and ".... Since leaming and problem-solving depend on 
the exploration of alternatives, instruction must facilitate and 
regulate the exploration of altematives on the part of the learner..p." 
(Bruner, I966).

A , ‘4’,

Transfer of Learning

The second implication of the performance-directed view of managerial 
leaming is that, to the extent that it is pursued av/ay from the place 
of work - for example in a training centre or academic institution -
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Fig. 18. Comparison of the Learning Cycle with a 
typical Problem-Solving Model.

Source: Kolb, Rubin and McIntyre (197^).
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there will be a problem of transferring that leaming into changed 
behaviour at the place of work, i.e. of bridging a classroom-to- 
workplace gap in a field of study (management) whose practice we have 
already described as situational, contingent upon local and changing 
circumstances, and generally context-specific. If the manager-learner 
is in fact integral with the context in which he manages - his 
particular working environment - then activity consciously aimed at 
management development (defined by the Training Services Agency (1977) 
as "any attempt to in^rove managerial effectiveness through a planned 
and deliberate learning process") v/ill need to take that context into 
account. If the leaming is attempted off the job, rather special 
steps would seem to be called for to bring this contextual reality into 
the classroom v/ith the leamer, since he will need to come to terms v/ith 
(or conceivably modify) that reality if he is to transfer the leaming 
into changed performance in that context. Otherwise there is the risk 
that,

"Having developed a critical and constructive facility they 
(the manager-learners) are enthused with ideas for improvement 
that are frustrated by less enlightened superiors who have not 
been e:q>osed to the same form of development - or v/ho have, and 
have been frustrated themselves - and finally avoid becoming 
neurotic about it by finding some way of rationalising a 
sanguine acceptance of organisational deficiencies" (Nelson, 1976).

Such an absence of support from the learner’s contextual environment 
would be similar to "extinction", which for the behaviourist represents 
the situation when a response established by reinforcement (as in the 
classroom) ceases after repeated non-reinforcement (as in the kind of 
workplace postulated by Nelson). Hesseling wrote twelve years ago - 
this is no nev/ phenomenon -
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"There are many management educators who do not believe 

that any change of individual behaviour is possible without 

a change in the environment. And indeed, if all the people 

involved in the back-home situation resist change strongly 

and if the individual has no power or freedom to initiate 

changes in his environment, we have to admit that his leaming 

experience has been a failure and a waste of time, money and 

effort" (1966, opocit.)

Efforts can of course be made to reduce the risk of-such frustration 
and waste arising from inability to close the leaming transfer gap 
implicit in off-the-job training for managers. Amongst these are 
teaching methods chosen specifically to relate classroom leaming 
very directly to real-life experience, several approaches being 
discussed by Huczynski (1978) in relation to general management 
training courses. An example from the field of health care management 
education comes from an earlier evaluation study (V/hite, 1975): this
being an overseas publication,the relevant chapter is reproduced at 
appendix 1. It illustrates the application of a limited number of 
the many learning methods available (e.g. Baynes’ (1975) list, see 
figure 19) to the teaching of health care management on a qualification 
course, making use of Borger and Seabome’s (1966, op.cit.) conclusion 
on the generalisation of leaming that

"effective transfer of training to a variety of situations 
is best encouraged by an emphasis on variety in the training 
situation, as opposed to concentration on one particular use 
of skill, or on one particular set of circumstances."
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Another prospect for bridging the classroom-v/orkplace gap lies in a 
systematic approach to the preparation and follow-up of management 
training courses, v/ith the aim of increasing the likelihood that the 
periods before and after the course v/ill be purposefully used to 
examine the needs and opportunities for work performance improvements 
in relation to the needs and opportunities for learning represented 
by the course. A reference manual, written by the researcher and 
recently published by the National Training Council for the NHS, 
emphasises that the task of management training cannot be discharged 
through the contents of an external course alone, however high 
its quality, since "the process begins and ends at the work-place 
rather than in the classroom" (NTC,1978). This builds upon Mant’s 
view that in "going on a course" the manager passes through a 3-stage 
system:

" - the period before the learning experience, during which 
he will have certain expectations about v/hat is likely to 
happen;
- the teaching/learning phase; and
- the time afterwards, back on the job, when what has been 
learned v/ill either taice effect or slip away" (1970, op.cit.).

Accordingly, detailed suggestions are offered in the manual on what the 
parent organisation can do, primarily throu^ the nominated leamer- 
manager and his immediate superior, to bridge the transfer gap through 
the eight steps into which the movement from work to the course and 
back again has been analysed, namely:

identifying training needs and objectives
nomination
briefing
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action before the course starts
Uniting the classroom with the v/ork-place
debriefing
applying the learning at work 
evaluation.

A.S.
Non-Course Learning

However, by contrast, managerial learning which takes place at work, 
rather than at a course, avoids the transfer gap altogether, since 
the learning is achieved at and through work itself - the process of 
managing - which was said by managers to be the primary source of 
their learning in the study reported by Burgoyne and Stuart (see 
figure 17)• This implies a view of the manager's job as a
major learning vehicle in its ovm right, providing the raw material 
for personal groifkh and organisational improvement through the work 
that has to be performed in any case. Such a position is highly 
compatible with the self-directing, agent view of the adult learner 
discussed earlier as being a generally appropriate assumption about 
managers' potential; with the basic tenet of Hague's study of executive 
self-development that "managers can be developed only by developing 
themselves" (1974, op.cit.); and generally with the philosophy that 
managers are neither born nor made but largely create themselves.

But not all managers loiow how to learn from work experience; not all 
work experience is rich and varied enough to continue learning from; 
not all managers have the initiative or opportunity to create fresh 
work experience for themselves. Given the difficulty and unpredicta
bility of the problems the manager typically deals with, generally 
under pressure, he is unlikely to find much time to reflect purposefully
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on, and internalise, the learning offered by his experiences and, to 
judge from Kolb’s (1974) findings, would not in any case find it easy 
to do so unaided. Some element of planning and control appears to be 
essential if the direction and pace of the manager’s learning from 
his work is to be much more than casual and aimless.

A conscious and purposeful learning plan for managers implies some 
degree of choice between alternatives. In order to widen the range 
of alternatives considered by NHS managers for their own and their 
subordinates*development, and to draw particular attention to non
course means of development within the manager’s organisation, a 
reference manual v/ritten by the researcher, and addressed primarily , to 
line managers, has been published recently by the Health Services 
I4anagement Centre at Birmingham University (VJhite et al., 197&c).
This briefly describes twelve non-course options for management 
development in the NHS, and suggests indications for the use of each 
one, as appropriate, in creating a personal development plan for an 
individual manager;

Self-Development in Management 
Management Coaching
Staff Development and Performance Review
Distance Learning
Job Rotation and Attachments
Tutorial and Advisory Visits for Management Development 
Briefing from Management Course Participants 
Planned Visits
Local Study Days on Management Issues 
Participation in Special Projects etc.
Participation in Team Development
Involvement in Organisational Management Development
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Because certain management course options are presented in the same 
document, a view had to be taken therein of the essential relationship 
between internal and external*management development:

"Internal development within the organisation is the ongoing 
foundation for management development at any level; and the 
use of courses, where indicated at all, should represent a 
conscious and selective building on that foundation.
Indeed if that foundation is missing or shaky then course 
attendance may achieve very little of lasting value.
Consequently, internal development is seen as an important 
security for the investment in external courses, as well as 
being essential in its ovm right." (ibid.)

Within that overall framework it is suggested that use of external 
management courses should be considered only where one or more of these 
factors apply with force:

a. VJhen skilled teaching or tutorial coaching is needed that cannot 
be made available within the organisation.

b. When freedom from day-to-day pressures and commitments is
required in order to concentrate on learning.

c. IVhen time is needed for training to be effective, e.g. social
skills and attitude changes.

dc V/hen library or information room resources are needed.

e. iVhen speed is required because in-organisation training is likely
to be subject to conflicting priorities or delays.

f. When a multi-professional mix is required on neutral ground,

g* When the aim is to challenge the existing system.
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K« VJhen personal development needs are sensed rather than precisely 
identified and an off-the-job course can help to clarify them.

There is little doubt that learning on and from the manager’s job, in 
the context of this unique work situation, is potentially a very 
powerful, and actually a much neglected, form of learning, of particular 
relevance to managers whose role is non-routine with a wide area of 
choice and discretion. A combination of factors is currently placing 
fresh emphasis on self-development in management: dissatisfaction v/ith 
many of the forms of -institutionalised, expert-based management develop
ment which flourished in the 1960’s and early 1970’s; the prospect of 
self-development which is economical in resource use through the strong 
element of "Do-It-Yourself"; the adaptiveness of self-development to 
local individual and organisational contingencies; and the general 
trend in society away from uncritical acceptance of external instruction 
and control (see Burgoyne, Boydell and Pedler, 197^, op.cit.). Moreover 
much of this kind of learning will be spontaneous, unexpected, even 
unrecognised as such. Tenporal speaks of "non-contrived" learning, by 
contrast with planned learning experience such as job rotation, per
formance appraisal systems and training courses, and v/rites:

"It seems to be the exception, rather'than the rule, to 
consider that the majority of managerial learning and 
development takes place under conditions that are not 
planned or deliberate and that, if this is true, managerial 
competence relies heavily on the non-contrived or unplanned 
aspects of learning .... the amount of learning that takes 
place is very much dependent on the individual manager’s 
ability to identify and take advantage of potential learning 
situations. This in turn will depend on how well a manager
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has learned how to learn in a variety of ways, and how many 
barriers or blocks to learning are present as part of his 
psychological make-up." (Temporal, 1978).

This constitutes too a useful reminder of the applicability
to managers of factors, such as capacity to leam and susceptibility to 
learning blocks, which have been discussed in chapter 3 in terms of 
adult learners generally. What needs to be added, however, is recog
nition that, for the manager, there are some learning needs which are 
unlikely to be met by self-development through the job he does; that 
he may not have the personal capacity, or the scope in his current 
role, to leam primarily from .his job; and that, even where the 
potential exists for on-the-job development, some element of planning, 
of control, of contrivance, is necessary to take advantage of it 
through what might be described as "assisted opportunism". To the 
extent that such assistance comes from others who have working 
relationships with the raanager-learner, it is appropriate to move 
the focus of attention next to the network of interdependent role 
expectations in which he functions.

So far, however, by examining the learning implications of the manager’s 
oim work, we have discerned the heterogeneity amongst managers’ roles 
and their inseparability from their situational context; and the 
consequent need for choice amongst a variety of means of developing 
managerial ability adequate to meet the requirements of particularly 
demanding jobs. Variety is needed in the options for management 
development and, whilst those based on the classroom have special 
problems of learning transfer, they also have special advantages.
In discussing these options the metaphor of the river delta is more
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appropriate than that of the pendulum (which can only swing in one 

direction at the expense of the other) for we are considering alterna

tive means to a variety of ends.

The two reference manuals referred to above - National Training Council 

(1978) and White et. al. (1978 c) - are outcomes of the research reported 

here. The first, concerned with the preparation and follow-up of NHS 

management courses, results quite directly from the exploration of 

classroom-workplace links and their impact on the effectiveness of the 

training, which is a major theme of the research. The second, which 

presents a rsinge of development options for NHS managers, arises from 

the broader framework of management development within which the 

research has been conducted. They will be referred to again in later 

chapters and for convenience are reproduced at appendix 2 and appendix 

3 respectively.

B . Implications of Working with Others

Emphasis has already been placed, in chapter 2, on the high proportion 

of his time which the manager typically devotes to working directly 

with others (e.g. Mintzberg 1973, op.cit.) and on the extent to which 

the expectations of the members of his role set (see figure 6) 

facilitate and constrain his freedom of action. Hence it is conceivable 

that people on the same, or a lower, or a higher, organisational level 

may equally be able to provide the manager with the assistance or
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guidance we have been arguing that he is likely to need in order to 
e:rtract the maximum learning from work opportunities. Their support 
may be crucial too in enabling him to transfer learning acquired away 
from the job into new methods of managing at work.

B. l .
The Group

Indeed such is the interdependence between role-holders in many 
management processes that it becomes appropriate, as was argued in 
chapter 2j to make the role-set the focus of training rather than 
the individual, although the distinction is between emphases rather 
than alternatives (Williams, 1969)0 It is important to appreciate 
that the role-set is not a fixed and static entity, being differently 
composed for the several work groups to which the manager may belong 
for different purposes. However, where such groups are discrete, 
conscious of their identity and regular in their face-to-face contacts, 
there is for the manager-member an additional and potentially powerful 
source of learning which is denied to professionals who work in ̂ rea.ter 
isolation.

There are correspondingly greater training needs, in many cases, in 
the abilities required for essentially collective managerial actions 
such as policy-formation and planning, group problem-solving and 
consensus-development; and where the group’s interactive processes 
are deficient the intervention of a third party is commonly required 
to help the group to exploit the learning and grovrth opportunities 
it is often unable to recognise for itself. The reliance placed on 
multiprofessional management and planning teams in the re-organised 
NHS since 1974 has already been referred to: effectively this represented 
a requirement for a new style of corporate management to which team
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members have not always adjusted easily. Middle managers in the NHS, 
on which the present research is concentrated, are unlikely to be 
members of formal management teams, but almost always belong to one 
or more informal work groups of greater or lesser cohesion and 
influence, whose collective experience and potential for problem
solving and learning are rarely used to the full. The NHS is similar 
to other organisations in this respect:

"The techniques of team building and improving the 
performance of groups will probably have an enormous pay-off...• 
This is an area where poor performance is almost universal, 
and I have yet to see a gr'oup in real life that was mature 
enough to pass the leadership around, not according to status, 
but according to the needs of the task and the strengths of 
those present." (Hague, 1971)

Learning with and through the work groups in which the manager spends 
a noticeable proportion of his time, and from which came important 
influences on his own functioning, represents an important but often 
untapped source of colleague support and guidance.

It is this focus on the learning and action potential of the group that 
makes it appropriate to refer here to the influence on the NHS of Action 
Learning, developed in particular by Reginald Revans, whose views on 
how managers learn have already been outlined above in connection with 
e:cperiential learning. The defining characteristics of this approach 
to management development are:

1. its concentration on real problems of significance to the 
effectiveness of the organisation(s) concerned.
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2. its use of the power innate in a group of manaiger-learners
who share responsibility for solving such problems.

3. the manager’s potential learning and personal groirbh through
the combination of individual effort and group support.

4. the "teacher’s" responsibility to facilitate learning, by
helping the group to cohere and recognise its resources, by 
arranging instruction as required,and by encouraging construc
tive reflection on the group’s developing experience.

Successful action learning groups tend to involve many other people, 
so there is the prospect of learning along the whole spectrum from the 
individual to the total organisation, although the ultimate nature 
of that learning is not always predictable at the outset. (There is 
also the prospect of learning for the teacher, but a perceptive 
comment by Casey (1977) on the demands of that role (becoming known 
as "set adviser") is "I am not so confident about the true academic.
His commitment is to using his own mind; the real teacher’s commitment 
is to using the minds of others").

Although the action learning projects at Reed International, the General 
Electric Company and in Belgium are better known, parallel work in the 
NHS has been extensive (see Revans, 1976) and aimed primarily at raising 
the quality of organisation-vri.de communications since the period, in 
the early 1960s in Lancashire hospitals, when the relationship was first 
demonstrated between the openness of communications, the stability of 
v/ard staffing, and the speed of patients’ recovery.

".... where the staff of a hospital laiov/ v/hat they are supposed 
to do, or are able to find out what to do; or, in the absence 
of exact information, can with confidence assess the risks 
that they are obliged to take, this hospital will tend to
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display two favourable responses. First, the staff will 
wish to stay there; secondly, the patients v/ill recover 
more quiclcly. The organic quality of the hospital is the 
transparency of its communications." (Revans, 1964, op.cit.)

Implicit in this is the dependence of learning on communicating, 
throughout the organisation:

"In a communication system there will alv/ays be two or more 
parties. All must listen as well as speak; all must be 
influenced. That is to say a communication system is 
properly a learning system. Attitude may have to change 
for learning to occur, and for subsequent action to result". 
(Coghill, 1976).

The last-quoted sentence is critical, for subsequent action learning 
programmes in the NHS, for example the Hospital Internal Communications 
Project (Wieland and Leigh, 1971; Revans, 1972) and the Study of the 
Co-ordination of Services for the Mentally Handicapped (Revans and 
Baquer, 1972), have had a mixed history of successes and failures.
They have faced the difficult challenge of replicating original and 
insightful work on a broader scale, and thus of depending on the 
sustained, mutually-supportive commitment of various groups in 
scattered sites, without the regular, re-assuring presence of a set 
adviser. Although it is the intention that such groups should become 
self-sufficient, it is not surprising that some have disbanded or lost 
momentum v/ithout more than relatively trivial action achievements, 
and iri.th uncertain learning consequences, particularly where the 
organisational climate generally, and the views of influential key 
individuals in particular, have been sceptical or lukewarm about these
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typically part-time group activities. In such circumstances worth
while learning would be difficult to achieve and might well lack 
reinforcement: whereas by contrast it is instructive to recall that 
the G.E.C. action learning programmes, whose general success has been 
observed on visits by the researcher , have had impetus from Sir 
Arnold Weinstock behind them, a significant time commitment and the 
ready availability of e:[perienced set advisers.

However, action learning has already taken many forms around the world 
in its relatively short life, and it is possible that further experi
mentation in the NHS will classify the optimal criteria for selective 
and successful uses of this approach, which may include a general 
influence through other forms of management development, both on and 
off the job. Measured against the four defining characteristics listed 
at the beginning of this account it has much in common with Manchester 
University Business School’s "joint development activities" (Morris,
1973, op.cit.) Durham University Business School’s "project-based 
management development", "participative management", problem-solving 
groups, discovery learning, and experiential methods generally. But 
the abiding contribution action learning at its best has made is to 
demonstrate tangibly that at the level of the work group it is possible 
to integrate affective with cognitive learning - "hearts with brains" - 
in a motivated and disciplined attack on difficult problems. Involvement 
in such a group would be a powerful source of learning and development 
for the individual manager.
8 .2 .
The Superordinate

Nevertheless a special onus lies on the person to whom the manager is 
accountable for his work - that is to say his superordinate (or 'H d o s s " )
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if the relationship is hierarchical - to develop his subordinate managers’ 
abilities as part of his normal responsibilities. In some cases this is 
recognised formally in job descriptions or performance appraisal schemes. 
For example, recently introduced appraisal systems in the NHS, covering 
administrators, nursing managers and certain other managerial staff 
groups, provide for an assessment of the manager’s performance in the 
on-the-job training and development of his staff; the systems incorporate 
a development action plan to record agreed decisions on steps to improve 
performance or broaden experience; and the schemes are now called Staff 
Development and Performance Reviews with the intention of emphasising that 
their prime purpose is improvement rather than inquest. But appraisal 
of this kind is an occasional (generally annual) rather than an everyday 
activity, whereas

''Within the broader context of the climate created by the 
organisation’s policy and practice, organisation structure, 
and general philosophy, the climate created by the individual 
manager’s immediate superior is probably the most important 
influence affecting management development.... Every encounter 
between a superior and a subordinate involves learning of some 
kind for the subordinate, (it should involve learning for the 
superior too, but that’s another matter). The attitudes, the 
habits, the expectations of the subordinate vd.ll be either 
reinforced or modified to some degree as a result." (McGregor, 
i960, op.cit.)

In such a situation much of the manager’s learning, for better or worse, 
will unconsciously be by "modelling" - imitating, emulating, identifying 
with - the behaviours of the superordinate.
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But where the superordinate’s powerful influence is devoted to the 
deliberate encouragement of the manager’s development - including 
self-development - by careful task-setting and delegation, by jointly 
reviewing the reasons for successes and failures, by providing infor
mation and any necessary stimulation, by creating learning opportunities 
and by removing barriers, the boss-subordinate relationship may be 
reg^ded as one of coaching. This has been defined as

"a process in which a manager, through direct discussion, 
helps a colleague to learn to solve a problem, or to 
do a task, better than would otherwise have been the case." 
(Megginson and Boydell, 1978).

The scope and potential of coaching are widely recognised: Hague 
(1975) states: "there is no doubt that the best method of management 
teaching is good coaching by one’s boss"; Burgoyne, Boydell and 
Pedler (1978, op.cit.) believe that "coaching and counselling offer, 
perhaps, the greatest opportunity for management development. All 
managers are in a position both to coach and to be coached"; and 
Singer (1974) affirms that "coaching provides the essential missing 
link in so many schemes that attempt to improve the performance of 
individual managers". And, although it may be more difficult in 
management than in many other fields because targets and standards 
are not easy to define and there is in general no "one right way" 
of achieving results, coaching is essentially problem-oriented and 
work-based and therefore germane to the characteristic managerial 
activity of diagnosing and solving problems at work (see figure I8).

Yet the numerous potential coaching (and therefore learning) situations 
that arise day by day are not always capitalised upon by managers able 
to coach or be coached. Tenqporal (1978, op.cit.) points out that these
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opportunities may be lost because of blocks to learning: for instance 
potential coaches may not perceive that they have the loiov/ledge or 
ability to carry out the process, or that an opportunity for mutual 
learning is present. On the other hand, managers who could benefit 
might not want to admit their need of help, or that they may have 
made a mistal̂ e. More generally it might be said that the limited use 
of such a powerful and natural form of learning is related to managers* 
motivation in this field - "managers must believe that it is part of their 
job to take time out to develop their subordinates" (Hague, 1974, op.cit.) 
- and to their ability - "most managers aren’t very good teachers" 
(Knowles, 1972, op.cit.).

On the first of these issues - motivation to undertake the coaching and 
development of staff on a deliberate and systematic basis - McGregor 
vnrote :

"VJhether the manager is aware of his influence .... and 
considers this responsibility a significant one to which 
he’ll devote extensive effort v/ill depend on the environ
ment in which operates" (I96O, op.cit.).

In the NHS we have already referred to the en^hasis given to such 
responsibilities in the new staff appraisal schemes, which suggests 
that efforts in this direction will be noticed, and "rev/arded" (within 
the limits of public service reward systems). However the extent of 
good practice in this field is likely to reflect the local "climate" 
at least as ‘much as the strength of national injunctions. Hence in 
another research project in which the researcher has been taking part, 
focussed on learning through work on local management issues (Thompson, 
1978), a staff development and coaching programme has been publicly 
launched not by the training consultants but by the District Management
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Team itself, who are themselves taking part and making it evident 
that they are expecting results, in a deliberate attempt to adjust 
the climate of expectation throughout the organisation.

On the second issue - of managers* ability to undertake coaching 
activities - this has come to be seen in the NHS as a major training
need which is the key to much else in management development -

"This (active support of managers’ learning) calls for a 
far more positive participation in the training of their 
subordinates than is normally found amongst students’ 
immediate superiorsand itself demands careful training 
and practice, but it clearly follows from the line 
manager’s responsibility for the development of his staff. 
Ultimately management - like much of clinical medicine - 
is a practical art in which progress is made largely by 
constant performance under the guidance of a trained
practitioner" (DHSS, 1974, op.cit.)

In this view the need is not so much for one particular skill - 
coaching - in isolation as fPr an approach to staff development on 
the part of the superordinate which would express itself in a number 
of ways, including a sensitive use of performance appraisal (which is 
seen as intimately related to training, see figure 20); the active 
utilisation of external training courses (see the "Key Questions for 
the Course Member’s Immediate Superior" at the end of Appendix 2 ); 
the adoption of a coaching role aimed at developing subordinates "by 
mailing suggestions rather than criticising them, by discussing his ovm 
problems and aslcing them for advice, by taking them along to meetings 
and e:{plaining his tactics", to quote Hague’s (1971 ) examples; and in
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numerous other ways within the context of the boss-subordinate 
relationship.

"This concern for using the learning opportunities arising 
at work may be unconsciously present already. But the 
elevation of this concern to a conscious level will shed 
new light on the appraisal, counselling, "acting up", 
delegation etc., already practised; and reveal the 
opportunities such events offer you for coaching sub
ordinates to learn by doing and finding out for themselves, 
setting their ovm standards and growing more effective as 
staff members". (National Training Council, 1978, op.cit.).

Given the significance of the superordinate’s position in promoting 
the manager’s development, the variety of learning sources available 
within and without the working situation, and the necessity of 
applying what is learned if it is not to atrophy for lack of use, it 
appears vital that those two pafties above all should be in agreement 
on the major features of the manager’s appropriate learning and 
development. Ideally this should be expressed in a personal develop
ment plan, tailored to match locally available learning opportunities 
and updated not less often than at every performance appraisal 
interview.

It is here above all that the two aspects of the superordinate’s 
responsibility towards the manager are reconciled, for he is not only 
staff developer but also organisation representative. "The boss" is 
for many purposes the proper focus and channel of the obligations and 
expectations which the employing organisation places on the individual 
and, in making development plans v/ith and for the manager, the super
ordinate is uniquely well placed - and uniquely responsible - to ensure
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that such intentions serve the reasonable requirements of the organi
sation for improved performance from the manager’s role-in-the-system, 
and not merely his personal interests or career ambitions* For the 
superordinate the challenge of management development is to reconcile 
aspirations v/ith accountability.

C . Learning Implications of the Organisation’s Functioning

The broadest dimension in managerial learning, then, beyond the 
individual manager’s ov/n v/ork and beyond his relationships with other 
work group members, is represented by the organisation itself. VJhether 
"the organisation" is regarded as the individual plant, the division 
or the corporation; the hospital, the health district or the NHS; the 
organisation’s purpose, size, complezcity, centralisation/decentralisation 
balance, interdependence v/ith other organisations, proneness to change, 
reputation in the community etc. etc. all help to shape what is required 
of the manager. For him the organisation’s policies, systems and 
procedures for conducting its affairs malce it an ever-present reality - 
and a potential source of learning because he is involved in those 
affairs v/ith discretionary authority to influence the use of some part 
of the organisation’s resources.

This organisational dimension of managerial learning may conveniently 
be discussed from two perspectives - the learning and development climate 
in the organisation, and the sense in v/hich the organisation itself can 
be said to leam.

C .  i .

Organisational Learning Climate

We have already argued that the likelihood of the individual manager 
devoting time and effort to the appraisal, training and general
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development of his subordinates - and of having time and effort 
similarly devoted to his development by his ov/n superordinate - is 
determined in part by the locally prevalent climate of expectations 
and rev/ards v/hich may encourage or discourage that particular v/ay of 
interpreting the manager’s role.

"..... it can be convincingly argued that the v/ay in v/hich 
the behaviours of individual managers interact and combine 
to bring about various kinds of consequences for the organi
sation within which they operate is very much influenced by 
the way those roles inter-relate in a structure, and the 
climate and e:cpectations about various forms of behaviour 
within the culture of that organisation and the society 
within which it and its members are located". (Burgoyne 
and Stuart, 1976, op.cit.)

V/hilst recognising that the climate v/ill powerfully affect the prospects 
for managerial learning in an organisation - for e::ample in the likeli
hood that it will be systematically encouraged if attempted on the job, 
or successfully transferred if achieved off the job - it is important to 
recall that the organisation’s climate is the outcome of individual 
perceptions and expectations, and therefore capable both of varying 
interpretation and of modification by human action. It is not an 
oven/helming given.

This impermanence and dependence on perception render the concept of 
organisational climate, and the identification of its components, 
particularly elusive. Several of its important characteristics, 
however, are embraced in one useful definition:
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"a relatively enduring quality of an organisation’s internal 
environment distinguishing it from other organisations: (a) 
which results from the behaviour and policies of members of 
the organisation, especially top management; (b) which is 
perceived by members of the organisation; (c) which serves 
as a basis for interpreting the situation; and (d) acts as 
a source of pressure for directing activity". (Pritchard 
and Karasick, 1973)*

One might also add that for particular purposes there will 
inevitably be "micro-climates" in various parts of the organisation, 
reflecting differential perceptions and the local behaviour emphases 
and policy interpretations of influential individuals. The range of 
factors (some physical, such as noise levels and working space, but 
predominantly psycho-social) regarded by different investigators as 
constituting the organisational climate is vast, but J.P. Campbell 
and his colleagues have classified those which commonly recur into 
five groups:

1. Individual autonomy - including the extent of independent 
responsibility and the freedom to take personal initiatives.

2. Degree of imposed structure - essentially the extent to which 
the objectives and methods of the job are established and 
communicated to the individual by superiors.

3* Reward orientation - including formal rewards, job. satisfaction 
and promotion/achievement factors.

4. Consideration, v/armth and support - based on the factors of 
managerial support, nurturance of subordinates and the inter
personal warmth of the atmosphere surrounding work.
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3" Co-operation and conflict, (see Campbell et al., 1970)

This grouping is useful in suggesting the broad dimensions of the 
concept, but considerable problems of operational definition and 
measurement remain. Temporal (1976, op.cit.) began his search for the 
concept of an "organisational learning climate" by examining the 
possibility of differentiating it from the concept of "organisational 
climate"; but in his recently published paper (1978, op.cit.) has 
discussed the learning climate by reference to a complex range of 
norms, processes, attitudes, procedures and relationships (including 
levels of individual autonomy and responsibility, leadership styles, 
degrees of openness and trust, etc. etc.) which would doubtless find 
a place under either heading. It may well be that the organisation’s 
learning climate at any one time is no more or less than the amalgam 
of inter-related factors that constitute an organisational climate 
insofar as this is perceived to bear on the learning and development 
of an individual or group.

It may, therefore,suffice to record tliat individual managers do 
recognise reality and significance in questions about how people are 
generally treated, how decisions are customarily made and conveyed, 
how trustful people are with each other, etc. etc., in their organi
sations or departments; and to suggest three implications of this 
climate factor for managerial learning.

First, whilst it is clear that psycho-social characteristics of the 
kind illustrated above can serve to facilitate or hinder managers’ 
learning, this is not a situation of predictable cause and effect.
For example Temporal (ibid.) cites, as an example of the effect of 
an environmental block to learning, the climate wherein risic-taking is
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not encouraged, as a result of which the manager does not experiment 
v/ith new ideas and behaviours, and feels unable to be honest and 
open about his problems and feelings. But this is a perceived block, 
and another manager working in the same situation v/ith a different 
perception or with a more proactive approach may not feel any such 
inhibiting constraint. It is at least possible that the first manager 
prefers to see the climate, rather than himself, as responsible for 
his failure to manage more e:cperimentally and trustfully. Perceived 
constraints need to be frequently put to the test to see if they are 
really there. So, v/hilst agreeing with Temporal that management 
educators need to understand the learning climate in their learners’ 
organisâtion(s), it is no less important to understand the learners 
themselves.

Secondly, the danger needs to be guarded against of introducing 
personal value judgements into the assessment of organisational 
climates, which should appropriately differ with the nature and 
purpose of the organisation itself. Any comparison of the charac
teristics of static and dynamic organisations (e.g. Temporal, 1976, 
op.cit.) has the effect of making the latter sound very much more 
attractive and desirable, to the point v/here it is tempting to 
believe that that is the v/ay all organisations "ought" to be, and to 
forget that some organisations, indeed some parts of most organisa
tions,are of necessity, as was argued in chapter 1, relatively closed 
and static. Thus, v/hilst not disagreeing that "democratic, non- 
mechanistic, communicative and innovative styled organisations are 
more likely to produce environments conducive to learning than 
organisations which do not exhibit these characteristics" (ibid.) as 
a statement of fact, the more mechanistic, structured organisation
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appropriate to stable, routine activities is not culpable for producing 
a less exciting, change-oriented learning climate. In such organisations 
there is, after all, a good deal less to leam.

Thirdly, the learning climate is capable of being modified by action 
to increase its potential for legitimising and encouraging behaviour 
conducive to learning. Examples can be invoked from the tonporary 
learning organisation constituted by a six-week senior management course 
for NHS officers, and from the prevalent climate of a permanent health 
care organisation. In the first example, the researcher has had 
accumulating experience over the past two years of helping to unblock 
the potential for self-reliant learning on the part of senior NHS 
officers who customarily commence training courses with the expecta
tion of being relatively passive recipients of instruction, a state 
possibly encouraged by the classroom experience of their previous 
general and professional education based largely on the absorption 
of loiowledge from the teacher. As Burgoyne and Stuart (1977, op.cit.) 
have pointed out, "lecture-type methods may induce passivity in the 
learner as well as transfer information to him, and make him reliant 
on that form of learning", i.e. previous learning patterns may act as 
a block to the use of alternative methods. Given this climate of 
expectation, an approach is chosen to encourage the growth amongst 
participants of a proactive, initiative-taking style of learning, 
more appropriate to meeting their very diverse development needs by 
their own efforts. This starts, very early in the course, by giving 
these adult learners the experience of success i/ith the noticeable 
improvement in their study skills already discussed above (VJhite, 1978 6, 
op.cit.) since with Borger and Seaborne (1966, op.cit.) it may readily 
be agreed that "a belief in the impossibility of success does not
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provide the best motivation for its achievement" - a learning block 
in its ovm right. This early experience of enhanced learning ability 
is quickly followed by a Leadership Workshop (Gourlay and Smith, 1975) 
which incorporates in its design the deliberately contrived shock of 
the teachers unexpectedly and physically leaving the learners to cope, 
by facing practical issues of leadership, with the task of achieving 
the learning objectives they themselves have decided on. Subsequent 
phases of the workshop closely mirror the sequence of anger, eigression 
and adjustment described by Beale, Taddeo and Fink (1971 ) iu their study 
of individual and organisational shock. The most abiding learning 
achievement, for the majority of participants, lies in their enhanced 
capacity and motivation to influence the situations in which they 
leam, the remainder of the course being characterised by a considerably 
greater self-reliance in seizing and making opportunities for learning. 
Such a strategy, on the evidence of tutorial visits and post-course 
evaluation, often carries over into subsequent workplace performance 
to modify the organisational climate perceived at work, inasmuch as 
climates initially reported as unfavourable to vigorous, innovative 
management are subsequently found to be less inhibiting.

The second example is represented by the statement of policy and 
priorities for management recently adopted by the District Management 
Team of the Exeter Health District (Appendix 4 ), arising from 
research and development work by the Health Services Management Centre 
on in-authority management development (Thompson, 1978, op.cit.) to 
which the present research has contributed. In this example, following 
an extended period of familiarising, diagnosing, reflecting and trust- 
building, it gradually became evident to the researcher and to the 
top management team that the organisational climate perceived by most
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senior and middle managers in the District was favourable to the 
learning of a few "high fliers" but unfavourable to that of the great 
majority of managers. The decision was then taken by top management 
to attempt to change that climate perception, which was seen to be 
inappropriate to an organisation faced i/ith the learning challenges 
implied in the considerable changes and developments embodied in the 
District’s strategic plan. Amongst the elements in this strategy of 
the top management team, who act in effect as a steering committee for 
the researcher’s work on management development, are the distribution 
and explanation of the v/ritten policy to all managers; the team’s 
personal involvement in the development programme’s priorities, in 
the belief that this v/ill help to demonstrate their expectation that 
it should be taken seriously by management generally; the mounting 
of a series of study days aimed at reaching a high proportion of all 
middle and senior managers at or near their place of work; and the 
inauguration of that series by a staff development programme v/ith the 
objective of motivating and equipping a critical mass of managers at 
all levels with the skills to begin coaching their subordinates 
through the medium of normal and special work tasks. After some 18-24 
months it should be possible to assess what effect these measures have 
had on the organisational climate in the Exeter health district inso
far as it is perceived to bear on the learning and development of its 
managers.

IVhatever may be learned from such efforts, McGregor’s (I96O, op.cit.) 
statement must continue to be strongly endorsed; "..... v/e have not 
learned enough about the utilization of talent, about the creation of 
an organisational climate conducive to human growth."
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C. 2.
The Organisation's Learning

Definitions of learning introduced in the previous chapter, such as 
Borger and Seaborne*s "any more or less permanent change of behaviour 
which is the result of experience" (1966, op.cit.), appear to apply 
equally well to the individual and the organisation; and in this light 
a system’s capacity to leam may be regarded as its capacity for pro
gressive modification as a result of interaction v/ith the environment. 
But this easy transition from the individual to the collective focus 
needs to be recognised as no more than a working analogy or convention 
if it leaves unclear which particular group or groups of people are 
deciding, speaking, learning, or otherwise behaving as the organisation.

For example the phrase "the organisation has to develop itself, delib
erately, and not just the executives or individuals" (taken from Hague, 
1978) has little meaning without specifying who in the organisation is 
to do the developing. Another more consequential example is from 
Bennis (1966) who defines Identity (amongst the criteria of organisa
tional effectiveness) as "the extent to which organisation goals are 
understood and accepted by the personnel".

Silverman (I988) is one who has warned of the danger that:

"By treating the ’goals’ and ’needs’ of organisations as 
givens .... we are attributing human motivations to 
inanimate objects: in other words we are reifying the 
organisation. Instead of attempting to establish 
empirically the conceptions of ends and needs held by 
its members, we begin with a priori notions of an organi
sation’s ’needs’ and then examine the processes through 
which it secures them ..... A disturbing consequence of
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all this is that, by accepting the system’s ’goal’, we 
are pushed inexorably towards a view inseparable from 
that of management. .For management’s problems, the 
survival and adaptation of the system, have become our 
problems."

Ten years later the force of that warning has become more apparent - 
certainly in the Mo, which is learning from its interaction with a 
turbulent environment that different staff groups have developed very 
different conceptions of the organisation’s purposes and are motivated 
in part by ends outside the system, the continuance of which is the 
preoccupying concern of management. This, of course, is essentially 
no more than has always been within the bounds of possibility given 
the varying expectations and loyalties brought into the organisation 
from the environment through the human resources employed, as indicated 
in the opening paragraphs of this study. But it is appropriate to recall 
this diversity and potential conflict of ends, which have become more 
obvious over the past five years, if only to illustrate that the question 
"who is the organisation?" can no longer be answered by the tacit 
assumption that in practice it is synoraymous v/ith management. Nor can 
the traditional management view of the goals of the health organisa
tion - that they are indefinable beyond the generalities of the 
professional model of cure and care but would undoubtedly command the 
support of all organisation members - be assumed to go unchallenged. 
Silverman’ s proposition of a "social action" fraraev/ork for the analysis 
of organisations starts "by establishing the ends held by different 
groups and the degree of conflict between these ends" (ibid.) This 
is compatible with views, already presented in chapter 2, of the 
hospital as a system of "negotiated order" (Strauss et.al., 1969, op.cit.) 
and an organisational "arena" (Hunter, 1970b, op.cit.) and appears to
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be an increasingly realistic interpretation.

The significance for organisational learning of this brief recapitulation 
of one aspect of organisation theory lies in the reminder it provides 
of the difficulty of applying to modern health care organisations the 
fundamental assumption inherited from scientific management and human 
relations theories - that the organisation is a unity based on a harmony 
of co-operation and infused by a single corporate goal interpreted by its 
management. V/hat the organisation learns, through a plurality of 
perspectives, is the result of selective perceptions by the individuals 
and groups who populate it. Kolb (l97^, op.cit.) illustrates this with 
an industrial example when he demonstrates that different units of the 
firm (marketing, research, production, personnel, finance) develop 
selective and characteristic wâ '-s of relating to different aspects of 
the firm’s environment (customers, technology, materials sources, 
labour and money markets). These are reflected in distinctive learning 
styles which are largely predictable, from the nature of the interac
tion, in terms of the segments of the Learning Cycle (figure 13 )•

This potential for differential learning within a pluralistic organi
sation needs to be born in mind when - as we must in order to advance 
the argument - we generalise by recalling that in chapter 1 the degree 
of openness of health organisations in the NEC was explored in some 
detail in terms of their (sometimes tardy or reluctant) adaptation 
tlirough the interaction between changing environmental pressures and 
their own internal state. Further examples are offered in Nelson’s 
(1975) study of organisational learning reflected in the NHS, in which 
he illustrates Schon’s (1971) three principal models for growth and 
adaptation (the centre-periphery model, the network model and the 
movement). The "centre-periphery" model Nelson regards as exemplified
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by the 197^ reorganisation of the NES - a radical, uniform and simul
taneous change in each of its divisions as directed by the central 
authority, yet undertaken in the name of local fle^dbility on the 
grounds that administrative structures at the periphery were proving 
too rigid to respond to changing requirements (see DESS, I968, op.cit. 
and 1970), which Nelson interprets - compatibly v/ith the examples given 
in chapter 1 - as an inability or refusal to learn through flexible 
local response. V/hilst the centr e-periphery model has been dominant 
in Western society and tends, in Nelson’s view, towards ever-increasing 
concentrations of power at the centre despite attempts at decentralisation, 
he finds it compatible with the existence of more modest "local netv/orks", 
often informal, which bring together, if only temporarily, people who 
have influence in a situation which is causing strain. As a small-scale 
example of this network model Nelson cites an initiative taken by a 
middle manager to combat increased staff absenteeism which produced 
various reactions amongst the parties v/ho became involved (staff, 
occupational health nurses, senior management, unions, press); but 
which brought about learning (from a temporary interaction of those 
parties’ representatives) of sufficient power to result in a permanent 
change in the organisation’s behaviour in relation to the management 
of staff absence, the protection of employees’ privacy and the norms 
of management/union consultation. Finally, he illustrates the learning 
experience which the NÏÏS has been steadily undergoing throu^ the 
emergence of a "movement" - the new Association of Practice Managers.
This lias involved a gradual but permanent modification of the relations 
between component parts of the NES as the movement has gained momentum 
and achieved formal recognition over the years since its origins in a 
study day on problems in the administration of GPs'surgeries, sponsored 
in 1972 by the North of England faculty of the Royal College of General
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Practitioners, from which came the initial realisation of identity and 
common interest by some of those engaged in such work.

But the pervading theme of Nelson’s analysis is not so much that
organisations leam by adaptation - through central direction bearing

or
on the periphery, local networks of initiative,y the dynamics of a 
movement in process of seeking status - as that organisations need to 
leam flexibility, which is perhaps the aspect of organisational 
learning most akin to the individual’s learning to learn. For, al
though organisational learning (which Nelson defines as "a more or 
less permanent modification of an organisation’s structure or behaviour 
patterns as a result of experience") has the object of harmonising the 
organisation’s existence v/ith that of its environment, this learning 
is accompanied by an increase in the complexity of its structure or 
behaviour pattern, and greater dependence on specific environmental 
conditions.

"This implies greater vulnerability .... a sacrifice of 
the variety of behaviours that can be called into play. 
Consequently it is possible to imagine learning to be 
a pathological process threatening the ultimate survival 
of an organisation - will it not become so physically 
complex and dependent that it finally succumbs to a vital 
environmental condition to which it is unable to adapt 
quiclcly enough? - unless one of the qualities learned is 
flexibility." (ibid.)

For an organisation to learn flexibly there must not only be sensing 
mechanisms capable of anticipating the need for adaptation and of 
forming the issues for decision in good time, v/hilst options are still 
open; the roles in such mechanisms must also be staffed by people with
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learning styles compatible with, such functions. Those mechanisms - 
such as the NHS planning ŝ ŝtem, the Community Health Councils, the 
external collaboration machinery v/ith local authorities and the internal 
consultative machinery with staff representatives - have been discussed 
in chapters 1 and 2 in the context of adaptation and integration. But 
by v/ay of an example it is instructive to see one of them - the planning 
system - in its dual capacity as a complex administrative mechanism 
(figure 21) and as a continuing learning process (figure 22), as the DHSS 
does in its guide to the NHS Planning System (19?6)* It has considerable 
potential for helping ÎNEIS health organisations to sense and adapt to 
change, but - as with other systems introduced by central direction, in 
standard form and with prescribed procedures - there are corresponding 
dangers of inflexibility, sufficient to account for the v/ry title of a 
recent assessment of what it can offer the NHS - "Why the Planning System 
is a Good Thing Provided We Don’t Stick to the Rules" (Dearden, 1978).
It requires a particular kind of manager - a manager v/ho combines 
strength with learned flexibility - to break the rules in the interests 
of his organisation’s learning.

C,3 .
Individual and Organisational Learning

One benefit of having come full circle, so to speak - through having 
viewed organisations initially in chapter 1 as the basis for a study 
of the management of their adaptive processes, and now in chapter 4 as 
the broadest context for managerial learning - is a consciousness of 
the essential similarities between the concepts that have been 
examined.

We have already argued,in chapter 3, that there is a potential synthesis 
between behaviourist, cognitive, cybernetic and physiological views 
about the essential nature of individual learning through the explicit
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or implicit presence in the overall learning situation of an Organism 
relating to an Environment through some form of Stimulus and Response, 
however differently each of these elements - and the nature of their 
interactions - would be interpreted. And we liave suggested that a 
total framework of this kind could be useful in analysing blocks in 
the individual's learning.

But such an E-S-O-R model is also highly reminiscent of the biological 
organism's import-conversion-export relationship with its environment 
which was seen at the outset as the appropriate starting-point for an 
open systems view of organisations. Provided that we avoid reifying 
the organisation or ignoring its plura].istic character, the analogy 
between individual and organisational behaviour in respect of both 
function and purpose is sufficiently powerful to suggest the possibility 
of useful insights to be gained from the conscious apposition of con
cepts from organisation and learning theories. For example it would 
appear to do no offence to current views of learning, whether behaviourist 
or cognitive, if Miller and Rice's (19&7, op.cit.) statement about 
organisations :

"These import-conversion-export transactions with its 
environment are the work the enterprise has to do if 
it is to live"

were to be paraphrased, to read:

"These stimulus-organic processing-response transactions 
with his environment are the work the individual has to 
do if he is to learn".

Even though theorists would invest each of these components of the system 
with their ovm individual meanings and significance, the 5-S-O-R model 
serves as a framework for individual and organisational learning alike.
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The existence of such parallels should not cause surprise insofar as 
we have seen how organisations can, with caveats, be regarded as 
learning systems, able to share v/ith the individual a common defini
tion of learning which emphasises development through adaptation.
The justification for drawing attention to the common elements of 
individual and organisational learning lies rather in the possibility 
that a systematic sharing of concepts between organisation and learning 
theorists, across some inherited academic and mental boundaries, might 
accelerate the process of useful theory-building. That is clearly not 
the present purpose here, but two examples are offered to illustrate 
the potential for fresh insights. One would involve applying Katz 
and Kahn's (1986, op.cit.) list of open systems characteristics 
quoted in chapter 1 - negative entropy, feedback, homeostasis, 
differentiation and equifinality - to the situation of the individual 
learner. Not all the analogies would be equally illuminating, but 
the lav/ of negative entropy might be restated to emphasise that the 
learner will maintain personal stability within his changing environ
ment only so long as he devotes more energy to fresh learning than 
he has to e:{pend on meeting the fresh demands of his social and v/orking 
life, which has something to sâ r about the theoretical rationale of 
continuing education. Similarly, equifinality might be re-translated 
as asserting that learners can achieve the same objectives from 
different initial starting-points and by different learning methods, 
which might assist the conceptual defence of the learner's individuality 
in such matters as pace and style of learning.

In the opposite direction - what insights theories of organisation 
might gain from theories of learning - it is possible that the cognitive 
perspective, with its emphasis on the initiative, versatility and 
imagination of the learner, might aid the reinstatement of people at



- 209 -

the heart of organisations, as a counter to the essentially behaviourist 

conditioning approach to the study of organisations which tends to 

oversimplify by concentrating on the analysis of external factors shap

ing the organisation's behaviour but de-emphasising the consequences 

of its internal human realities. In complex, labour-intensive, pro

fessional, thrusting, value-laden organisations such as the NHS it is 

impossible to accept an analysis which fails to recognise the changing 

condition of the organism itself as a prime factor, along with the state 

of the environment, in the equation which results in organisational 

behaviour. Just as in theories of learning one cannot ignore the 

existence of cognitive and behaviourist polarities, theories of organisa

tion might gain in realism from examining the implications of this 

dialectic tension for the study of organisational behaviour. Hutchins' 

(1968) concluding summary about his "Learning Society" -

"Man makes himself. He makes his environment. He 

makes his institutions, including his educational 

institutions. His environment and institutions make 

him".

- reflects this balance of forces. It is a theory about human organi

sations as well as about human learning.
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Chapter 3

MANACEMENT DEVELOPMENT AND THE NATIONAL HEALTH SERVICE

"A good deal of training and 
development must no doubt be 
taken on faith, as in the case 
of education in general"

Wendell French

Summary
In the light of the view of managerial learning taken in the 
preceding chapter, its implications are considered in terms 
of the major features which a strategy for management develop
ment in a complex professional public organisation would require 
if it were to reflect the realities of management and learning 
previously discussed. Certain aspects of management development 
are illustrated as models, although their limitations are stressed.

The major features are then traced in the evolution over recent 
years of policies and practices for management development in the 
NHS, as background for the more specific context, outlined in 
chapter 6, in which the research was conducted.
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A. The Implications for Management Development 

We have now reached the end of a sequence which began in Chapter 3 by 
examining the learning process in theory and practice, with particular 
reference to adult learning. On this foundation a view of specifically 
managerial learning has been erected in Chapter 4, ■ _ - .
using perspectives on the nature of management in complex organisations 
which were developed in Chapters 1 and 2. The implications for management 
development of that view were briefly discussed at the end of Chapter 2, 
and may be summarised in the following terms:

1. The contingent, situational view of management in large, complex, 
professional organisations such as the NHS is also the appropriate 
basis for its management development strategies. One corollary of 
this is that universal principles are of little help to management 
development of the kind we are concerned with, which requires 
variety, choice and recognition of individual and local differences. 
Another is that generalisations based on how managers actually 
spend their time conceal wide variations and represent an inadequate 
basis for defining what health care organisations require of their 
managers.

2. Management development necessitates a view of organisational activity 
as a social process of mutual influence in resource use, rather than 
simply as a hierarchical arrangement of superiors and subordinates.

3o The focus of management development effort should often be on the 
role set, or the group of people who are par^ to a particular 
management problem, rather than on the individual.

Requisite abilities for the majority of managers are likely to 
include considerable flexibility in ways of working through others, 
the capacity to manage change, a proactive approach to work, and 
a disposition towards self-development*
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A.I.
Major features of management development

It is now appropriate to re-assess these initial implications in the 
light of the study of learning now completed, so that a cognitive map 
of the overall management development process can be drawn. This should 
help to locate the main features of management development policy in the 
NHS and the place of the regionally organised middle management courses 
which have been the particular focus of this research. How, then, will 
the four implications summarised above now appear?

A.1.1.
Contingency

First, the contingent basis proposed for management development appears to 
be strongly reinforced by what we have seen of the nature of adult human 
learning. Diversity is needed in the strategies and methods of management 
development, not only because there is no uniquely and universally right 
way of managing but because there is no uniquely and universally right 
way of learning. The first empirical generalisation about learning 
examined in Chapter 3» and supported by those that followed, was that 
human learning is an individual and largely invisible process. Given 
the variability - in many respects an unassessable variability - both 
in the learner (e.g. in his style and pace of learning, his motivation, 
the blocks to his learning) and in the managerial situation from which 
the learning is derived or within which it is applied, the outcome of 
the effort to achieve learning \d.ll always be to a greater or lesser 
extent unpredictable. As Ashton et al. (1975) have said: ".... some 
patterns of management development may be effective in one situation 
and yet ineffective in another situation". Consequently only management 
development which is multiform, flexible and sensitively used offers 
much prospect of responding to the contingencies implied by the 
combined diversity of the learning process and the managerial situation. 
"Pluralism is a virtue, not a cop-out" (Handy, 1976,cp.cit.)
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Thus contingency remains a fundamental source for a conceptual framework 
adequate to the task of designing and conducting management development 
activities because it is the clear implication of how adults leam as 
well as of how organisations are managed. But the assimilation of 
an understanding of learning into an understanding of management extends 
and enriches the implications for management development in at least 
three ways which the argument in chapters 1 and 2 had not opened up.

A. 1.2.
Individual Focus

One is the importance of an individualised approach to management
development, for the contingent view implies recognition of the manager 
as a unique individual engaged in a unique range of activity at a unique 
place of work, one whose job title and description give very little 
indication of what appropriate behaviour consists of in any given 
situation. This is not to say that managers can only be successfully 
taught one at a time: rather it is to accept that most management 
development has to be self-development -

"Self-development processes, v/ith their inherent self-energising 
properties and their ability to adapt to the individually 
different needs of different situations, are arguably the only 
feasible method of management development" (Burgoyne, Boydell 
and Pedler, 19?8, op.cit.).

And where broadly similar development needs, not readily met through 
personal effort, bring managers together into a collective learning 
endeavour, there remains the challenge of individualising the process 
through careful analysis, both of the particular relevance - present or 
future - of the available opportunities to the learner, and of his 
preferred v/ays of learning.



- 214 -
A . 1.3.
Integration '

The second additional deduction to be dravm from the study of adult 
learning is that management development needs to be actually or poten
tially integrated with work experience. At the beginning of 
chapter 4the attempt was made to demonstrate that the pragmatic, problem
solving nature of managerial activity combines with the autonomous, 
problem-centred characteristics of the experienced adult learner to make 
work both the natural raw material for learning on the job and the 
inevitable touchstone of relevance for learning opportunities off the 
job. It is here that Kolb's (1971» op.cit.) cycle of learning, in 
juxtaposing concrete experience with reflective observation, abstract 
conceptualisation with active experimentation, distills the essence of 
management development methodology - to ground practice in theory, to 
express theory in practice.

A . 1.4".
Progression

The third of these additional implications arises from the changeable 
nature of the contingencies which managers need to learn to cope v/ith.
By introducing the dimension of time into the framework for management 
development we. are reminded that a progressive, career-long approach is 
indicated. It v/as the dynamic nature of pressures affecting the manager 
- within the environment, within the organisation, within his role-set, 
v/ithin himself - that was seen to place a premium on adaptation (and 
thus on flexibility, the management of change, proactivity and self
development) in the fourth of the original implications for management 
development summarised at the beginning of this section. But the study 
of learning itself has revealed the special significance of "learning 
to learn" as possibly the pre-eminent ability requisite for the adult's 
continuing adaptation in a changing world. It is therefore a criterion
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of adequacy in management development that it should leave the manager- 
learner better able not only to refond to existing pressures but also 
to devise for himself appropriate responses to pressures yet to arise. 
If to that general requirement for learning to facilitate life-long 
adaptation and updating is added the appropriateness of specific 
development activities to accompany significant increases of responsi
bility through promotion or specialisation, then the implication may 
reasonably be stated as si requirement for a progressively articulated 
strategy of management development.

A.1.5. Organisational Focus

The second and third of the original implications listed at the beginning 
of this chapter invited attention to the need to take account of the 
organisational and group dimensions in management development, because 
the individual manager's behaviour could not be satisfactorily studied 
except in terms of the relationships (lateral as well as vertical), 
obligations and expectations that exist between him, those he works 
with, and the organisation as a whole. These implications have been 
supported and extended by the perspectives on management development 
gained from the study of learning.

For example in c h a p t e r  4  it has been regarded as
important to view the indivi dual-in-his-c ont ext as the proper focus of 
managerial learning because the manager's role - seen as the integrating 
concept - is the primary source of his learning, which may be derived 
in part from, and influenced by, those he works with and for.
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Managerial learning, like management action itself, is essentially a 
social process accomplished through interaction with others. If, 
therefore, the manager leaves that context of work relationships in 
order to attempt some form of off-the-job learning, typically as a 
member of a management course, we have seen how a credibility and 
learning transfer gap is thereby opened up which may need very deter
mined and imaginative efforts to close, for example by seeking to 
involve the manager's immediate superior or other work associates in 
the overall training effort.

"The usefulness of the manager's learning is dependent, 
therefore, not just on the quality of the course but on 
the receptiveness of the enterprise to which he returns"
(Eccles, 1973).

In this organisational dimension, the study of managerial learning has 
emphasised the significance of the learning climate in its capacity to 
help or hinder any development effort the manager may malce: for 
Tomlinson (1978),

"Management development is about the reality of the support 
that managers get for their attempts to develop"

whilst Kreiken (l973) has no doubt where the prime responsibility lies 
for this:

"Top management must create the climate, that is the 
structures and the procedures which foster the development 
of managerial talent of people at all levels and in all 
functions".
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But the examination of organisational learning went beyond the context
and climate for the manager's learning efforts to the sense in which
the organisation itself can be said to have a collective capacity to
leam through the experience and feedback which attend its effort to 

envir»nme»ttaZ and
adapt to changing^ internal pressures. Amongst the key sensing
mechanisms for such purposes are the procedures and practices for 
public relations, community liaison, planning, resource allocation 
and the regulation of employer-employee relationships; and the researcher 
has argued elsewhere (V/hite, 1978) that management development has to 
make a significant contribution to the effectiveness of these key 
organisational processes if it is not to remain, in Pym's (1988) 
phrase, "outside the mainstream of the organisation's life, both 
physically and politically". But the learning potential in these 
sensing mechanisms may need to be facilitated and enhanced by forms of 
management development that focus on managers collectively rather than 
individually. For the historically inherited assumption that a manager 
changed by training produces improved work behaviour which increases 
organisational effectiveness -

"Organisational action attempts to affect the general factors 
in the organisational situation ... In training, on the other 
hand, a direct attack is made on the trainee, with a view to 
changing his outlook or his level of knowledge, on the assumption 
that these changes will be transferred to his environment and 
to his professional activity" (Meigniez, 1983)*

- now appears oversimplified and unsubstantiated. Like the Englishman 
lost in Ireland, the advice may well be that his destination is better 
reached by starting from somewhere else .....
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However the principal implication of this discussion is that there are 
various starting places for management development activity - the 
individual role-holder, the role-set or group, the organisation or 
some significant part of it - which find a legitimate place in a 
truly comprehensive framework. The research reported here has the 
individual manager and the external course as its prime focus, so that 
it would be inappropriate to extend the discussion further to the exami
nation of direct approaches to organisation development; but the 
comparison made earlier in this chapter between individual and organi
sational learning revealed an underlying identity in the learning 
process which confirms the organisational dimension as essential to an 
understanding of management development.

Two further significant advantages of taking an organisation-wide 
perspective are that organisational effectiveness can more readily be 
seen as capable of being pursued by a number of routes other than 
management development (e.g. efficiency studies, structural or technical 
changes); and that management development itself can be regarded as 
embracing a number of related activities of which education and training 
represent a part, not the whole. In the case of the NHS this is 
illustrated, at the national policy-making level, by figure 23» More
over the interdependence between the various elements in the definition 
of management development we have been using - "the general term which 
embraces a number of strategies (including appraisal and counselling, 
management education and training both on and off the job, the systematic 
acquisition of varied experience and study for appropriate qualifications) 
designed to develop in an orderly wâ / the managerial capacity of an 
organisation through its members" (DHSS, 1974, op.cit.) - issupported by 
Ashton et al. (1975) in their systems view of management development:
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"... management development is made up of a number of 
activities. For these activities (appraisal, for example) 
to be considered in isolation is meaningless, for they are 
only single steps in a system aimed at improving and 
increasing managers* potential and performance ... it is 
no use having a sophisticated appraisal system if there 
is no wherev/ithal to derive development needs from it; and 
no point in deriving useful development needs if they 
cannot be met."

The relationship seen by the researcher between appraisal and various 
forms of management development, both off and on the job, is depicted 
in figure 1 of Appendix 2.

A.1,6.
Group Focus

In the group dimension, discussion in the previous chapter has revealed 
the powerful influences on the manager's learning of his work relation
ships with others, particularly those who have major and continuous 
expectations of his performance as monbers of his role-set. But within 
that role-set the study of managerial learning has postulated a 
specially significant role for the manager-learner's immediate superior. 
His position as the local representative of the organisation, the 
setter of work targets and standards, leads inevitably to his being 
uniquely well placed to help the manager reconcile any conflict between 
the two principal components of his role - the organisation's expectations 
and his o\m capabilities and aspirations; to share responsibility ;dLth 
the manager himself for the latter's development; and in particular to 
assume a coaching role, whether this is included in his formal job 
description or not. The clear implication is that management development
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is most satisfactorily accomplished where the manager's immediate 
superior is recognised as a party to the learning effort in his ovm 
right. This aspect of his role has been much neglected, and it is 
not without significance that a number of the instruments developed 
in the present research, and the two working manuals (Appendices 2 
and 3) which are amongst its outcomes, are addressed specifically to 
the manager-learner's "boss". It is twenty years since Cantor (193&), 
recognising the influence which managers have over their ovm and their 
■ subordinates' learning, argued that an understanding of the learning 
process could be as important to their managerial performance as an 
understanding of economics, organisation theory and other apparently 
relevant bodies of knowledge: yet it is still uncommon to see "learning" 
included eis an area for study in management development programmes.

A . 1.7.
Collaboration

A further implication for management development arises from the study 
of managerial learning completed in the previous clna-pter, and draws on 
all the implications already outlined. It is simply that the complex, 
diverse and multi-faceted characteristics of management development 
that have emerged from the synthesis of management ifith learning 
require a specially intimate collaboration between at least four 
parties - the learner, his immediate superior, his organisation's top 
management, and some source of stimulus for learning which we may for 
convenience regard as a "teacher" although he may function inside or 
outside the organisation and in some situations may in fact be the 
immediate superior (as in coaching) or the learner himself (as in 
self-development) o

Stuart (197S) has recently expressed the nature of the mutual ezmecta- 
tions between these parties in terms of a set of five"contracts"which
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drav; on Mumford's (1972) study of computer specialists - contracts of
knowledge, motivation, efficiency, eth-ics and tajsk structure (figure
24). In this connexion it may be noted that Stuart's focus on three
parties represents a considerable simplification of a complex picture
and may conceal the identity of the people actually involved. For
example he indicates that the "employer-organisation" is represented
by the manager's line superiors and personnel staff ifith responsibility
for management development; whilst this is true, it v/ill be clear from
the evidence offered in this chapter why the researcher believes that
the learner's immediate superior and his organisation's top management
need separate identification, although there is a case for distinguishing
his unit/department and his role-set too. Equally the individual
teacher (or trainer, or tutor) may be regarded whilst teaching as
entering into a temporary contract of mutual expectations with the
other parties within the larger contract implied by the design of the
overall learning activity: it is often as important (and difficult) to
reconcile the individual teacher's purposes with those of his educational

manager's
institution as it is to reconcile the individual / development objectives 
\fith those of his employing organisation.

Nevertheless, the notion of mutual expectations and obligations between 
the various parties to the implicit learning contract is a very useful 
one, and its underlying complexity only serves to emphasise that manage
ment development is inherently difficult and highly dependent on the 
quality of relationships. We have seen in chapter 3 that learning 
requires motivation, attention, assimilation and reinforcement, and is 
subject to blocks: the examples given of the able teacher's capacity 
nonetheless to facilitate learning clearly illustrate the nature of 
relationships needed between learner and teacher and the wide repertoire 
of teaching/i earning methods which may be appropriate in different



- 223 -

î',ducauiGnal 
/ Institution

Fi^ 2 4 "  T u e  c o w t /̂ a c t u /m . FR. A M  C W o  K' 
IM M A is/ A G C  M  C M T  D e  VC LOp M G  ̂ JT

Joüvftc. : T L  ([̂ 147 6'̂



- 224 _

circumstances. But we have also seen that for the adult employed 
learner the arena wherein the processes of learning may be achieved 
or prevented, helped or hindered, extends into (and may be confined 
to) the workplace - a workplace which for the manager-1earner is 
itself characterised by the expectations of many other people. Key 
people v/ithin the organisation thus need to become parties to the 
network of relationships which have to be established and maintained 
in support of management development. Coupled with the need for 
choice between different forms of development implied by the recognition 
of individual differences, an appropriate expression of the principle of 
collaboration lies in the joint creation of personal development plans 
for managers. As Bearden and Jones (1977) show in an NHS context, such 
development plans can contribute to both organisational and individual 
needs (see figure 25)* They can bring together a situational ly appropriate 
combination of options from a range that - as illustrated by Appendix 3 - 
may be wide and varied. We can readily agree with Burgoyne and Stuart 
who argue that:

"... upon the goals of management development programmes 
vm.ll depend the appropriateness of different educational 
strategies ... there are indeed *horses for courses*" (1977* 
op.cit.)

but would add that there are horses for non-courses too.

A . 1.8.
Evaluation

Finally there is in the picture of managerial learning that has emerged 
in th.efe chapters the clear implication that evaluation - the comparison 
of outcomes with intentions and the value placed on that comparison - 
is a necessary accompaniment of management development if only because, 
in the complex scene we have described, outcomes are likely to be
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elusive and far from self-evident. In such a multi-faceted situation 

an adequate evaluation strategy is likely to require multiple criteria, 

corresponding to differences of objective aind perspective of the 

various parties involved (learner, immediate superior, top management, 

teacher); differences of time sequence (immediate, intermediate, ulti

mate); and differences of place (classroom, workplace, boardroom).

Fuller discussion of the question of evaluation is postponed to the 

following chapter because it is the basis' of the research reported here 

and is most satisfactorily examined in relation to the particular 

situation to be evaluated. But it is properly listed here amongst the 

implications for management development of what we have seen of manage- 

mand and of learning: the need for evaluation is inherent in management

development, not an optional extra, aind judgements will in practice be 

made about development activities with or without firm evidence of their 

consequences. But there is a special obligation to attempt the evalua

tion of efforts to develop the quality of management on as sound a 

basis as possible, for "the health of the organisation, its survival 

aind development, depend on competent managers" (Pym, 1968, op.cit.)

A.2.

Models of management development

By bringing together insights gained from the study of both manage

ment and learning we have been able in this chapter to draw out
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a number of major implications for management development, constituting 
the broad conceptual framework within which the specific research to be 
reported has been undertaken. Vdiilst relying on en^irical generalisations 
(particularly in the discussion of learning) as well as on theoretical 
propositions it is possible now to suggest that an adequate management 
development system, i.e. one capable of guiding activities that conduce 
to managerial effectiveness, needs to take account of the eight factors 
outlined above.

These may be summarised by stating that management development has to 
be viewed from an essentially contingent perspective: this implies 
the selection of development methods appropriate for the individual, 
whilst recognising the organisation and the group both as influences on 
the individual and as alternative foci of development activity in what 
is essentially a progressive process. Viewing thus the individual-in- 
his-context, the need for management development to be integrated v/ith 
work becomes apparent, and the consequent complexity demands close 
collaboration between the parties concerned, matched by evaluation of 
sufficient sophistication to obtain evidence of effects from various 
sources and at various times.

The possibility of modelling the management development system merits 
some consideration. In Tracey *s definition of the term:

”A model is a representation of a system. The model is 
not the system: the model represents, in simplified form, 
selected features of the system under study, but the 
system is always more complicated and richer in detail 
than the model” Cl97"l)«
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But contingency is the enemy of simplicity. However selective the 
choice of system features to model, the prospect is intrinsically remote 
of portraying the situational eventualities of idiosyncratic interactions 
between the manager, his organisational context and available learning 
opportunities as they have been outlined above. Handy (19?6, op.cit.) 
illustrates the complexity with figure 26, which is directly relevant 
insofar as any factor affecting the organisation's effectiveness is 
potentially a factor affecting its management development; his point is 
that with over 6o different variables listed most managers could still 
suggest a few more, or would group them differently, even before the 
interactions between them begin to be considered. Faced with that
degree of complexity (and there is no mention in that model of any learning
and development variables) the choice lies between a comprehensive detail
ing that defeats its ov/n object of simplification, and a selective focus
on one variable or group of variables which tends to unfocus many others.

In these circumstances it is appropriate to recognise that here too we 
must adopt a multi-perspective approach and abandon the search for one 
comprehensive model in favour of a set of models, each of which may have 
some abiding facet of truth to represent about the management development 
system as seen from that perspective. To an extent this has already been 
begun in this section; Stuart's model of mutual eigectations between the 
parties to management development (figure 24) is, with the caveat already 
entered, a helpful representation of the scope for collaboration; whilst 
the researcher's o\m figure 23 attempts to show the place of management 
education and training amongst other forms of management development, 
v/ithin the still broader conte:rt of alternative national strategies 
aimed at increasing management effectiveness. Moreover the latter 
model sees management education and training in open system terms of 
inputs, processes and outputs, with evaluation as a feedback loop rather
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similar to Ashton and Gibbon's (197^) model of management development 
(figure 27) without the letter's apparent assumption that the organi
sation's starting-point for management development is necessarily the 
synthesis of corporate planning \d.th management appraisal©

Conceptual progress can, then, be made by accepting that any one pers
pective used to depict management development gives- us only a partial 
view; and that each element modelled is likely to be an abbreviation 
standing for a host of other factors which constitute the reality and 
relationships being represented. For example in figure 23, behind 
"Management Education and Training Activities and Methods" lie a very 
wide range of learning design decisions which Burgoyne and Singh 
(1977) summarise as in figure 28: each of these decisions in turn 
represents a choice betv;een many alternatives, of which some of those 
relevant to Method are illustrated in figure 29 (Burgoyne and Cooper,
1976).

Similarly it may advance our conceptual grasp of reality if we can 
recognise that the manager's role behaviour represents the current 
reconciliation of numerous influences on his performance identified in 
the preceding argument, including:

• the individual himself, with his unique blend of capabilities,
inclinations, needs and learning potential

. the job he performs, varying in its demands, constraints and
choices (see figure 7)

o his work group, a shifting range of different people and consequent
relationships, formal or informal (see figure 6), within which

• his immediate superior has a particular responsibility for the
development of his role performance and to some degree channels
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influences from

• the manager's organisation, embracing systems of activity and for
various purposes constituting the unit, department, institution, 
employing authority or national service, all functioning v/ithin

• the environment with which the organisation must maintain an 
adaptive equilibrium in order to survive.

If all this can be acceptably distilled into a simple axis of individual 
and organisational contributions to role behaviour, then an idealised 
view of its potential for modification through management training 
courses, with which this research is specially concerned, might be 
modelled in some such v̂/ay as figure 30, iu order to illustrate propositions 
made earlier in this chapter. For example it takes a total view of the 
manager-in-his-context and illustrates the case made for the "teacher" 
to address his efforts to the v/hole of his course member's v/ork context 
by seeking a collaborative relationship with the organisation as well 
as the individual. It emphasises the interruption of normal work role 
behaviour represented by attendance at the course and the consequential 
transfer gaps opened up both in adjusting to appropriate behaviour on 
the course and in returning to v/ork. (Relevant means of bridging these 
gaps are the subject of Appendix 2: moreover it is arguable that the 
transfers are facilitated when the course is divided into segments so 
that the manager has more than one opportunity of relating his work to 
the course, and vice versa). Finally the model shov/s tv/o alternatives - 
no change, and change for the worse - to the desired v/ork role behaviour 
changes that lead to improved performance, again of the manager in his 
context® If such performance improvements do occur as a result of 
course-related learning, the contextual view we have taken of the role 
acts as a reminder of the useful simplicity of Stev/art's model (figure 8),
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where one manager makes more use than another of the discretionary 
aspects of the same job, whether by expanding the choices or reducing 
the constraints. But in terms of figure 30 that effect is achieved by 
the same manager, reinterpreting and developing his role behaviour in 
the light of the learning achieved during the course.

Finally the set of models, offered here for their capacity to represent 
different but complementary aspects of management development, is 
completed by an adaptation of Hamblin's (1974) "cycle of evaluation"
(figure 31)* The reasons for the modifications suggested to the 
original model for the evaluative purposes of this research will be 
discussed in the next chapter: its usefulness in the present context 
lies in the fact that it mirrors important features of management 
development as a whole. It sees evaluation as being appropriate at a 
number of successive levels which start with the individual and end \d.th 
the organisation, and thus reflect the variations of perspective, of time 
and of place, which were postulated for an evaluation strategy of sufficient 
sophistication for management development. It portrays the theoretical 
emergence of individual objectives (levels 3i 2 and I) vidthin the context 
of organisation and department/unit objectives (levels 3 and 4) and thus 
matches the twin origins of managerial role behaviour and its development 
used in figure 30. And it recognises, by the arrows leading to the upper 
left, away from the objectives at each level, and by those leading from 
the upper right to the successive levels of effect, that objectives are 
properly pursued, and performance inevitably affected, by a variety of 
means other than training, which for a local context corresponds with 
the picture presented in national terms by figure 23. It is therefore 
an appropriate model of evaluation for the view of management development 
which has emerged in this chapter.
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This, then, is a set of models which, taken together, represent
important aspects of a management development system compatible with
what has emerged from a study of the nature of management and the
nature of learning# Certain of them will be of particular use in

6 and 7
illustrating in chapters y the design of the evaluation research id.thin 
the broad framework of management development now erected.

There is however one general limitation of the visual representation 
of system features which are thus "fixed" in a permanent relationship 
to each other, and that is their tendency to give the impression of a 
contrived process. It may be appropriate, therefore, to correct any 
such impression by closing this section with a quotation from Douglas 
McGregor's comparison of alternative approaches to management development, 
After characterising the "manufacturing" approach as one which sees 
management development specialists as assigned to the task of "designing" 
a programme and "building" the necessary "machinery" toward the end of 
"producing" the needed "supply" of managerial talent, he goes on to say:

"An alternative approach to management development is somewhat 
analogous to that of agriculture. It is concerned with "growing" 
talent rather than manufacturing it. The fundamental idea behind 
such an approach is that the individual will grow into what he is 
capable of becoming, provided we can create the proper conditions 
for that growbh. Such an approach involves less emphasis on 
manufacturing techniques and more on controlling the climate and 
the fertility of the soil, and on methods of cultivation".
(McGregor, 19^0).
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B. Evaluation, of Management Development in the NHS

Now that a view of management development in general has been offered in 
order to provide a broadly based framework of concepts for the research, 
it is possible to identify salient features in the evolution of policy 
and practice in management development specific to the NHS. This in 
turn will assist the location, within that system,of the two regionally- 
sponsored series of middle management courses - in the Wessex and Oxford 
NHS regions - which have been the focus of evaluative study.

B.1.
The Early Years: 19^8 to 1933

Although the management of the NHS is by any standards a substantial 
and demanding task, very little systematic attention was given in the 
early years of its existence to the development of managers* ability. 
Several reasons for this may be adduced: preoccupation with the 
immediate task of making the new Service work at all; growing uncertainties 
about its continued viability as the real costs and complexities became 
apparent in the early 1930s; vagueness as to whether the initiative lay 
locally with the 400 hospital authorities made responsible by the 1946 
NHS Act for the control and management of 3*000 hospitals with 300,000 
beds and the employment of 400,000 staff, or centrally with the Ministry 
of Health and the Whitley Councils who determined their salaries and 
conditions of service; in the latter case the traditional Civil Service 
views of the "gentleman administrator", educated rather than trained, 
which might well not encourage the professionalisation of NHS management; 
and the general doubts in the world of business about what the study of 
management - if it were needed at all - should properly comprise.
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Whatever the combination of reasons, the period to 1955 has to be
regarded as largely preceding any visible official concern for
management development. This would not of course be true of training
in general for,in such a highly professionalised organisation with
very limited scope for error in its primary task system, a high
proportion of staff are always engaged in training or being trained.
However,they are typically following curricula which are the responsibility
of statutory and other bodies independent of the NHS and have generally
allocated little or no time to issues in the organisation and management
of the professional services rendered. Administrators have had, since
before the start of the NHS, broader professional qualifications available
for study, in particular the Diploma of the Institute of Health Service
Administrators, but neither these, nor the various accountancy

a
qualifications of their financial colleagues, have beeny'required licence 
to practice. A very few senior hospital administrators in those early 
years of the NHS offered junior "training" posts which provided broader- 
than-usual experience and improved career prospects, but little attention 
was paid to continuing education in any of the health professions such 
as might assist its members to discharge the management responsibilities 
that accompany increasing seniority. It was left to a charitable trust, 
King Edward's Hospital Fund for London, to take some experimental 
initiatives in the provision of training courses through the establishment 
in the early 1950s of staff colleges for administrators, caterers and 
senior nurses.

B.2.
Signs of Concern; 195& to 19^5

The report of the Guillebaud Committee (Ministry of Health, 195&a), 
represented a landmark in two ways. First, it helped to
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confirm the NHS in its existing form - and thus to allay professional 
uncertainties as well as public anxieties - by finding no widespread 
waste or undue extravagance and making no recommendations for radical 
restructuring. Secondly, it reported strongly in favour of a more 
systematic approach to the efficient administration of the Service 
through sound recruitment, training and promotion policies within a 
coherent staffing structure.

Thereafter national initiatives were considerably more positive.
Shortly after Guillebaud reported, a circular was issued (Ministry of 
Health, 1956b) which provided for a national recruitment and training 
scheme for young administrators of graduate calibre, the further 
education of administrative and clerical staff, improved standards 
for junior staff recruitment, special selection and training of officers 
capable of filling senior posts; and urged authorities to review their 
local arrangements accordingly. The 3-year national administrative 
training scheme had immediate success in its aim of bringing into the 
hospital service a larger share of the country's potential administrative 
talent. Influenced by an earlier visit to UoS. masters' degree programmes 
on the part of Mr. John Pater, Under Secretary, and Dr. George Godber, 
then Deputy Chief Medical Officer, for the Ministry of Health, it brought 
a university (Manchester) into partnership with hospital authorities for 
a form of management development in the NHS for the first time, together 
with the King's Fund HospitsO. Administrative Staff College; and another 
university (Leeds) was funded by the Nuffield Provincial Hospitals Trust 
from 1958 to explore its potential contribution, through 3 or 4 week 
courses, to the mid-career development of administrators without 
educational experience since school.
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From the outset administrative training was viewed in the broader context 
of career development, and the report of the Noel Hall Committee (Ministry 
of Health, 1957), set up as a result of the Guillebaud enquiry, eventually 
resulted in a revised promotion and appointments procedure, together with 
staff advisory committees in each region to maintain registers of 
administrative staff, to advise on career prospects and to provide the 
names of outside assessors to be included on appointments committees.
Sir Noel Hall did, however, identify in his report a central problem of 
career development in the NHS - "to try and devise ways and means by which 
the advantages of a national service can be secured for the multi-unit 
service which makes up the hospital world" - which has become a pervading 
theme: where nationally sponsored developments of the kind illustrated 
above have depended on local action by hospital or health authorities, 
progress has inevitably been uneven. By 1965 some regions had, for 
example, devised joint recruitment, induction and training schemes for 
school leaver entrants to junior posts, and/or had established training 
centres for staff with supervisory or managerial responsibilities; in other 
regions there was no such evidence of concern for staff development.

Moreover it must be recalled that the focus of developmental attention in 
this period was almost exclusively on administrators. In 1964 the National 
Staff Committee was set up, following another report, that of the Lycett 
Green Committee (Ministry of Health, I965): the NSC's task was, in the 
words of its first secretary Mr. A.J. Bennett:

"To produce a recruitment, training and development policy for hospital 
administrative staff which would take into account the manpower needs 
of the Service with a recruitment programme to match training requirements, 
a procedure for assessing staff and a more orderly system of making 
appointments". (King Edward's Hospital Fund, 1977, op.cit.)
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Its first step was to set up regional staff committees (with supporting 

officers who constituted the first group of personnel management 

specialists in the NHS) to take over and extend the work of the regional 

staff advisory committees, particularly into the fields of career 

counselling, staff appraisal and some limited job rotation between 

administrative posts within each region. So far there had been no 

comparable management development efforts in any other health profes

sion to match those made on behalf of administrators.

However, in the early 1960s there were signs of a growing demand, both 

inside and outside the NHS, for a more sophisticated approach to manage

ment by health professionals generally. The accelerated pace of techno

logical change, the inauguration of a substantial and expensive hospital 

building programme, the beginnings of management cost accounting linked 

with output measures, the concern for the specialist study of hospital 

working methods expressed through the Ministry of Health's Advisory 

Council on Management Efficiency and the appointment of work study 

officers in the NHS, the amalgamation of adjacent hospital authorities 

creating heavier and more specialised management responsibilities - all 

placed increasing demands on the management skills of NHS staff. This 

reflected a wider awareness in society of the potential value of the 

adequately trained manager - the Franks (1963) report on Business 

School education was soon followed by the Industrial Training Act of 

1964 with the stimulation of management training through the levy/grant 

system as one of its early concerns. Such a trend was reinforced by 

the aspirations of health professionals for better grading and career 

structures, for their prospects would inevitably be improved by larger 

spans of control and by emphasis on systematic training for management 

responsibilities.
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The administrators* methods of expressing concern at the national 
level for management training and career development proved in the 
event to*be the pathfinder for other health professions, starting with 
the nurses.

B.3.
Rapid Expansion: 1966 to 1975

The report of the Salmon Committee (Ministry of Health, 1966) recommended 
a re-structuring of the hospital nursing service from the chief nursing 
officer (accountable directly to the hospital authority) through three 
intermediate grades of nursing line manager to the. ward sisters; 
ecg)hasised the importance of organisational clarity and accurate job 
descriptions; and urged the setting up of a National Nursing Staff 
Committee to initiate and co-ordinate a massive programme of management 
development to enhance the profession's competence and influence in 
decision-making. (Rather similar recommendations for local authority 
nursing services were subsequently made by the Mayston Committee report 
(D.H.S.S., 1969b)but were administered separately until the reorganisation 
of 1974.)

The Salmon recommendations were accepted for phased implementation 
by the Secretary of State, and the National Nursing Staff Committee 
worked closely with, and modelled many of its decisions on those of, 
the National (Administrative) Staff Committee. Arrangements for 
selection procedures, including the use of outside assessors, were very 
similar and a system of staff appraisal - more open than that of the 
administrators but compulsory rather tiian optional - was introduced, 
with some accompanying training. Stress was laid on relating management 
development to organisational structure through the use of the job
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description as a starting point and,in its first major policy statement, 
the NNSC (1969) endorsed on-the-job training for nurses with management 
duties, placing responsibility for this specifically on their seniors.
This was in keeping with Salmon's firm commitment to hierarchical 
management and more explicit than the older National Staff Committee's 
statement two years previously, which had been expressed thus;

"The ultimate responsibility must, however, be with each employing 
authority to ensure that all officers are enabled to benefit fully 
from the process of management development." (NSC, 1967).

However, on-the-job management training is both difficult and largely 
intangible; and it was the rapid expansion of short off-the-job management 
courses conducted, within guidelines published by the NNSC, by a nation
wide combination of effort by NHS regional hospital board staff and 
further and higher education sector institutions, that quickly became 
the most conspicuous form, indeed almost a definition, of management 
training for nurses. Nursing and midwifery is a profession some ten 
times the size of administration and in the hospital service has a 
broad base of ward sisters whose managerial responsibilities are heavy, 
albeit largely inseparable from the technical aspects of their role. 
Consequently the participation of nursing managers in the emerging 
management training course programme, although they were soon joined 
by the senior members of many other occupational groups (e.g. scientific 
and technical staff, ancillary and support services staff) for reasons 
outlined above, greatly expanded and permanently influenced the nature 
of that programme.



— 244 —

By 1970 over 12,000 staff annually were attending management courses 
of at least one week's duration around the country: some 80OO of these 
were ward sisters, or their equivalent, on first-line (supervisory) 
courses for nurses only, typically three weeks in length though often 
shorter for experienced sisters; at middle management level (four weeks) 
and senior management level (originally eight weeks), attendances were 
about 2000 and 300 respectively on multiprofessional courses in which 
it was often difficult to keep nursing participation below of the 
total membership. (The residue of gross annual attendances is largely 
accounted for by supervisory management courses specific to ancillsiry 
staff, stimulated by recommendations of the National Prices and Incomes 
Board; and by local authority management training for district nurses, 
health visitors and others in the Community Health Services).

Moreover the NNSC initiated and monitored its management development plans 
energetically through its secretary Miss I.L. James, preferring to work 
through an extensive network of officer contacts and joint meetings with 
each region rather than adopt the pattern of semi-autonomous regional 
staff committees used by the administrators. In order to concentrate 
attention firmly on the short-course programme, alternative strategies 
(such as longer qualification courses offered by some educational 
institutions) were for some years positively discouraged, and significant 
variations from the national pattern had to be negotiated with the 
Committee. Although unable to determine directly the local conduct of 
the management courses, the two National Committees (composed of 
members and officers of hospital authorities, staff side representatives 
and independent members) set out frameworks for their design which 
represented a collective view of generalised training needs rather than 
one based on local analysis of individual role-related needs within
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particular organisations. For example, the main elements of the 
middle management course framework agreed on by the NSC (1967, op.cit.) 
and endorsed by the NNSC (1968, op.cit.) were:

1. General principles of structure, organisation, management and
control.

2. Financial Management.
3* Supply Management.
4. Personnel Management and Communications.
3. Special Aspects of Management in the Hospital Service,

e.g. Building Programmes.
6. Management Techniques and Aids to Management,

e.g. Work Study, Operational Research, etc.
7• Medical Care•

In terms of Burgoyne and Stuart's (1977, op.cit.) analysis of schools 
of thought on human learning (see figure 11) this outline 
belonged to the "Information Transfer" approach, althou^ in practice 
the influence of the further and higher education institutions, to which 
the majority of regions turned for help in implementing the overall 
programme, moved many courses in an "Experiential" direction, with 
managerial applications of behavioural science becoming in some cases 
the core of the training. As Thompson (1978, op.cit.) has pointed out, 
the affective domain was relatively neglected in the early years of NHS 
management development, personal feelings and beliefs being difficult to 
take into account in an analysis of training needs undertaken nationally.

Increasingly there were deviations from, and additions to, the nationally 
prescribed pattern of management training, accelerated by the appointment 
of Regional Training Officers during the mid-1960s. One of them
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Mr. P. BeaViain, then RTO of the Sheffield Regional Hospital Board, was 
amongst the first to voice misgivings about the impact of the NHS 
management courses. He paraphrased a series of informal discussions 
with former course members in these words;

"Most staff said they enjoyed the training and many of these said 
they had appreciated particularly its practical or non-academic 
character. They paid tribute to the skill of the trainers in 
conducting a mixed group through such a variety of exercises and 
discussions. In the individual interviews each manager said that 
although, due to exceptional circumstances, he himself had not 
been able to put any of the teaching into practice, he felt that 
many of the others must surely have been able to do so. In the 
group meetings members were somewhat surprised to see that all 
their colleagues also suffered from the disease of 'exceptional 
circumstances'...." (Beahan, 1969) •

In the following year Williams in Cardiff, after using role analysis 
within an open systems approach to the study of a hospital's organisation 
in order to identify the distinctive managerial contribution of the 
ward sister, stated;

"Analysis of the environment in which sisters work increases 
one's understanding of the sister's role and makes it possible 
to identify certain practical limitations to the extent to which 
the sister's managerial effectiveness can be increased through 
training." (Williams, 1970, op.cit.)

The "practical limitations" included the expectations of others in her 
role set, enshrined in a substantially inevitable pattern of working.
This view was endorsed by a thirty-month evaluation study of four first- 
line management, courses for ward sisters in the Manchester region, 
published the following year. Davies reported;
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"....the effect of diffuse and differing expectations about the 
courses on the part of course members and nominators. This means 
that expectations are not linked to the courses run and also that 
they are only rarely linked to specific training needs.... Generally 
the lack of pre-course preparation.... the difficulty of ensuring 
that the course is seen as relevant to realities of the ward 
situation.... The sister often returns to a situation where she 
has already developed certain role responses. In the complex hospital 
situation there are many pressures which encourage her to return to 
her pre-course behaviour pattern." (Davies, 1971).

And, invited by the same Manchester Regional Hospital Board to attempt 
an initial assessment of the effectiveness of their middle management 
courses through interviews with participants and senior officers during 
and six months after the course, the researcher found few exceptions 
to the general conclusion that;

"All is far from well. If we agree that the only worthwhile 
objective of training is a permanent improvement in work perfonnance, 
then there is not a lot to show as a return on an investment which 
in this region exceeds £60,000 p.a. Of course I appreciate that 
only some training benefits could ever be quantified anyway, but 
the most disturbing impression is not that a cost-benefit analysis 
is impossible in this field but that few hospital officers, 
whether course members or their superiors, are expecting or 
intending or using any benefits." (V/hite, 1970b)

The NHS was not alone in suffering from doubts about the direction and 
worth of its management training. Alistair Mant's report (1970, op.cit.) 
has already been referred to for its views of the learning process, for 
a management course member, as starting and finishing at the workplace
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rather than in the classroom; but the basic thrust of that report was 
in fact to argue that management training courses were by and large over
looking the vast number of "backbone" managers who kept industry going, 
in favour of a small high-flying elite. Ecoles (1973) summarised 
sponsoring organisations* predominant rationale for sending managers 
on courses as a series of linked expectations:

"1. The management development programme should enhance the 
managerial skills of the programme participant*.

2. When each participant returns to his organisation he should 
have the opportunity to use his enhanced skills and to pass 
them on to his colleagues.

3. Through their joint application of the new skills,the 
effectiveness of the organisation should be improved...
The usefulness of the manager's learning is dependent, therefore, 
not just on the quality of the course but on the receptiveness 
of the enterprise to which he returns."

This being so, uncertainty on the part of the parent organisation as to 
the real nature of the returning manager's new learning, and the possible 
risks involved in "giving him his head" in applying it, jeopardizes the 
achievement of the second and third of the above expectations even where 
the first has been well achieved.

"Such diffidence implies that off-the-job courses are most 
effective in the personal development of managers but, apart 
from the manager's own job contribution, may leave open the 
question of improving the organisation's performance."
(Eccles, 1973, op.cit.)

Moreover, in a public service which shares important characteristics 
with the NHS, Foley's study of local government authorities' management 
development policies and practices shortly before their 1974 reorganisation
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(Foley, 1974-, 1975) presented a similar picture. Whilst reporting 
widespread appreciation of the need for its officers' management 
development and of their superiors' important influence on this, 
nevertheless:

"...few of the old authorities had examined the role that 
education and training play in management development for 
corporate management. Further, only a small minority seemed 
aware of the complex determinants of behaviour in relation to 
management development and its part in the authorities' overall 
improvement strategy". (1975)»

Hence, on the eve of its own reorganisation, the state of HHS management 
training in 1973 had features in common with the experience of many 
organisations which had embarked on specific management development 
activities since the mid-1960s. It was particularly characterised by 
a considerable amount of short course activity, prescribed nationally 
and dispensed regionally, which reached large numbers of NHS officers - 
except top managers and doctors; by variations in the form and quality 
of those courses around the country; by a somewhat automatic ritualistic 
approach to attendance, due in part to the assumption that it would 
enhance the prospects of promotion, or at least of security in the 
forthcoming reorganisation; by problems of relating the training to 
indivgLdual and organisational needs; and by growing doubts about the 
impact of the training on subsequent work performance. The individual 
manager might well have been excused for thinking that management 
development was something done to him rather than by him, and there 
was little recognition of the interdependence between the different 
professions engaged in the management process as each profession separately 
produced its own national report on its future structure and career
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development aspirations. But the short course emphasis had made many 
thousands of MIS officers aware of some aspects of their managerial 
role, had traiaedl them together on multiprofessional courses at and 
above middle management level, and had brought into existence a sizeable 
network of management training resources - including several hundred 
college, polytechnic and university lecturers - thus facilitating the. 
substantial programme of training specifically for reorganisation which 
had begun by the end of 1972. Of this latter programme, which Chester
(1977) has described in detail, it may simply be noted that top managers 
and senior medical staff were thereby involved in management development 
activity for the first time on a national scale and that it was a 
period during which education centres:

"...could enjoy the satisfaction of meeting widely felt needs, 
not least promoting information exchange among officers performing 
different administrative functions in various parts of the 
Service, and the analysis of official proposals for organisational 
change with their implications for providers and consumers of the 
MIS". (Macmillan, 1978).

6.4.
Fresh Policy-I4aking: 1974 and 1973

Insofar as progress in management development was, at this period, 
seen principally in terms of fresh national initiatives, it is likely 
that the situation summarised above would in any case have required 
stock-taking and new recommendations to the Service emanating from the 
two NSCs. But the extension of management course membership to professions 
which had no NSC of their own, the creation of new health authorities 
to integrate the previously separate hospital, local health authority 
and executive council services, and the emergence of new training needs
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from the management structure and systems of the reorganisation 
itself (e.g. consensus-forming management teams and the new planning 
system) combined to require a major policy review to be undertaken 
and announced to the NHS by the Department of Health within the 
series of policy re-formulations issued around the time of reorganisation 
in 1974. The researcher, who worked as management education adviser 
from 1972 to 1976, initially for the two NSCs and then directly for 
the DESS y was given the task of undertaking the policy review with 
a joint working party of the two NSCs, and of writing the consequent 
report (DHSS, 1974, op.cit.). This is a relevant source document for 
the research and is attached complete as Appendix 5» which enables 
the features most relevant to the present discussion to be indicated 
succinctly.

First, the conceptual heant of the policy lies in its seven principles 
(paras l6-34) - that the long-term strategy for management education and 
training in the reorganised NHS must aim to become:

1. comprehensive, i.e. extending to all health care personnel with 
managerial responsibilities, irrespective of their profession;

2. integrated with work, emphasising the key influence of the 
learner's immediate superior, and of a supportive climate, in 
relating the learning to role behaviour;

3* progressive, so that each stage of management training might 
provide a foundation for the next in a career-long process;

4. collaborative, since greater effectiveness requires closer linlcs
between the learner, his immediate superior, his parent organisation, 
and the trainer or teacher;

3" related to organisational needs, since the role for which the manager is 
accountable is the basis of his learning needs, as an individual or 
work group member;
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6. related to individual needs, i.e. adapted to the varying strengths, 
weaknesses, aptitudes and pace of learning of each manager;

7. monitored and evaluated, in order to ensure the highest return 
from the training investment in better managed health care.

Comparison with the implications for management development deduced 
in section B of this chapter from the preceding studies of management 
and learning will readily demonstrate that they draw on the same general 
source of experience and ideas. The omission of "contingency" from 
the policy principles simply reflects the more limited theoretical 
framework available at that time to the researcher, although the 
implications of contingency in terms of variety and choice in management 
training are apparent in the policy document. The principle of "relating 
training to organisational needs" was intended to subsume a group as 
well as an organisational focus, as will be evident from the text of the 
policy. And the "comprehensive" principle was included in response 
to a particular issue in NHS management training, as a refutation of 
arguments in favour of excluding professions which had as yet no NSC 
to formulate an overall strategy for their development, or in favour 
of confining attention to those with high career potential.

Secondly, the definition of "management development" in the policy 
document (para 1) has already been referred to, but the reluctance to 
distinguish "management education" from "management training" therein 
should be noted as reflecting considerable overlap in usage between 
the normal job-specific connotation of "training" compared vdLth the 
emphasis on long-term personal development usually implied by "education", 
j-t was Professor Kathleen Jones of York University who, as part of 
the extensive consultation process on an earlier draft, suggested the 
integral nature of the two concepts in practice, as expressed in the 
final sentences of that first paragraph.
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Finally, Appendix 1 of the policy document outlines objectives for 
management development at first-line, middle and senior levels.
Inasmuch as one of the declared purposes of those objectives was to 
provide a firm basis for curriculum development, this was the first 
re-statement of the desirable scope of NHS management training courses 
since the original syllabuses published by the NSC (1967, op.cit.) and 
NNSC (1968, op.cit.).

They were also intended to assist the identification of training needs 
and the evaluation of training effects, so that it may be useful to 
indicate their origins. The objectives resulted from a process of 
drafting and redrafting over an 18-month period which started by 
comparing a literature-based view of the components of management 
performance (in which the writings of Hemphill (196O, op.cit.),
Christopher (1961), Stewart, (1967, op.cit.), Pheysey (1972, op.cit.) 
and Mintzberg (1973, op.cit.) were particularly influential) with the 
contents of current management training courses from supervisory to 
top management level inside and outside the NHS. This was then 
discussed with groups of course members and teachers during visits to ■ 
centres engaged in ̂ IHS management training, and with particular individuals 
with recognised expertise in management development, the check-lists 
constantly being tested for completeness by seeking and judging suggestions 
to fill any gaps. They were thus shaped by numerous influences before 
being distilled into the published version after endorsement by the joint 
working party of the two NSCs.

In particular the objectives at middle management level have, since 1974, 
constituted the formal national guidance for the design of middle 
management courses in the NHS, including those in the Wessex and Oxford
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regions which were the focus of this research. However, such 
formulations are never definitive, and subsequent chapters will show 
how, in concentrating on visible elements of management performances, 
the check-list did less than justice to underlying characteristics of 
management competence (such as growth in self-confidence or inter
professional sensitivity) which were evidently valued by the parties 
to the training quite apart from specific increments of knowledge and 
skill. Undoubtedly a fresh formulation of management development 
objectives would need to take this into account, together with the 
recent work of Burgoyne and Stuart (19?6, op.cit.) on management qualities 
illustrated at figure 16, and the implications of such current trends as 
the growth of "industrial democracy" and consumerism.

The recommended priorities for 1974/73,which accompanied the policy 
document, sought greater variety in off-the-job management training 
provision whilst urging attention to the infrastructure of internal 
management development. They were given as:

Continuation of management development courses 
Separate courses for more experienced managers 
Short specialised seminars on particular topics 
Senior and top management conferences 
Training within the organisation
Occupational management courses for specific new or changed roles 
Organisational support for training

The DHSS, itself still actively involved in organising senior management 
training in conjunction with the NSCs, and representing an element of 
relative stability during the uncertainties of NHS reorganisation.
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diversified its programme along these lines, whilst commissioning work 
in such different fields as experimental team development for top 
management, (e.g. Industrial Training Service, 1976), instructional 
technology for management training (Whitlock, 1977, op.cit.) and 
the place of long courses in the development of NHS managers (V/hite,

1973 b).

NHS authorities have followed a similar approach, but over an
understandably longer time-scale given the inevitable preoccupation
of the personnel function, within which training is integrated, in
helping to manage the reorganisation and respond to an increasingly
turbulent industrial relations scene. Moreover the worsened economic
situation drastically reduced earlier expectations of a major expansion
of training officers to be employed directly by the new area health
authorities. Nevertheless, to cite the two regions with which this
research is primarily concerned, following the policy document the
Oxford region (which has operated its own courses with some teaching
help from management consultants) re-designed its middle management course,
previously of continuous weeks, into a two-week foundation module
followed at intervals by at least two from a choice of seven short
specialised modules to suit individual needs, thus combining the idea of
selected specialist seminars with a management development course.
And the Wessex region, which as early as 1968 had developed, jointly
with Portsmouth I-lanagement Centre, a modular middle management course
linked by project work and workplace tutorial visits (Thomley and Gould,
1970) reviewed and re-cast the contents of each module in the light of 
experience and
ythe policy document's objectives for management development.
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The period reviewed here is historically recent, and the researcher's 
personal involvement makes it particularly difficult to judge the value 
of this first essay in policy-making for management education and 
training throughout the reorganised NHS. In retrospect its main 
contribution may have been to legitimise variety and choice, as a 
proper response to the natural and inevitable differences between people, 
organisations and work situations which have justified the continuing 
thread of contingency that runs through the early chapters of this 
study.

But the strategy reflected by the initial 1974/73 priorities cited above 
remained a course-centred strategy, whilst recognising the limitations 
of that approach when pursued with uniformity and disregard for the 
organisational context from which course members came and to which they 
returned. The potential benefit of other approaches to management 
development was appreciated, approaches which use the organisation as 
the focus and source of learning and growth: immediately after reorganisation 
there were experiments in "team development", already referred to, with 
about 30 of the new multiprofessional management teams (e.g. Industrial 
Training Service, 1976, op.cit.) and subsequently a broader-based pilot 
programme of trainer-assisted development in "participative management"
(e.g. DHSS, 1976c; Dearden and Jones, 1977» op.cit.). But the initial 
lessons from such experimentation were equivocal, the resource implications 
were considerable, suitable training expertise was scarce, and organisation- 
centred management development - despite its steadily increasing attraction 
in principle to the Regional Education and Training Officers as expressed 
at their annual conferences in 1973, 1974 and 1975 - was not envisaged 
as a comprehensive and feasible alternative to a course-centred strategy.
The same uncertainties about the effectiveness of off-the-job management
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training for individual officers which in the local government field 

led Foley to conclude:

"One must move away from an almost purely individual-based 

approach to improving organisational performance to one 

encompassing all its relevant parts. The whole local 

authority must be dealt with as a complex system. The

involvement of many authorities with individual develop

ment, largely unrelated to organisational circumstances 

or needs, seems to be the antithesis of this approach."

(1975, op.cit.)

were present in the NHS but without Foley's apparent mental image of 

a pendulum which can only swing in one direction at the expense of 

another. The approach of the joint working party of NSCs which was 

responsible for the policy statement of 1974, and of the researcher 

as their adviser, was rather to conserve and diversify the inherited 

pattern of short off-the-job courses, whilst encouraging complementary 

activities - particularly those aimed at "boss" involvement and a 

supportive organisational climate - which seemed essential for the 

success of any management development efforts, internal or external.

That statement of policy had, however, included provision for its own

updating and development (see para. 51 of Appendix 5) and the following

year the first review of guidelines (DHSS, 1975) placed further emphasis 

on what each health organisation could do to develop its own management 

capacity through its members. The priorities recommended "for the short 

to medium term" were:

i Meeting urgent training needs arising from reorganisation.

. Health authorities to define their own particular management training 

policies.
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Helping, managers to develop their own subordinates.

A more selective approach towards off-the-job general management 

courses.

Broadening the range of available management training activities, 

in particular the provision of short specialised seminars.

It has been important to outline the historical evolution of management 
development in the NHS with some care because it is necessary to an 
appreciation of the context and assumptions within which the evaluated 
middle management courses in Wessex and Oxford have been mounted.
Amongst features which are more easily understood in this light are 
their lengthy history (the Wessex courses studied were numbered 36 to 
41 in the series), their antecedents in the general national prescriptions 
of the late sixties rather than in any specific requirements of the 
employing authorities of course members, the virtual absence of any 
widely used alternative forms of development at this level of management, 
the relative neivness of advice about the significance of organisational 
support particularly from course members' immediate superiors, and the 
emergence of differences.in course design and conduct already noted.

Moreover the years 1974 and 1973 reviewed here represented the period 
in which the present research was conceived. As explained in the 
Preamble, this had its roots in the absence of an evaluative strategy 
capable of producing evidence on the effects and value of the massive 
programmes of short-course management training, and exploratory fieldwork 
began before the end of 1974. This was approximately twelve months 
after parallel evaluation research on the impact of NHS senior management
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courses mounted at the national education centres had begun in the form 

of a feasibility study (Jones and Huczynski, 1974a). These studies 

will be examined in the next chapter, but the significance of their 

timing and their complementary nature lies in the widespread concern, 

expressed in paras 31 to 34 of the 1974 policy (Appendix 5), that evalua

tive strategies, previously neglected, shculd be built into management 

development for the reorganised NHS from the outset. This can be seen 

as one expression, in a particular field, of the general emphasis on 

the monitoring of performance against objectives and standards, which 

was one of the basic principles conceived for the management of the new 

Service (DHSS, 1972, cp.cit.).

B.5.

Devolution and Diversity: 1976 to the present

Developments in the most recent period may be briefly indicated, both 

for the sake of completeness and as further evidence of the nature and 

pace of changes capable of influencing the context within which the 

development of middle management in the NHS is attempted.

The review of the policy guidelines discussed above (DHSS, 1975, op.cit.) 

represents the most recent statement of national advice on the overall 

strategy for NHS management development. Three possible reasons may 

be adduced for this relative inactivity at the level from which, as 

we have seen, the major initiatives have come historically. One is that, 

with national policy reviewed and restated on a broad front in 1974 and 

1975, the focus of attention has properly moved to the problems of 

implementing it. The targets set are not easily or quickly achieved, 

for amongst other changes they call for fundamental reorientations within 

health authorities, and their top management in particular. That progress
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is being made in some places is evidenced by accounts of inr-authority 
developments in Hereford (Dearden and Jones, 1977, op.cit.), Lancashire 
(Brady, 1978) and Exeter (Appendix 4) as well as by numerous published 
(e.g. Read, 1978) and unpublished attempts to relate learning opportunities 
in off-the-job management training more closely to individual and organisational 
needs, in some cases influencing or influenced by the experience emerging 
from the research reported here. The proposition that many other authorities 
have a long way to go if they are to emulate the same standards is the 
theme of material referred tc in chapter 7 concerning the views of top managers 
in the Oxford region, which formed one part of this research.

A second reason for the abatement of national advice on NHS management 
development stems from the necessity to establish new national advisory 
machinery for the reorganised NHS. The tivo original NSCs, for administrative 
and for nursing staff, were concerned with hospital personnel only, 
and had to be reconstituted on an NHS-wide basis: they were joined by 
two more NSCs, for accommodation, catering and other support staff; and 
for ambulance staff. Others are planned, as national resources and staff 
views allow, to advise the Secretaries of State on matters relating to 
the staff development of further occupational groups. Of greater significance 
for management development was the setting up in 1973 of the National 
Training Council (NTC) for the NHS to advise the Secretaries of State 
on questions of overall strategy, development and co-ordination of the 
training function, including multiprofessional management and supervisory 
training: to assist in this the NTC has created a Standing Committee for 
Management Education and Training (SCI4ET). It has taken some time for 
these new bodies to determine the boundaries of their interests, the 
degree of their interdependence and the nature of their priority concerns, 
during which period the DHSS has been reluctant to take any central
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initiatives which might pre-empt their freedom of action. But at 
the time of writing (November 1979) there are signs that the new 
national advisory machinery has begun to develop and issue recommendations 
on a wide range of issues affecting policy and practice in management 
development. For example the NTC has recently had its advice accepted 
and disseminated on developing the management role of clinicians, on 
the further development of the centrally financed management training 
courses for senior NHS officers, on good practice in the preparation 
and follow-up of management courses (Appendix 2), and on an experimental 
bursary scheme for masters degree education for potential top managers.
In general this focussed advice has been developed within the broad 
1974/73 policy framework.

A third reason for the lull in central policy-making may lie in some 
degree of uncertainty as to whether or not the effective power to do so 
in fact remained with the Secretary of State and his DHSS. Another 
of the basic principles intended to shape the reorganised NHS was that 
of "maximum decentralisation and delegation of decision-making, but 
within policies established at national, regional and area levels"
(DHSS, 1972, op.cit.) and two years after reorganisation a report by 
Regional Health Authority chairman (DHSS, 1976d) criticised the slow 
progress made in the devolution of numerous responsibilities, including 
many in personnel and training, implied by that principle. The tangible 
impact of that report has, to date, been limited, but it appears to have 
strengthened the tendency for national advice to be expressed in terms 
of broad guidelines rather than detailed prescriptions backed up by 
close monitoring through officer contacts, as was typical of the period 
of rapid expansion reviewed at B .3  above.
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We may well be too close in time to these trends and events to be 
confident that the three reasons offered above exhaust the possible 
explanations for the at least temporary faltering of national guidance 
and direction in the strategy for NHS management development. What is 
apparent is that health authorities now feel that they have greater 
independent control over their management training activities, if they 
choose to exercise it: there is less dependence on advice from the centre 
as the mainspring of action at the periphery and, whilst this autonomy 
is seized gladly by some authorities, it is not clear that any pressures 
at present exist to promote improved management development, where needed, 
in authorities for which this remains a low priority.

As was recognised by the Noel Hall Committee (Ministry of Health, 1937,
op.cit.) the problem of differential response to advice, however good
in itself, has existed from the very beginning of a Service which i^

Semi-
national in its total scope but consists of/autonomous authorities.
Insofar as failure to take management development seriously reflects 
a low impact on key decision-makers in an organisation, a recent study 
by Bell (1978) has suggested that, in order to receive the individual's 
attention, the proposition for action must, at the least:

"1. in the normal circumstances of information overload, be more 
salient than other incoming information; and

2. not be a threat to the self-image." 
before its actual merits (in terms of intrinsic interest, job relevance, 
potential advantage etc.) are considered. And the researcher has argued 
elsewhere (V/hite, 1976, op.cit.) that management development in the NHS 
must, in order to deserve serious attention, be directed at matters of 
central rather than peripheral importance to line managers. But in the 
last resort there remains the question of the will to use whatever has been 
attended to and learned:
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"...the lack of will to manage effectively, lack of incentives 
to manage effectively and the lack of interpersonal and political 
skills are far more significant barriers to improved performance 
in health care administration than wide-spread ignorance."

(Watkin, 1974).

However, considerable local variations in health organisations* capacity
to provide support for management development have not prevented the two
regions in which the research was undertalcen from establishing a fresh
division of labour with their constituent areas and districts. The
Oxford RHA. is currently completing the process of devolving responsibility
for middle management courses to its four area health authorities. The
Wessex RHA. has since 1976 adopted a staff development policy for the
region which sees the regional training department less as a course-organising

district
unit and more as a consultancy service to the area andy management teams 
of officers who are responsible for determining their own staff development 
priorities, which suggests the prospect of widening the range of local 
options for the development of middle and other managers. But these are 
recent trends and the whole of the research fieldwork between 1975 and 
1977 was conducted without any major change in the design and conduct of 
the middle management courses, pending the outcome of the research reported 
here.

Other recent developments have been in the field of strengthening links 
between different parts of the overall NHS management development system: 
for example the Association of Regional Management Centres has established 
an NHS/DHSS Liaison Group which has organised seminars and other activities; 
the national education centres have formed an Education Centres Committee 
independent of the DHSS; the DHSS itself has sponsored a series of
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Management Education V/orkshops, which have brought together people working 
in, or having influence on, management development for the NHS; and 
collaborative working between academic institutions and health authorities, 
outside the inherited framework of course-running, has grown rapidly 
in this most recent period.

These lateral links have supplemented the traditional vertical lines of 
authority leading from the DHSS to health authorities and to sponsored 
academic institutions, and have facilitated the dissemination of ideas 
and information. The same is true of the greater receptivity now apparent 
to influences from outside bodies such as the Armed Forces and the Open 
University with their special strength in educational technology, and the 
Training Services Agency’s (1977) and the Local Government Training Board’s 
(1978) discussion documents on management development.

feature
One prime characteristic y which these links and exchanges have in 
common is a concern with the means of achieving the development of 
managers and management. This is natural and desirable. But, in 
concentrating on problems which management development in the NHS faces 
in common with other organisations, there is a risk of overlooking the 
purpose of a health care manager’s requisite development if he is to 
perform effectively the type of managerial role unique to his organisation.
A recent monograph from the European Office of the World Health Organisation
(1978) is helpful in suggesting that central subject areas for management 
education in the health services include health, disease and care-processes; 
health care systems; quantitative analysis and management control; and 
communications. Insights from medicine, epidemiology, demography, political 
sciences, marketing, ecology and health education may prove as important to 
the manager as those from the op̂ anisabonfd /behavioural and quantitative/
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analytical sciences. It is, at the least, a salutary reminder that 
development is for a purpose, in this case the better management of 
health care services. Perhaps the next major review of NHS management 
development policy should start by giving fresh attention to the 
special characteristics of health care.
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Chapter 6

EVALUATION AND THE RESEARCH CONTEXT

"If you want knowledge, you must 

take part in the practice of 

changing reality"

Mao Tse-Tung

Summary

This chapter begins with a bridging section which seeks to facilitate 

the transition from the general framework of management development 

offered in chapter 5 to the specific form of management development 

studied in the research fieldwork, represented by the Wessex and 

Oxford NHS regions' middle management courses. Their principal 

features are described, together with the major interests of the 

various parties concerned in that training, thus forming the context 

within which the research design evolved; and the origins of key 

design characteristics are traced.

The concept of evaluation itself is then examined under the headings 

of objectives, effects and value, and related to the middle management 

course context previously described. Finally the influence on the 

design of dialogue with other researchers and teachers is acknowledged 

and illustrated.
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A. The Context of the Research

In chapter 5 a view of management development was built up and 

depicted in its historical evolution within the NHS. It was seen as 

a range of strategies designed to enhance the managerial competence 

of an organisation through its members; capable of being modelled 

only by considerable abbreviation of the numerous interacting factors 

potentially influencing the outcome ; and assessable primarily by 

reference to characteristics which demonstrate its conceptual 

foundations in theories of organisation, management and learning.

Such characteristics have been discussed under the headings of 

contingency, individual focus, integration (of learning with work 

experience), progression (of career-long learning activity), 

organisational focus, group focus, collaboration (between the learner, 

his organisation and the teaching source) , and evaluation (of outcomes 

against objectives, and their worth); and these features have been 

related to policy and practice in the NHS.

A.I. Relationship of research fieldwork to the framework of 

management development

However, a substantial adjustment of perspective is involved in 

moving from this broad framework of management development to the 

particular activities - a series of training courses for middle 

managers in the Wessex and Oxford NHS regions between 1975 and 1977 - 

on which evaluative research fieldwork was undertaken. It is 

important that the relationship of the wider framework to this local 

fieldwork should be demonstrated, and this may be attempted by
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examining the nature of the transitions required in this shift of 
focus. Three of these may be identified.

First it is a transition from the general to the particular. Manage

ment development has been described here as a range of strategies 

rather than a single homogeneous entity, and a management training 

course is merely one such strategy, one expression of the aim to 

enhance the managerial competence of an organisation through its 

members. As such the focus of research attention is likely to be on 

certain features of management development rather than others that 

would have been more prominent had a different expression of management 

development been under study, such as a coaching programme, or 

performance appraisal, or job rotation, or team development. For 

example, management courses of the kind examined in this research (and 

described in the next following section) are essentially a form of off- 

the-job rather than on-the-job training; have a primary focus on the 

individual rather than on the work group or the total organisation; 

are of largely predetermined taught content and duration; and define 

eligibility in terms of one broad level of management responsibility. 

Consequently, and inevitably, the concentration of fieldwork on 

management courses of a particular kind invites attention to some, 

rather than all possible, aspects of management development.

Secondly, it is a transition from the theoretically possible to the 

historically actual. As shown in section B of chapter 5, short 

management courses by the early 1970s had become the dominant - and 

for many NHS officers the only systematic form of management develop

ment and were provided in each NHS region within a nationally determined
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framework. Consequently any research survey which attempted to study 

a tangible and sustained activity aimed at developing managerial 

competence in the NHS, particularly on a comparative basis, could not 

really have had any alternative focus to that offered by short manage

ment courses.

Thirdly, and as a direct implication of the second, it is a transition 

from the researcher's prospective interests to the sponsors' priority 

concerns. As the most widespread, long-lived and conspicuous form of 

management development in the NHS it was inevitable that evaluation of 

off-the-job management courses would be called for by the NHS; in 

particular by the DHSS which initiated and sponsored them nationally, 

by the Regional Health Authorities which mounted and paid for them, 

and by the top management of the Area Health Authorities whose 

employees attended them. (The specific concerns of each of the 

principal parties to the middle management training courses studied, 

as represented to the researcher in the exploratory stage, are 

discussed in the next section.) This pressure for evaluative study 

had already expressed itself in a commission for the Manchester 

Business School to analyse the outcome of first-line management 

courses (Davies, 1971, op.cit.) and one for the Polytechnic of 

Central London to work along similar lines with senior management 

courses (Jones and Huczynski, 1974a, op.cit.). This left just the 

middle management level unexamined amongst the hierarchy of first- 

line, middle and senior courses which had been organised in the NHS 

at the instance of the DHSS, advised by the National Staff 

(Development) Committees, for whom the researcher worked. Thus need 

and opportunity combined to attract the researcher's interest to an
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evaluative study of middle management courses in the NHS, within which 

the request for fieldwork facilities was put to, and readily offered 

by, two easily accessible regions - Wessex and Oxford - known to be 

particularly interested in evaluation and to have distinctly different 

approaches to the design and conduct of such courses.

A.2. Continuing influence of the management development framework

However, despite the contractions of scope involved in focussing on 

this one form of management development activity for study - in 

moving from the general to the particular, from the theoretically 

possible to the historically actual, from the researcher's 

prospective interests to the sponsors' priority concerns - the 

research remained within the pervading influence of the overall 

conceptual framework of management development. The broad issues 

discussed in the previous chapter's attempt to bring together the 

implications of theories of organisation, management and learning 

in the context of the NHS are for the most part raised again in the 

selection of these middle management courses for evaluative attention, 

as can readily be shown.

The principal characteristics of that framework were summarised on 

page 227 and are reproduced here for convenience:

" . . .  management development has to be viewed from 

an essentially contingent perspective: this

implies the selection of development methods 

appropriate for the individual, whilst
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recognising the organisation and the group 

both as influences on the individual and as 

alternative foci of.development activity in what is 

essentially a progressive process. Viewing thus 

the individual-in-his-context, the need for 

management development to be integrated with work 

becomes apparent, and the consequent complexity 

demands close collaboration between the parties 

concerned, matched by evaluation of sufficient 

sophistication to obtain evidence of effects from 

various sources and at various times." .

Brief re-examination of these characteristics may serve to clarify the 

extent to which they are reflected and illuminated in the specific 

example of management development selected for evaluative research.

Contingency, at one basic level in the context of management development, 

implies the reasoned choice of individually and situationally appropriate 

strategies and methods of development. Concentration on one such 

strategy - the short management course - debarred the examination of any 

such choice amongst alternative conceivable options, but the influence 

of the contingent perspective remained pervasive within the rationale 

for the study. In calling attention to the need for a wide-ranging 

search for evidence concerning the individual course member's work 

circumstances and organisational environment, as well as his personal 

characteristics and course learning, the notion of contingency underlay 

the assumption that the outcome of training in subsequent work 

performance would depend critically on the strength of a number of
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factors, capable of variation, which interact in essentially unique 

situations. Indeed the analytical thrust of the research would be 

a search for these influences (probably multi-variate in nature) on 

which course-related work changes are contingent.

The individual focus is inevitably dominant in studying off-the-job 

management courses of the type selected for evaluation, in that the 

officer - removed from his normal workplace and network of organis

ational relationships - is the prime focus of the training rather than 

his working group or parent organisation. This being so the research 

concerned itself with identifying the individual's training needs, the 
individual's learning, the individual's work situation and the effect 

of training on the individual's subsequent work performance, 
anticipating that variation in these factors would provide a major 

source of data for analysis and interpretation. Nevertheless, the 
underlying theoretical framework, with its emphasis on concepts of 

role, role set and system discussed in the opening chapters of this 

thesis, ensured that the individual-in-his-context was the focus of 

attention, rather than the individual in isolation. Consequently, 
whilst the work group and the organisation did not themselves, for 

this purpose, constitute the learning entity (as would have been the 

case for example in team training or organisational development inter

ventions), evidence was gathered about the individual's work behaviour 

and training needs from his immediate superior (as a key member of his 

work group), and about the organisational impact of (and influences on) 

the training outcomes from course members, immediate superiors and (in 

the Oxford region) from top managers. Moreover, following the 
training, the attempt was made to trace course-attributed work changes
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beyond the level of the individual officer to include any impact on 

the functioning of the department or service in which the officer 

was employed.

The view of management development as a progressive process is the 

framework characteristic least well reflected in the fieldwork, and 

inevitably so in that it implies a career-long approach to continuing 

education in management, whereas the courses studied on this occasion 

could be no more than an episode of which the evaluation would con

stitute a "snapshot" at one point in time. The influence of this 

principle on the research was consequently indirect, apart from the 

attempt to ascertain whether previous attendance at a management course 

affected the pre-course levels of learning or practical competence, or 

the learning gained during the course itself, and to identify what 

residual training needs remained after the course. Rather it was a 

matter of adopting a temporal perspective in considering the overall 

workplace-classroom-workplace sequence as a continuum (illustrated at 

figure 30 on page 233) in which the course itself has both antecedents 

and subsequences, for the assessment of which considerable time would 

need to pass; an average of 2*5 years elapsed between pre- and post
training measures. And the principle of "progression" in management 

development could also be traced behind the general concern to con

tribute to the development of tested evaluation designs and instruments 

which could be adapted for usé in assessing the need for, and con

sequences of, various forms of management development activity at 

different stages of NHS officers' careers. Indeed it is a conscious

ness of the career-long nature of management development, assumed by 

the researcher to be requisite for enhancing the effectiveness of the
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National Health Service through its principal decision-makers, which 
gave purpose and priority to the need for a comprehensive long-term 

evaluation strategy for monitoring and feedback on a continuing basis.

The importance of the attempt at integration of management development 

endeavours generally with on-going work activities is firmly embedded 
in the particular study reported here. In focussing on off-the-job 

management courses the research necessarily addresses itself to the 

integration problems between the workplace and classroom behaviours 

of the course member which are summarised on figure 30 as "transfer 

gaps". Such problems are peculiarly acute in attendance at 

residential management courses, which constitute a very tangible 

interruption of normal job behaviour, with its web of work relationships 
and expectations surrounding the role-holder, by contrast for example 
with other forms of management development activity such as coaching or 

action learning which tend to use work opportunities as the primary raw 

material for learning and development (albeit in original ways) to the 
extent that "transfer gaps" are avoided or minimised. The need to 

examine the extent to which such gaps, arising inevitably from courses 

of the type studied, are bridged was therefore a critical aspect of the 

research design and, as discussed in the next section, was a 

characteristic on which the two regions differed markedly, Wessex 

devoting much more effort than Oxford to the attempt to integrate the 

training with course members' on-going work.

The principle of collaboration in the conceptual framework of manage

ment development was seen in the previous chapter to concern the quality 

of purposeful relationships between the parties to the development
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effort, principally the learner, his immediate superior, his 

organisation's top management and his "teacher". In the case of 

management courses it is arguable that a specially close collaboration 

needs to exist between these parties for a successful training outcome 

in terms of improved work performance consequent upon the achievement 

of relevant learning and its successful transfer in role behaviour at 

the workplace, as discussed above under "integration". It was 

essential in the fieldwork, therefore, to reflect the significance of 

collaboration by taking evidence from all the principal parties to the 
training regarding the workings and effectiveness of the particular 
system under study, and to include the extent and nature of their inter

relationships amongst the subjects of legitimate enquiry. Accordingly 
the collaboration principle is well represented in the design and 

conduct of the research, and the principal parties to this management 

development activity are separately identified in figure 30.

The concept of evaluation in management development will be examined 

in greater depth in the third section of this chapter, after the 

courses themselves have been described in sufficient detail to provide 

focus and context for the shaping of the particular evaluative approach 

used in the fieldwork. However, the central role of evaluation in the 

overall framework of management development is founded on its capacity 

to provide evidence of the effects (including unexpected and unwanted 

effects) and value of ..particular development activities as an aid to 

reasoned judgements on what has happened so far and informed decisions 

on what should happen next. That rationale is fully reflected in the 
evaluation research reported here, and is specially appropriate in the 

specific situation studied of a long series of similar courses, which
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offer the prospect of continuing improvement in the light of feedback 

based on data regarding the inputs, processes and outcomes of the 
system being examined.

A.3. A fresh model of the system

Inevitably, in the light of the preceding discussion, it is a complex 

and multifaceted training and work system that is the subject of the 

evaluation research described in the remainder of this thesis.

However, by continuing to accept the necessity for abbreviations of 

complex realities in the interest of simplicity, it is possible to 
model, at figure 32, the scope of the evaluative research undertaken 
on the particular management courses studied by adding to figure 30 a 

representation of the feedback function of evaluation. In the process 
the parties to the training are identified from whom, using the 

sequence and terminology of Hamblin's cycle of evaluation (figure 31), 

the evidence on training objectives and effects are secured, and to 

whom the results are fed back. In the next chapter the same basic 

model will be used again to identify the locations in the system where 

particular instruments have been used to secure that evidence of 

system functioning.

Clearly such a model cannot portray the differential frequency with 

which the data have been secured from the various courses, nor the 

range of questions asked and hypotheses tested; but it does illustrate 

the influence of broad management development concepts, derived in 

turn from theoretical considerations in the nature of organisations, 

management and human learning, on the specific research approach to
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the management courses studied. By placing the individual manager/ 

course member in his organisational context, and by seeing the 

training/work system as a whole, it identifies key points from which 

evidence can appropriately be sought on system activity and the state 

of workplace/classroom integration and collaboration between the 

parties to the training, whilst conveying some sense of the passage 

of time and providing for the possibility of diverse outcomes.

More generally, the underlying theoretical perspectives of management 

development and its history in the NHS have alerted the researcher to 

the possibility that, in any particular management development activity 

examined, other influences than the actual learning can affect the work 

outcome, including the learner's own personal characteristics, the 

demands and opportunities of his work role, and the nature and attitude 

of his organisation - including both top management and his immediate 

superior, without ignoring other role set figures. Whilst focussing on 

a specific form of management development, with its own unique 

characteristics, it is evident from the model that the research 

remained under the influence of the broad theoretical framework of 

management development presented above, and provided an opportunity 

for key concepts in that framework to be examined, through evaluation, 

in the operational context of a series of middle management courses.

A.4. Implications of this view of the system

Two major practical consequences appeared likely, from the earliest 

conception of the nature and scope of research fieldwork, to flow 

from the broad perspective taken above on complex interactions within
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an overall training/work system. One was that the study would need 

above all to devise a method of producing evidence on changes in work 

performance attributable to the training, on the basis of which data 

a search for explanation in terms of multiple causation would be 

indicated through a multivariate analysis capable of dealing with 

complex and potentially interacting variables. But it was evident 

that the difficulties of identifying - quite apart from measuring - the 

vast range of factors potentially involved in such a complex system 

would imply omissions, crude measures and extensive reliance on the 

subjective judgements of the parties concerned.

The second main implication was apparent in the many parties 

legitimately interested in the numerous aspects of the complex 
training/work system embraced by the wide-angled perspective chosen 
for the research. This complexity was sufficient in itself to justify 
a very wide-ranging enquiry, suggesting as it did that there were those 

who would welcome answers to questions as diverse as;

How closely do course objectives reflect current national guide

lines?

Are those objectives compatible with the requirements of employing 
organisations?

What alternative ways of developing middle managers are considered?

Is the eligibility for the courses appropriately defined?

Are the participants adequately prepared and briefed for the 

course?
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Does the teaching produce the desired learning?

. Are individual differences between learners' needs and capacities 
catered for?

Do participants' reactions give any indication of subsequent 

benefits?

Are the participants adequately supported and followed up on 

return to work?

Can the effects of training be distinguished from other influences 
on job and organisational performance?

If so, can those effects be valued?

Is the training good value for money by comparison with alternative 
investments ?

Does the climate in the participant's organisation make a 
noticeable difference?

Are there ways of gathering all this information economically and 

acceptably?

If so, can the evaluation strategy be used to compare different 

courses?

How can the evaluation data be used to improve the training?

In this multifaceted situation, wherein the enquiry for fully researched 

answers to almost any one of the questions illustrated above might well 
justify a major study in its own right, three criteria initially 
suggested themselves as capable of guiding the selection of priorities:
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1. that new knowledge in this area would be highly valued by the

parties concerned;

2. that the area had hitherto not been adequately explored in the

evaluation of NHS management training;

3. that the area of study should be within the capacity and

resources of the researcher.

These criteria, which may be roughly abbreviated to Importance, 

Originality and Feasibility, were kept in mind during the initial 

briefing meetings and exploratory contacts in 1974/75 with the various 

parties to the training under review.
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B. The Courses

However, evaluation is context-specific in the sense that each distinctive 
situation requires a unique design; and it may assist understanding of the 
role of these early discussions in starting to transform the wide range 
of initial problems and questions into a specific research strategy if 
the courses themselves - the most tangible and stable element in the 
situation - aire first described. This should provide a focus for the 
evolution of the research design and in itself explain why many of the 
available evaluation techniques, most recently collected and reviewed 
by Hamblin (1974, op.cit.), were rejected as self-evidently inappropriate 
to the type of course outlined.

8 . 1 .  L
The Wessex Courses

The education and training department of the Wessex Regional Health 
Authority has no training centre of its own and commissions four middle 
management courses each year at the Portsmouth Management Centre (PMC). 
Each course is residential, of four weeks' duration and of generally 
standard content: a two-week foundation block 1 (Functions of Health 
Service Organisation, Units, and Management; Problem-Solving and 
Performance Improvement; Management of People; Communication) is followed 
a term later by a one-week block 2 (Quantitative Management Techniques 
for information analysis and resource use) and a term after that by 
a one-week block 3 devoted to personnel techniques (Recruitment and 
Selection, Industrial Relations, Appraisal and Counselling, Training and 
Development). No choices are offered for alternative areas of study, 
but individual project work and action plans are undertaken at work 
before and between the blocks, supported by tutorial visits (three for 
each course member) involving as far as possible the course membeifs 
immediate superior, to whom specific guidelines are offered (Appendix 6) 
concerning his supportive role in the training.
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The course is entitled "Skills of Management" and its overall aim 
is stated as:

"To develop middle managers within the Health Service by 
off-the-job education linked with application of knowledge 
and skills on-the-job through relevant and specific project 
work ••• so that course members will be able to identify their 
present and possible future managerial functions, and develop 
appiropriate management skills related to these functions."
(Wessex RHA, 1974).

The general and specific learning objectives for each area of study are 
set out in Appendix ?• Representative training programmes for each 
block are included in Appendices 8,9 and 10, and illustrate the wide-ranging 
membership of the courses, eligibility for which is defined as:
Administrators   .... general and senior administrative grade officers

who have some responsibility for committing 
resources, including control of staff.

Nursing ............. nursing officers and senior nursing officers.
Professional and .... heads or deputy heads of departments - laboratories.

Technical Staff X-ray, physiotherapy for example.
Service Departments .. sector and hospital engineers, building supervisors,

domestic superintendents, catering officers and 
similar grades.

now 09 79)
Such officersyeam between £3000 and £3000 p.a. and each course has 
18 places.

At the prices of 1976 (selected because both regions' courses were being 
studied concurrently throughout that year) the cost of the training in 
the Wessex region was approximately £98 per course member per week, 
comprising:
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Accommodation at P M C            £60
Fees to PMC for course teaching.......... £22
Tutorial visits........................ £10
RHA staff time ......................... £6

to which may be added the notional cost of the course member's own 
salary (unlikely to be less than £75 per week) on the grounds that he 
is not available during the course for his normal (or any other) work 
for his organisation: indeed there is an additional but unquant if iable 
"cost" in the extra effort and inconvenience involved in preparations 
for the course, arranging for duties to be covered, domestic rearrangements 
etc.

8 .1.2 .
The Oxford Courses

The education and training department of the Oxford Regional Health 
Authority has its own training centre in the grounds of Peppard Hospital, 
Berkshire, where residential accommodation is used in the Nurses' Home.
Five middle management courses have been organised there each year, and 
extend over a period of three weeks in all. Each course has started with 
a two-week foundation module in which the major themes are the Role of the 
Manager, Communications (including written, verbal, meetings and interviewing). 
Leadership (including motivation, delegation, management styles and group 
dynamics), Job Analysis, Management of Time, Industrial Relations, Problem- 
Solving, Decision-Making and Creative Thinking. This has been followed by 
a choice of not less than two from a range of optional two to three-day 
specialised modules in the following topics, treated in more depth than is 
possible during the foundation:

Staff Selection. Budgetary Control. Appraisal and Staff Development. 
Chairmanship and Discussion Leading. Office Management.
Industrial Relations. Developing Interpersonal Skills.
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although Office Management and Budgetary Control have proved difficult 
to mount at an adequate standard. Regional training staff (one or two 
according to availability) undertake about 60^ of the teaching themselves 
on the foundation module, initiate group project work and provide an 
individual tutorial for each participant: the remainder of the teaching 
is provided by regular outside contributors. The foundation module 
includes provision for course members to devise action plans outlining 
their intentions for subsequent changes at work, but there are no tutorial 
visits to the workplace and generally no direct contact between regional 
training staff and members' immediate superiors.

The general aims of the course as a whole are stated as:
"To provide an opportunity for 'middle managers' to clarify 
their role within their organisation and to develop their 
awareness of the essential skills of managers at that level.
Follow-up modules supplement the Middle Management Foundation 
Module by providing training in specific general management 
skills or areas of knowledge." (Oxford REA, 1975)*

When the study began there were no written learning objectives, but the 
importance for the evaluation of a yardstick for assessment ultimately 
resulted in a definition by the training department in 1977 of the terminal 
behaviour aimed at each day in the foundation module (Appendix 11). 
Representative training programmes for the foundation and the specialised 
modules are included in Appendices 12,13,14 and 13, and illustrate the 
membership of the courses, eligibility for which is defined as: 
Administrators ....... senior and principal administrative grades,

exceptionally general administrative.
Nursing............ nursing officers and senior nursing officers.
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Medical........ . senior house officers and registrars.
Others .............. heads of departments or others in posts of

similar management responsibility.
In practice the more senior of the eligible administrative and nursing 
officers who wished to attend had generally already done so: during the 
period of the study attendance by general administrative grade officers 
was common, by principal administrative grade and senior nursing officers 
uncommon, and by medical staff unknown. Consequently the Oxford course 
memberships were similar to those in Wessex, despite the apparent 
differences in the eligibility definitions, save that each Oxford course 
had 24 places and the proportion of nursing managers averaged some 60^ 
compared with the strictly maintained limit of 30^ in Wessex.

At 1976 prices the cost of the training in the Oxford region was 
approximately £35 per course member per week comprising:

Accommodation at Peppard Hospital .........   £17
Fees to outside lecturers..................£8
REA staff time ............................ £10

to which may be added the notional cost of the course member's salary, 
unlikely (as in Wessex) to be less than £73 per week.

Summarising this description of the two regions’courses, it may be said 
that Oxford's have:

provided more places (120 p.a. compared with 72 p.a. in Wessex).
• been similar to Wessex in their professional composition, albeit 

with a higher proportion of nurses.
been similar to Wessex in their overall aim and contents, except 
that less attention is devoted to quantitative methods, 
provided study choices for course members (through the optional 
modules) which have not been available on Wessex courses.
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been undertaken largely by the regional training department, by 
contrast with the long-standing collaboration with Portsmouth 
Management Centre in Wessex.
devoted the minimum of time, compared with Wessex, to tutorial 
visits to the officer at his place of work and seeking the active 
support of his immediate superior.

. been very much cheaper in both accommodation and teaching/ 
tutorial costs.

These comparisons are suggestive in themselves of the need to assess 
whether the Wessex middle management course programme, with a direct 
cost in 1976 of some £28,000 compared with Oxford's £12,300, was 
noticeably more effective in terms of valued benefits attributable 
to the training. The significance of training expenditure of this order 
by comparison with other investment options had previously been noted by 
Ingham (1974) who, in a pilot evaluation study of first-line management 
training courses for ward sisters in the Wessex region, pointed out 
that their direct costs (£34,800 p.a.) could at that time have been used 
alternatively to employ fifteen additional ward sisters.

8 .2.
The Exploratory Discussions

But concentration on the question of relating the training benefits - 
assuming that they could be ascertained - to the training costs for 
regional comparisons would have done injustice to the first of the three 
guiding criteria - importance, originality and feasibility - if such 
an analysis did not represent a priority for any of the parties to the 
training. It is important therefore to record the major interests and 
concerns expressed to the researcher in the course of exploratory 
discussions and fieldwork during 1974.
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The National View

The DHSS, which had by this time absorbed the secretariats of the 
National Staff Committees into one of its personnel divisions,was 
primarily concerned to help remedy the general absence, in the 
substantial programme of NHS management training, of evaluation 
strategies beyond the traditional end-of-course reactions questionnaires 
(which as Hamblin (1970) says have neither the advantages of immediacy 
nor those of objective distance). Early in 1974 the DHSS had published 
its policy document (Appendix 5), which advocated that all management 
education and training activities should in fact be monitored and 
evaluated in order to provide information for rational decisionp-making 
in this field.

Insofar as the cost of middle management training was borne by the 
regional health authorities, the question of value for money from any 
one region's courses was not of direct concern to the DHSS. However 
these courses had originally been developed in every region of the 
country to an outline prescription from the National Staff Committees, 
whose members and officers retained their interest as well as an overall 
monitoring responsibility notwithstanding the devolutionary spirit of 
the times. Consequently it was of very real concern nationally that 
NHS authorities appeared not to have a methodology of evaluation capable 
of widespread use to secure evidence on the effectiveness of management 
training courses regarding which, as was shown in the previous chapter, 
a good deal of scepticimhad been expressed. Moreover, the National 
Nursing Staff Committee had taken a direct interest in the evaluation 
of ward sisters' first-line management training courses in the Manchester 
region by Davies (1971, op.cit.) and at senior management level had, 
jointly with the National (Administrative) Staff Committee, recently
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received an evaluation of the use made by the NHS of the ten-week 
executive development courses at Henley and the Manchester and London 
Business Schools (White, 1974) and commissioned a major study of the 
management development courses for senior officers which the Committees ' 
eirranged at national DHSS-funded education centres (Jones and Huczynski, 
1974a). There remained a "gap" at the level of middle management, which 
had received no sustained evaluative attention, as a result of which the 
researcher's proposal to focus attention on middle management courses, 
in regions whose education and training officers had expressed an 
interest in assessing the worthwhileness of their work in this field, 
was welcomed.

This view of the strategic importance of quickly developing methods for 
evaluating management training which could be used widely and routinely 
around the country is one which the researcher, who worked as management 
education adviser to the DHSS at that time, fully shared, having helped 
to influence it and been influenced by it. Accordingly the purpose of 
the study, for which the rationale is set out in the Preamble, attempted 
to express the need from a national perspective as:

"....to contribute to the effectiveness of off-the-job middle 
management training in the NHS by developing useful and acceptable 
methods for assessing the effects and value of the management 
training provided; and to study the impact of using these evaluation 
methods on those involved in the training and its application.
In the process, certain specific training activities will be 
evaluated (including middle management training courses currently 
offered in the Wessex and Oxford NHS regions), but the basic goal 
is broader - to develop and test an approach to the evaluation 
of NHS management training, based on fieldwork at middle management
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level, which is capable of being used by others throughout the 
NHS. This provides a criterion for many of the necessary decisions 
about the design and conduct of the research." (White, 1975, op.cit.). 

The significance of that criterion in terms of the exploratory and 
comparative approach used, the concern for breadth rather than depth 
where choices had to be made, and the emphasis on feedback both to and 
from the parties to the training, will be apparent in the remainder 
of this chapter and throughout the next.

6 .2 . 2 .
The Regional View

As Bell (1978, op.cit.) has pointed out, research opportunities in 
management development tend to open up in favourable rather than 
unfavourable circumstances, for example in organisations where learning 
is, rather than is not, believed to be taking place and where the project 
hypothesis is unlikely to be in the form "systematic management learning 
is inappropriate / not viable in this organisation". This mirrors the 
view taken by Campbell et al. (1970, op.cit.) whose survey of completed 
evaluative research to that date found a remarkable absence of studies 
which concluded "no effect demonstrated".

The implication here is that regional health authorities offering their 
middle management courses for evaluative research would be rather more 
likely than not to have some confidence already in their quality, which 
might constitute a limit on the generalisability of findings based on 
studies in those regions. It had already become evident to the researcher 
during his liaison visits from the DHSS to the fourteen regional training 
departments around the country that there was no standard or typical 
middle management course in that each had some unique features, whether 
of design, content, membership or style, and that their quality might well
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be expected to vary considerably. With this in mind the first two regions 

to be approached for collaboration (Wessex and Oxford, which both res

ponded readily) were chosen with regard to inter-regional differences 

(e.g. in their design, conduct and use of education sector resources) 

that have already been referred to. And the distinctive interests which 

each of the two regional training departments - the sponsors and paymasters 

of the middle management courses - had in supporting the research suggested 

that quite marked contrasts would thereby be explored at the beginning 

of a process which could eventually extend to many other regions, with 

gradually increasing representative value.

In the Wessex region, where pilot work began in the Spring of 1974, the 

training department staff were specially interested in using the research 

as a means of identifying the management training needs, not so much of 

nurse managers and administrators who had formed the backbone of these 

courses since their beginning (Thornley and Gould, 1970, op.cit.), but 

of the smaller paramedical and support service groups who were being 

nominated in increasing numbers. At interview on 22 February 1974 

Mr. R. Bush, the Regional Education and Training Officer, argued that 

middle management was critically important to the quality of health care 

organisation in that it is the first level at which real discretion is 

exercised and responsible co-ordination required with the work of other 

health professions: the training had therefore to be of high quality and

precisely directed to identified needs. This was felt to necessitate 

sponsorship by the RHA, which could afford to mount such a course with 

members drawn from the individual health authorities to provide the 

advantages of a broad geographical and professional mix: although

decentralisation of responsibility would make possible the considerable 

economies of a non-residential course, it was feared that the quality of 

the training would suffer.
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Beyond this, the courses were spoken of with some satisfaction insofar 
as they were modular, sought close integration between classroom teaching 
and workplace practice through the project work and tutorial visits 
outlined above, and involved close collaboration with Portsmouth Management 
Centre: they thus represented much of what was currently understood as 
good practice in off-the-job management training.

This evolutionary view of looking to the research to guide further 
improvements to a sound basic model was confirmed by Mr. Bu^'s successor 
Mr. G. Smith who, at interview on 11 November 1975, welcomed the 
prospect of data on training needs and effects as an aid to subsequent 
changes in the courses, which he envisaged as complementary to the 
organisation-centred view of management development emerging in the 
region's strategic training plan. He also advocated an experimental/ 
control group approach to the research design if this could be contrived.

It was in harmony with this region's perspective on the training that - 
although considerable interest existed over the whole potential scope 
of the evaluation - the exploratory work of 1974 was directed to the 
training needs and subsequent job performance of individual course members, 
and to the exploration of means of measuring their classroom learning 
against the published objectives (Appendix 7). Contact with top 
managers in the course members' parent organisations to establish their 
expectations of, sind satisfaction with, the training was given relatively 
lower priority in the short term: changes in course design had always 
been the subject of consultation with the most senior line managers and 
there was no immediate reason to believe that the regional training 
department's thinking about middle management development was at odds 
with line management's views. The major initial focus was on the work- 
place-classroom-workplace sequence for the individual middle manager.
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and the major initial requirement was seen to be for acceptable methods 
of producing evidence on the learning needed, the learning accomplished, 
and the learning applied, in relation to the varied work roles of a 
heterogeneous course membership.

Staff of the Portsmouth Management Centre had primary concerns which were 
compatible with the priorities thus expressed by the Wessex region- They 
were interested in co-operating with the researcher to produce a range 
of evaluation instruments to test the growth of knowledge, skills and 
attitudes during the course, both as feedback on their own teaching 
effectiveness and as a potential reinforcement of course members' 
learning. (The rationale for the facilitation of learning through 
knowledge of results - and indeed through the awareness that learning 
is to be assessed at all - has been discussed in chapter 3)• But 
teachers' interests in the research extended also to the prospect of 
securing a more precise and individualised prescription of what their 
teaching was intended to contribute to in improved job performance, and 
firm evidence on whether it in fact did so. The responsibility of 
teaching staff for workplace tutorial visits between the course blocks 
undoubtedly contributed to this broad view of the teachers' role, which 
is illustrated in the researcher's notes of a meeting in February 1975 
(one example of many throughout the research period) with staff of the 
Portsmouth Management Centre and of the Wessex RHA training department, 
in this case to review the progress of the research in its exploratory 
stage over the preceding six months (Appendix l6).

In the Oxford region, to which the evaluation was extended in the 
Autumn of 1975 following the development work in Wessex, the training 
department staff were uncertain about the effectiveness of the middle
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management training courses which they provided. At a preliminary 
discussion about the research on June 17 1975, Mr. R. Taylor, the 
Regional Education and Training Officer, doubted whether the benefits 
extended, in most cases, beyond some growth of self-confidence, an 
appreciation of other professions' points of view, and certain modest 
individual achievements. But the basic problem was seen less as 
ignorance of the training effects than as ignorance of the real needs 
which the training should be helping to meet. It was not clear what 
top management in the parent organisations of course members actually 
wanted from middle management by way of performance improvements, the 
nominations procedure required no great thou^t as to training needs, 
and contact between the regional training department and line management 
in the area health authorities was limited. Were adequate organisational 
analyses to be undertaken within those authorities it might well prove 
that entirely new forms of management development would be seen to be 
needed : the hope was therefore expressed that evaluation instruments 
would be developed which could be used in a variety of circumstances to 
compare alternative types of training. In the meantime the existing 
regional middle management training courses, to which there was no 
recognised alternative, might well be very wide of the mark.

Moreover, regional sponsorship of these courses might not, it was felt, 
survive for long in the post-reorganization spirit of devolution, the 
future strategic role of the regional department being discerned as 
a source of consultancy ..and support for training and development within 
the area authorities rather than direct providers of courses, except 
perhaps for the more senior managers and for specialised purposes.
The outlook and commitment of top management towards training were 
regarded as of major importance, influencing the use to which the 
learning would be put at the place of work, irrespective of the quality
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of the training itself. The evaluation of learning was thus seen to he 
of secondary importance,as a focus of research activity, to the evaluation 
of organisational support for its application at work.

Consequently, whilst the Oxford trainers shared with their Wessex/ 
Portsmouth colleagues a central concern that the research should explore 
the training needs of individual middle managers nominated for the 
courses, and the extent to which their subsequent performance changed 
as a likely consequence of the training, the context of their interest 
was the parent organisation (about which they felt they needed to know 
much more) rather than the classroom (which was within their control 
already). In terms of Hamblin's cycle of evaluation (see figure 31), 
Oxford's span of major interest extended from levels 3 to 3, whilst 
that of Wessex covered levels 3 to 1*

This basic contrast has not yet taken account of the priorities of the 
other parties to the tzraining, but its existence did suggest a number 
of possible directions for the research which may be summarised as 
follows:
1. that there was a broad convergence of interest amongst the major 

national and regional sponsors of the training around the 
requirement for means of identifying the work-based training 
needs of middle managers and the effect of training on work 
performance.

2. that the apposition of the Wessex and the Oxford spans of priority 
concern would enable a comprehensive view to be taken of the total 
cycle of evaluation - necessarily in breadth rather than depth - 
as seemed appropriate to an exploratory study of a previously 
unresearched field, whilst permitting some useful comparisons in 
the area of overlap (level 3)•
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3. that the desire by sponsors for a means of securing evidence of 
training needs and effects to help solve current problems and 
guide future practice implied that the research would be valued 
for the development of feedback processes more than for what 
Neil Rackham calls "archaeological" evaluation (data on past 
events with only limited relevance for future decisions in a 
changing situation). Evaluation of particular courses might best 
represent one means to the end of a comprehensive evaluative 
strategy rather than an end in itself.

B.2.3.
The Ton I4anagers
The researcher was aware, from general liaison contacts with NHS top 
managemeht in the course of his work at the DHSS and from a recent 
evaluation study in the NHS at that level (V/hite, 1974, op.cit.), that 
the extent of top officers' interest in the management development of 
their subordinates varied widely. But the opportunity to explore their 
specific involvement in the middle management development arrangements in 
one of the regions studied (Oxford) came only in 1976, when all but one of 
the 20 area and district administrators and nursing officers were interviewed 
by the researcher for their views of the middle management training 
provided, in the context of their organisations' objectives, plans and 
problems.

By this time the general scope of the research strategy was well established, 
so that no claim is made for any specific influence on the evaluation 
design from top managers' views of what it should embrace. Nevertheless, 
it has been a general assumption of the research from the outset, for 
reasons discussed in the preceding chapter, that management development 
activities are likely to be the more effective where the participating
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organisations* top management is actively involved; consequently the 
instruments aimed at producing evidence of training benefits, for 
comparison with needs and costs, have been envisaged as leading to 
summarised data flowing to top management rather than only to personnel/ 
training specialists.

There is a commentary in Appendix 20 on the findings of these interviews 
with top managers in the Oxford region, including reference to the 
possibility raised by Thorley (1971) that at that level the legitimate 
question is about the cumulative effect on the department or the 
organisation of having several middle managers trained, rather than 
particular individuals. But the brief summary at Appendix 19 suggests 
that most of these officers, at least in 1976, saw themselves as potentially 
and desirably, but not currently and inevitably, involved in the training 
being studied. The strength of their influence - positive or negative, 
passive or active - on the management development sub-system justifies 
their recognition here amongst the parties to the training, and the prospect 
of devolution of responsibility for the courses to the area health 
authorities in Oxford gives point to their inclusion. But during the 
period of the fieldwork the majority of these top managers were making 
no demands, and had no specific expectations, of the courses. No similar 
study at this level was undertaken in the Wessex region, where as we have 
seen it was accorded relatively lower priority but, in a comment on the 
Oxford report by the Wessex regional training department officer most 
involved in the middle management courses, the implication is that the 
situation described may apply in both regions :

"The top managers* ideas and the commentary ring some very 
familiar bells. We seem to miss the target of staff development 
so fas as the senior managers are concerned ... The key to unlocking
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that particular door is not an easy one to find." (Gould,
personal communication, 20 January 1978).

B.2.4.
The Course Members

The expectations of course members, insofar as they affected the questions 
which the research might address, were explored early in 1975 through 
interviews with former and prospective participants at their place of 
work (selected by random sample) and through discussion with groups of 
current participants whilst in residence at Portsmouth Management Centre 
(Wessex courses) and Peppard Hospital (Oxford courses). The advantage 
at the pilot stage of being able to take the views, almost simultaneously^ 
of a cross-section of learners at different stages of virtually identical 
training programmes lies chiefly in the opportunity this presents of 
identifying the factors in the situation which are most worthy of study, 
without having to wait a year or more for one particular cohort of 
members to pass from the pre-course to the post-course stage of a 
modular training. A similar approach was used by Hogarth (1977) in 
evaluating the executive development courses at the Centre Européen 
d* Education Permanente at Fontaindbleu, where self-assessed changes in 
attitudes and performance during training were traced by comparing the 
judgements of members who at the same period of time belonged to any one 
of eight different groups at different stages of the 2-^year programme.

In the present research these discussions were used for exploratory 
purposes rather than definitive data collection, in the belief that the 
complexities of the total management development system, embracing as we 
have seen the situational contingencies of workplace as well as classroom 
and the diverse interests of several parties to the learning and its use, 
required careful reconnaissance before a suitable research strategy could
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be determined. Moreover the nature of the information sought - 
predominantly judgements about learning needs and management performance 
changes - was particularly elusive and would need probing for the 
underlying evidence on which it was based. Amongst the salient points 
arising from 19 pre-course interviews (9 in Wessex and 10 in Oxford) 
with implications for the evaluation study were:

general recognition by nominees of the difficulties liable to arise 
in transferring what would be learned on the course into permanent 
work performance changes - an endemic problem seen as limiting the 
effectiveness of much off-the-job management training, including 
their ovm previous training in some cases.
general support for evaluation in principle, including its potential 
role in providing both motivation to leam and a stimulus to use that 
learning subsequently. Draft questionnaires for use by the nominees 
and their immediate superiors in identifying current levels of 
competence and training needs were found to lead to a joint discussion 
between the two parties in more than half the cases, and their 
completion was regarded as time well spent by almost everyone.

Amongst various points to emerge from 12 interviews in the Wessex region
course

some eight months after completion of an earlier middle management^the 
most significant for the evaluation study were:

the existence of evidence for the effects at work of the training 
in a number of different planes, including specific increments 
of knowledge (such as of employment legislation) or skill (such as 
in selection interviewing); deeper-level attitudes and approaches 
to work (such as growth of self-confidence or greater sensitivity 
to other viewpoints); and the achievement of particular projects 
or action plans initiated during the course (such as a successfully
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introduced programme of diversional therapy for previously 
unoccupied geriatric patients). Some of these effects were 
intrinsic ally unlikely to be predictable,or assessable except 
in retrospect.
the possibility that this evidence might cumulatively amount 
to a higher yield from the training than was commonly acknowledged
to arise from management courses, insofar as there was normally
no systematic analysis of such effects and the former members 
interviewed surprised themselves in some cases at the extent of 
the evidence revealed in the discussion.
nevertheless the difficulty of distinguishing training effects 
from the interwoven consequences of all the other factors that 
might have influenced work performance, such as growing maturity 
and experience in the job, changes in resource availability, and 
the efforts of other officers in the role set.

And in this phase of exploratory discussions a complete course of 18 
middle managers at the Portsmouth Management Centre was questioned after 
taking part in the experimental use of learning tests at the beginning 
and end of the two-week block 1 of the course, as well as reactions
questionnaires covering each of the themes taught in that block. Having
had that experience their view of the overall evaluation effort was high 
(a mean rating of ^.8 on a scale of 1 (very low) to 7 (very high) with 
no one below the mid-point) ; and their responses to being tested were 
favourable in 10, uncertain in 5, and negative in 3 cases.

It was apparent from this period of interviewing that course members' 
interests lay chiefly at levels 1 to 3 of the evaluation cycle rather 
than at more strategic levels. As middle grade officers they had not 
asked for the research but were generally very willing to take part.
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and valued instruments which at the workplace might aid the diagnosis 
of needs and promote purposeful contact with their "bosses'* in this 
connection, and in the classroom might provide feedback and reinforcement 
for their learning.

6 .  2 .  S.
The Immediate Superiors

In 13 of the 19 pre-course contacts referred to above, and in 9 of the 
12 post-course contacts, the researcher was also able to interview, 
separately, the immediately senior officers of the course members, and 
thus to attempt a preliminary assessment of their expectations of the 
training and of the evaluation study. Such people were normally the 
nominating officers of course members. They were either in senior 
management (defined as those who are in second-tier relation to top 
management) or, more often,in"upper middle" management, being themselves 
responsible to a senior manager but having lower-graded middle managers 
(the course members) responsible to them. These terms have not been 
precisely defined in the NHS but their usage here follows the working 
definition given at the beginning of Appendix IS . It should also 
be added, recalling the discussion of the managers' role set in previous 
chapters, that this focus on the immediate superior does not imply that 
the expectations of others are necessarily less influential on the role 
behaviour of a particular course member, but does recognise the special 
responsibility of every manager for encouraging the development of his 
subordinates. Even where this responsibility is not discharged it is 
difficult for anyone else to take it over.

From interviews with this group of superordinates came certain 
implications for the design and conduct of the research;
. although a majority of course members* immediate superiors were
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v;illing to co-operate in the research, the extent of their 
involvement in the training (for example in time devoted to 
the pre-course preparation and post-course follow-up of their 
nominees) varied considerably. In some cases either the decision 
to make the nomination, or the notification of its acceptance, 
had already been the occasion for a searching review of training 
needs in relation to work performance and career aspirations; in 
others little or ho attempt had been made to discuss the relevance 
of the course to the present or future work role of the nominee; 
in yet others it was said that the fact of being visited by the 
researcher had itself brought about discussion between the course 
member and his immediate superior that would not otherwise have 
taken place. Those nominees who enjoyed a particularly supportive 
relationship with their "bosses" certainly expressed greater 
optimism than others that their training would lead to tangible 
work improvements. These interview findings suggested both that 
"boss support" might be an important variable influencing the outcome 
of the training, and that the evaluation intervention itself might, 
by increasing purposeful contact between the two parties before and 
after the training, increase its impact.
the principal focus of interest in the evaluation study for these 
superordinates was at level 3 of the cycle - the application of 
learning in improved job performance, which was the major criterion 
by which they claimed to judge the worth of the training. In 
this their span of concern overlapped that of course members, but 
the individual changes they hoped for or reported were often at the 
deeper level of general attitudes and approaches to work (such as 
more mature judgement, or greater appreciation of others' viewpoints) 
rather than in specific skills and knowledge. Hence these interviews.
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to a greater extent than those with course participants, encouraged 
the listing and classification of possible underlying areas of 
personal development which eventually formed the basis for section 
2 of the post-course questionnaire (Appendix 2 6  ).
Beyond level 3 of the evaluation cycle, where the questions arising 
concern the possibility that the effectiveness of the unit or 
department in which the course member works, or of his organisation 
as a whole, might be noticeably changed as a consequence of the 
training, firm evidence was scanty. The nominations were generally 
seen as being for individual development more than for organisational . 
improvement, and any changes at levels 4 or 3 were difficult both to 
demonstrate and to attribute confidently to the training when other 
factors were evidently contributing to the outcome. At these levels 
of evaluation the limitations of trying to distinguish the effects 
of a particular episode of training from all other components of 
organizational effort were pointed out fifteen years ago by 
Meigniez:

"... for practical reasons it is better in most cases, 
we think, to make an overall evaluation of what has been 
achieved through a combination of various forms of action: 
training, organisational action and organisation..." (1963, op.cit.) 

whilst more recently Hamblin has speculated that:
"... before the end of the century it will be impossible 
to write a book purely about evaluation of training. Training, 
except for certain routine tasks, will cease to be a separate 
organisational activity in the majority of firms, and evaluation 
(if the word is still being used) will be concerned with the 
total evaluation of organisational or personal activities rather 
than with training as such" (1974,op.cit.).
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Problem-based work projects of the type attempted between the 
modules of the Wessex course were, where successful, more readily 
attributable to the training as organisational benefits even 
though - as Casey (197&) has argued - what matters in the 
long run is not the project itself but the learning derived from 
the processes of carrying the project through. Moreover it was 
evident from the researcher's field visits and discussions that 
other influences than the course members learning were at work, 
facilitating or inhibiting its intended application. In this lay 
the origins of the list of "helps"and ’’hindrances" to the transfer 
of learning which after further refinement formed part of section 5 of 
the post-course questionnaire (Appendix 26). It may also be added 
here that immediate superiors interviewed in the Oxford region 
appeared generally less well informed about the design and conduct 
of the courses than their opposite numbers in Wessex: the differences 
between the regions in the extent of tutorial contacts with these 
officers, and the absence of published learning objectives in 
the Oxford region, have already been referred to and offer a 
plausible explanation of this point. In each region the superordinates 
appeared to be equally interested in being involved in, and receiving 
feedback from, the evaluation study.

B.2.6.
The Discussions in General

These early interviews and discussions, relatively unstructured and 
impressionistic as they were, nevertheless served their purpose of 
identifying a number of variables, of potential importance in the 
situation being studied, through the priority concerns of the various 
parties to the middle management training courses in the Wessex and 
Oxford regions. They also provided some assurance of the general
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acceptability of an evaluation study at this level of management, 
which as already indicated had not previously been explored in the 
WÎS.

How these perspectives combined with the researcher's own priorities 
and with deductions from the concept of evaluation to give shape to the 
design of the research, the hypotheses to be tested and the methodology 
used will become apparent in the course of the next chapter.
But this early work did suggest that, between them, the principal 
interested parties - the DESS and the National Staff Committees, the 
sponsoring regions, the teachers, the top managers, the course members 
and their immediate superiors - were concerned with «11 five levels of 
the evaluation cycle. This was compatible with the researcher's emerging 
view that the available time might be most usefully employed in a broad- 
ranging study of the entire cycle as it applied to middle management 
development in the NHS, with the aim of developing an evaluative framework 
for wider use by others, testing hypotheses where adequate data could be 
secured, but recognising that, if the key elements and relationships in 
the system could be identified, subsequent research might be better able 
to explore certain issues in greater depth.

In one respect - the virtual absence of other forms of training than 
the studied courses such as might represent alternative means of developing 
middle managers - the scope of the evaluation would be limited through 
its inability to assess the comparative effects and value of different 
training strategies. Nevertheless there was the prospect that, by 
helping to clarify the outcomes of the existing courses, to define the 
factors associated with success and failure, and to develop a broad- 
ranging and flexible evaluative framework, it might be possible to make
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some tentative propositions about a choice of development methods to 
suit the diverse circumstances of managers in a complex professional 
public service. This is the origin of the manual of management development 
options in the NHS (Appendix 3)«

However, the picture built up from these initial interviews and discussions
was itself complex. An attempt to distinguish the objectives, effects
and value of training - and the non-training influences on them, including
the evaluation itself - from the pre-course stage to a point many months
after completion of formal training would both represent a major study
and make the maximum use of the researcher's freedom of movement within
the NHS. The particular contribution of the conversations reported in
summary above was to assist in identifying some of the major landmarks
and obstacles on that journey in terms of the perspectives of those who
were fsuniliar with some part of it. In this way the researcher hoped
to avoid the strictures of Burgoyne, who criticised:

"... the tendency on the part of people with theoretical and
practical interest to become preoccupied with critical analysis
of evaluation methodology rather than actually carrying out any
research .... Obviously methodological issues are important, and
methodological decisions are prior to investigation, but surely

usefulness
methodologies must be judged ultimately by their/in tackling the 
focal problems. Presumably the astronomer who becomes more 
interested in his telescope than the stars becomes a technician." 

(1975).
It may assist the perspective of this picture to know that in the 
Oxford region there are at present (1979) 14,000 hospital beds;
32,000 NHS staff; and an annual revenue expenditure of £162 millions.
In the Wessex region the comparable figures are 20,000 beds; 38,000 
staff; and £220 millions annual expenditure.
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C, The Nature of Evaluation

The purpose of the previous section has been to locate and ground the 
research in a specific range of inter-related activities which together 
constitute the content and context of the middle management training 
courses studied in the Wessex and Oxford regions between 1975 and 1977.
In so doing we have identified the major parties to that training and made 
a preliminary assessment of their interests in the evaluation. This has 
helped to answer a question that Hesseling (I966, op.cit.) saw as critical 
for research of this kind - "for whom is the evaluation intended?" - and 
responds to the advice of Weiss that "If the evaluator is not to be caught 
unawares, it behoves him to know from the cutset what kinds of answers 
are expected from his study. " (1972).

But the research was always seen in a broader context than a piece of 
commissioned fieldwork and, in the light of the theoretical framework for 
management development built up in earlier chapters from concepts of 
organisation, management, learning and teaching, it is appropriate to bring 
to bear on the descriptive material of the previous section a view of the 
essential characteristics of evaluation itself. The sequence is deliberate 
in that evaluation is a plastic art, moulding itself to the form of what 
is being evaluated: it would have needed a different shape if the trai.ning 
had been of a multi-level working group of managers, or of middle managers 
from the same health authority or profession. But it was not: it was of 
individual managers attending regionally-sponsored courses of the kind 
described in the previous section. The design of the research will thus 
be seen to have its origins in a synthesis of both theoretical and practical 
considerations, and to have been influenced by certain other studies of 
particular relevance through their approach to the task of evaluation.
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C.î.
The Concept

The essential core of meaning in the terra "evaluation" is that of assessing 
the value or worth of something or someone. But it is impossible to malce 
that evaluative judgement except by reference to some explicit or implicit 
yardstick, so that information - however limited it may be - is the raw 
material of evaluation and therefore an integral component of the concept, 
that is.to say "the abstraction formed by generalisation from particulars" 
(Kerlinger, 1973)* "the symbol that represents the similarities in otherwise 
diverse phenomena" (Labovitz and Hagedom, 1971)»

Thus in applying the term "evaluation" to training, Hamblin combines the 
notions of judging value and of securing information by defining it as:

"any attempt to obtain information (feedback) on the effects 
of a training programme, and to assess the value of training 
in the light of that information" (1970, op.cit.)

His view of this evaluation process at a number of linked and sequential 
levels (see figure 31) has been particularly influential in the shaping 
of this research. It incorporates "validation" (assessment of whether the

va Hc/at ion
specified behavioural objectives of the training were achieved-internal^ 
-and,if so, whether these were based on an accurate identification of 
training needs - external validation); but allows too for the possibility 
of unexpected, unintended, even unwanted, training effects which are not 
the subject of pre-determined objectives. Hesseling stresses this broader 
context when he states that:

"Evaluation research refers to the procedures to determine 
the degree to which the training programme achieves specific 
results,intended or unintended, and to determine what elements 
in the situation or the methods used hamper or foster the process 
of training" (1966, op.cit.)
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This is in contrast to the heavy dependence on previously defined 
objectives which is characteristic of the American tradition of evaluative 
research, possibly consequent on its early concern with the testing of 
educational attainment. Examples of this include Gronlund's (1971) 
view of evaluation as a "systematic process of determining the extent 
to which educational objectives are achieved"; Nixon's (1973) more colloquial 
statement that "evaluation is comparing what you did ivith what you said 
you were going to do and then placing a value on it"; and the multifaceted 
definition of Weiss (1972, op.cit.) that "the purpose of evaluation research 
is to measure the effects of a program against the goals it set out to 
accomplish, as a means of contributing to subsequent decision-making about 
the program and improving future programming".

This last statement introduces an element of future-orientated concern for 
the uses to which the evaluation will be put, an issue of great importance 
which is considered in the context of the research design and hypotheses 
in the next chapter. One further definition justifies reference, namely 
that included in the Glossary of Training Terms, where evaluation is 
defined as:

"The assessment of the total value of a training system, training
course or programme in social as well as financial terms"
(Department of Employment, 1971)

This concentrates attention exclusively at the further levels of the 
evaluation cycle, where the overall costs and benefits of the training 
to the organisation are compared: but these are complex and elusive to a 
degree which makes it difficult, if not impossible, to measure total 
value in financial, let alone social, terms. Because of this, "evaluation 

must always be partial and selective" (Hamblin, 1974, op.cit.) and the 
operational usefulness of the Glossary definition is limited.
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Taken together, however, these different perspectives do suggest that the 
concept of evaluation can offer useful insights on the management training 
research questions identified in the previous section by reference to 
three primary characteristics of an adequate view of the evaluation of 
training. It is Seen by the researcher as a purposeful process which:
1. identifies the objectives of the training as precisely as possible;
2. assesses the effects of the training as far as possible;.
3# in this light judges the value of the training.
Each of these tliree aspects of the concept of evaluation will be considered 
below, and related to the training described in the previous section.
In the process the origins and context of key elements in the research 
design and methodology should become apparent prior to their presentation 
in the next chapter.

C. 2.
Objectives

objectives,
Revans neatly expresses the central problem of comparing effects witty 
outcomes wi.th intentions, in the field of management development:

"The evaluation of management training is a notoriously difficult task, 
because normally the objectives of neither those who provide it nor 
those who submit to it are defined in detail, whether by final purpose 
or current operation; it is always hard to assess what progress one 
may be making towards ah unspecified goal" (1971, op.cit.)

If goals were specific and measurable, the evaluation task would be simple, 
as indeed it invariably seems when considered in the abstract. To quote 
Weiss in her contrast of the theory and the practice of evaluation in the 
context of social improvement programmes of all kinds:

"All the researcher has to do, it seems, is -
1. Find out the program's goals.
2. Translate the goals into measurable indicators of goal achievements
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3# Collect data on the indicators for those who participated 
in the program (and for an equivalent control group who did 
not).

4. Compare the data on participants (and controls) v/ith the goal 
criteria.

And voilai But....
1. Program goals are often hazy, ambiguous, hard to pin down....
2. Programs not only move toward official goals: they accomplish

other things, sometimes in addition and sometimes instead....
3# The program is a congeries of activities, people, and'structures. 

Some of its elements are necessary for the effects it achieves; 
others are irrelevant baggage.... Eow do you identify and separate 
out the elements that matter?

4. The evaluation question as posed ignores the issue of why the 
program succeeds or fails. The "why" is often just as important 
to know as "how well" the program works". (1972, op.cit.)

C.2,1.
Objectives in Wessex and Oxford

Equipped v/ith this reminder of the potential distance between concept and 
reality in evaluation, it may be helpful to recall the position vidth regard
to training objectives in the Wessex and Oxford middle management courses
studied. The only reasonably specific objectives available at the beginning 
of the study were in Wessex at level 2 (learning) of the evaluation cycle; 
learning objectives were produced in Oxford only tov/ards the end of the 
study (see Appendices 7 aud 11 respectively). There were no specific 
objectives in either region at level 3 (individual job performance), and 
although inferences could be made from the general nature of the learning 
objectives, or from the very broad published aim of each region's courses, 
as quoted in B1 of the previous section, there were no recognised work
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performance standards or targets such as might constitute criteria for 
assessing the degree of success the training has at this level* Moreover 
no objectives were stated for the desired contribution of the training 
to unit and organisation performance (levels 4 and 3)«

It must be recognised that, in respect of individual performance within the
situational contingencies of organisational life we have examined, the
heterogeneity of profession and managerial role within the course membership
make it intrinsically difficult to devise a generally-applicable set of
training objectives in the form of individually-relevant requisite behaviour.
As V/arr, Bird and Rackham (1970) explain, by comparison with the work of
operatives, managers' jobs in general are much less tightly prescribed,
much less regularly repeated and much less narrowly skilled, being a compound
of varied and unpredictable tasks to which there is no one right way of
responding. One result of this, as Joyce has pointed out in her evaluative
study of training in the Irish Public Service, is that:

"Management development courses are the least specific in their
purposes, most liable to non-consensus on v/hat constitutes effective
performance, and thus have broader and more ambiguous objectives
which are hard or impossible to evaluate." (1977)

And, in respect of the absence of unit or organisation performance objectives,
it will be recalled that the regional authorities, rather than course
members' ov/n employing authorities, were the sponsors and designers of the

training
training, a situation which limited the scope for corporately-influenced^ . 
objectives based on local problems and needs. Even if the design and conduct 
of the courses were in the hands of the several Area Health Authorities, as is 

the present intention in the Oxford region, organisational performance 
objectives to which the training might contribute would not be easy to 
define, given the multiple and frequently conflicting goals in complex
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organisations, including health care organisations, that have already been 
discussed.

Nevertheless, given the clear indication from the exploratory interviews 
that the evaluation was welcomed, in part, as a means of establishing 
how far the training helped to meet individual, unit and organisation work 
needs, the absence of specific performance objectives at these levels was 
serious. Such objectives would not only have provided a yardstick against 
which the effects of the training could more readily have been measured; 
they would also have facilitated a more explicit test of the basic assumption 
which underlies all nominations for off-the-job training - that the individual 
objectives of the officer and the organisational objectives of his employers 
are sufficiently at one, both with each other and with the performance 
objectives to which the training is intended to contribute, to justify the 
nomination for this rather than other forms of development, or none at all.
(In Wessex, unlike Oxford, the potential problems arising from the absence 
of performance objectives were alleviated to an extent by the emphasis 
placed on tutorial workplace visits and work-related projects, which made 
teaching staff aware of particular course members* work-related needs and 
opportunities for performance improvements, although not necessarily on a 
comprehensive or systematic basis).

One possible response to the absence of explicit training objectives is to
enquire about needs and problems from the people most likely to know;

manAgement
and in the case of the employing organisation's objectives for middle^ 
development generally reference has already been made in the previous section 
to the interviews with 19 top managers in the Oxford region, which had the 
object of assessing parent organisations' needs and expectations (see 
Appendix 18). Another response is to introduce a possible framework for the
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definition of training objectives from an outside source in order to establish 
the extent of its relevance; and in the case of individual course members* 
objectives a questionnaire was devised (Appendix 21/2), based on the DHSS 
policy document's listed Objectives for Management Development, middle 
management level (Appendix 5, pages 3 and 6 of its appendix 1), the origins 
of which have already been explained. This was accepted v/ithout modification 
at the pilot stage in Wessex and Oxford: it was aimed at producing a 
profile of individual levels of competence and training need, as perceived 
by each course member and his immediate superior some weeks before the start 
of training, against a check-list of managerial skills and knowledge commonly 
required in middle management and defined at a level of generality which 
would be recognisable irrespective of the officer's particular profession 
and work role. The use and subsequent development of this questionnaire at 
level 3 of the evaluation cycle will be discussed further in the next chapter.

C2.2.
Taxonomies of Educational Objectives

The remaining question arising from the only objectives that were available 
at the outset of the study - the learning objectives (level 2) for the 
Wessex courses at Portsmouth Management Centre - concerns their adequacy 
as a basis for assessing the learning achieved through the training.

Much of the theoretical foundation for the systematic definition of educational 
objectives has been laid by Bloom and his colleagues in the form of taxonomies 
(logical sequences of learning behaviour organised in progressive hierarchies 
of increasing complexity) in three domains - the Psycho-motor, the Cognitive, 
and the Affective. Of these the psycho-motor domain concerns manipulative 
skills and neuromuscular co-ordination and need not detain us here. The 
cognitive domain includes:
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"those objectives which deal with the recall or recognition of 
knowledge and the development of intellectual abilities and skills.... 
Cognitive objectives vary from simple recall of material learned to 
highly original and creative ways of combining and synthesising new 
ideas and materials" (Bloom, 1936).

This taxonomy is outlined at figure 33» The affective domain is characterised 
by:

"objectives which emphasize a feeling tone, an emotion, or a degree 
of acceptance or rejection. Affective objectives vary from simple 
attention to selected phenomena to complex but internally consistent 
qualities of character and conscience. We found a lEirge number of 
such objectives expressed as interests, attitudes, appreciations, 
values and emotional sets or biases". (Krathwohl, Bloom and Masia, 1964) 

and the progressive sequence of levels comprises Receiving (sensitivity to 
the existence of a situation). Responding (to the stimuli of such a situation). 
Valuing (the value being an internalised characteristic of the learner's 
beliefs). Organisation (of value systems to resolve the learner's value 
conflicts), and Characterisation (where developed value systems have become 
a characteristic part of the individual's personality and life).

This taxonomic perspective of Bloom focusses on the "what" of learning,
rather than the "how" of learning which was the theme of chapter 3* It forms
a logical framework for the precise definition of instructional objectives -
and thus for the. evaluation of their achievement through testing - and
underpins the work of Gronlund (1971, op.cit.), and of Mager (1973). Both
advocate the expression of such objectives in the form of "terminal behaviour"
(the behaviour which the learner v/ill be able to display at the completion.

Conditions
and as a result, of the instruction) together v/ith the standards andy
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l.OOIOiowle'jgc
LIO Knowledge cf Specifics

1.11 Knowledge of Terminology
1.12 Knowledge of Specific Feels

1.20 ICno'.vlcdge of'Vays and Means of Dealing v/itl; specifics
1.21 Knowledge of Conventions
1.22 Knowledge of Trends and Sequences
1.23 Knowledge of Classifications and Categories
1.24 Knowledge of Criteria
1.25 Knowledge of Met ho do! ogy

1.30 Knowledge of the ünlvcrsals and Abstractions in a Field
1.31 Knowledge of Principles rmd Generalizations
1.32 Knowledge of Theories and Structures

2.00 Comprehension
2.10 Translation
2.20 Interpretation
2.30 Extrapolation

3.00 Application
4.00 Analysis

4.10 Analysis of Elements
4.20 Analysis cf Relaticns'nips
4.30 Analysis of Organizational Principles

5.00 Synthesis
5.10 Production of a Unique Communication
5.20 Production cl a Plan, or Proposed Set cf Operations
5.30 Derivation of a Set of .Abstract Relations

6.00 Evaluiticn
6.10 Judgments in Terms of Internal Evidence
6.20 Judgments in Terms of External Criteria

Fig OUTUIfE TAXCi-Ol.fiL OF COGKITIVE

EDUCATIOIKL 0BJB3IIV:iI3

Source: Bloom (1936)
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under which, this ability is to be tested as evidence of the learning:
Mager v/rites "anybody who doesn't care to find out if his instruction 
is successful should consider relinquishing his time to someone who does."

The influence of this systematic approach on educational curriculum
development and training design has been considerable in this country as
well as in the U.S.A. where it had its origins. This can be traced
particularly in the educational work of the Armed Forces and the Open
University and, in the health field, has contributed to the analysis and
testing of the components of professional practice in medicine (Freeman and
Byrne, 1973) and nursing (Heath, 197&)* Because it aims at pre-determining
learning objectives through a detailed prior analysis of extant and requisite
performances -the gap between which is regarded as the training need - the
systematic approach is an integral component of educational technology in

considered
general,and programmed learning in particular, which we have alreadyy 
in the context of the behaviourist tradition of learning theory. But Hamblin 
(1974, op.cit.) points to the dangers of educational technology insofar as it 
implies trainer control over pre-set learning rather than the learner-centred 
process of discovery which has been discussed in chapter 3 in terms of an 
agent or "andragogical" view of learning (see figure 12). And Boydell argues 
that, when top managers are asked v/hat are the main things that go wrong 
in organisations, hardly any of the problems expressed - poor communications, 
departmental introspection, personality clashes, malfunctioning teams, 
inconsistencies in the v/ay people are treated, etc. etc. - can be addressed 
by conventional skill and knowledge techniques available to most systematic 
trainers, who:

"tend to restrict themselves to those problems v/hich are amenable 
to a job analysis approach and limit their diagnosis to problems for 
v/hich they possess the tools and techniques for a solutiono...this 
approach is inadequate for management training beyond a certain point"
( 1975).



- 318 -

In fact, and irrespective of any limitations in the systematic approach 
to training. Bloom's taxonomies of educational objectives provide no 
clear place for many important managerial skillso The Cognitive domain 
covers knowledge and intellectual skill, which equates with some managerial 
skills in the logical/quantitative/analytical area (such as forecasting, 
network analysis, cost-benefit analysis and work study) but makes no room 
for managerial skills of a social, interactive nature such as group problem
solving, chairing meetings, appraising performance, persuading etc. etc. - 
abilities on which the manager is dependent because he largely achieves his 
results through people. The inclusion of speech, as a neuromuscular activity, 
within the Psycho-motor domain does not in itself permit the social skills 
to be included here; and, whilst the Affective domain brings in the vitally 
important fields of emotion, attitudes and values, which may well influence 
the ways in which managerial skills are sought and used, it provides no 
framework for the learning of the skills themselves. Any extrapolation of 
Bloom's three-domain taxonomy, from its original setting in the context of 
the basic educational development of individual learners to that of the 
continuing post-experience education of managers, has to face the emission of 
a whole domain, or sub-domain, for which the title "Psycho-social" seems 
appropriate. In a recent article Pedler (1978) also identifies this 
additional domain (which he describes as "Interpersonal"); adds a fifth 
(Self-knowledge, which is consistent with the "meta qualities" in Burgoyne 
and Stuart's (1976, op.cit.) learning model illustrated in boxes 8 to 10 
of figure 16); and shows how one particular managerial activity - negotiation ■ 
is a complex entity drawing horizontally from all five of these domains and 
vertically from all the progressive levels of learning (see e.g. figure 33),. 
which he simplifies to four, of increasing complexity - Memory, Understanding, 
Application and Transfer.
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It is not surprising that an original concept developed over 20 years ago
should be open to criticism and refinement: indeed it is a tribute to the
power of the work done by Bloom and his colleagues that their analysis
has been used, extended and modified in many different settings during this
period of time. In the present context the purpose of discussing their
taxonomies has been to introduce a theoretical perspective on what a systematic
framework for educational objective-setting might comprise; to explore some
of the limitations inherent in applying this approach to management
development; and to provide a basis for assessing the potential of the
published learning objectives of the Wessex middle management courses as a
means of evaluating the learning achieved. For this last purpose the
objectives (Appendix 7) went some considerable way towards definition of the
terminal behaviour aimed at, in both cognitive and "psycho-social" domains;
but did not extend to the higher and more complex levels of learning, in
either of these domains, of which the exploratory interviews had provided
evidence (such as keener judgement of essentials and priorities, or greater
capacity to use a team approach to management). Nor did they enter very far
into the affective domain, either at the relatively basic level of a more

level
positive attitude towards the topic of instruction itself, or at the higheiy 
of greater willingness to listen and learn from others or a heightened 
readiness to take initiatives. This is not to say that objectives in such 
areas were absent altogether, but that they were inexplicit and generalised, 
as a consequence of which much time was needed to identify their existence 
and nature. Some lack of specificity at this level of objective-setting was 
perhaps inevitable, given that the teaching did not purport to accomplish 
any particular predictable outcome at these higher and less tangible levels 
of learning, which, if achieved at all, tended to be attributed by teachers 
to the overall experience of the course as a whole rather than to any specific 
instructional episode. At these levels of learning above all a gain in the
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precision of learning objectives:may be accompanied by a loss in the 
flexibility and spontaneity of teaching practice.

C.2.3.
The Strategy Chosen for Identifying Objectives

The practical outcome from this situation, as the next chapter vd.ll illustrate, 
was that the assessment of learning gains at level 2 of the evaluation cycle 
involved, in Wessex where it was an important element in the research, the 
development of objective learning tests in the cognitive domain (alongside 
self-assessed changes in learners* attitudes towards the teaching themes) 
and some exploratory work towards skill testing in the "psycho-social" 
domain. The drafting of these tests, for use immediately before the 
instruction for diagnostic purposes as well as immediately afterwards for 
measuring learning gains, took some account of the progressive sequence in 
Bloom's cognitive taxonomy by posing questions of increasing difficulty.
(In Oxford, where the region's priorities did not favour learning tests, a 
simple self-assessment of learning gains was introduced on one course 
against a check-list of each day's specific course objectives (see Appendix 11) 
when these were defined near the end of the fieldwork period). The higher- 
level, unpublished objectives in the affective, psycho-social and cognitive 
domains had to be deduced largely from reported job performance changes at 
level 3 of the cycle, and were felt to be most satisfactorily assessed in 
retrospect in the post-training questionnaire (see section 2 of Appendix 26) 
as general "Attitudes and Approaches to Work" since they were typically, 
like Pedler's example of Negotiation cited above, composites of more than one 
domain and more than one level of learning. Indeed it is for this reason that, 
although the traditional classification of learning into Knowledge, Skills and 
Attitudes has been adopted in this research, no hard distinction has been 
sought between them. Skills are regarded here as subsuming the underlying 
knowledge necessary for their use; and attitudes, which may in a particular
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context signify opinions, beliefs or values, are seen to comprise cognitive 
as well as affective elements, as recognised by Katz's definition of an 
attitude as:

"the predisposition of the individual to evaluate some symbol 
or object or aspect of his world in a favourable or unfavourable 
manner. Opinion is the verbal expression of an attitude, but 
attitudes include both the affective (or feeling core of liking 
or disliking) and the cognitive (or belief) elements which describe 
the object of the attitude, its characteristics and its relations 
to other objects" (I966, op.cit.)

Consequently, complex expressions of managerial competence such as judgement 
and sensitivity, which involve a blend of knowledge, skills and attitudes, 
have been viewed as a whole (rather than segmented and classified into their 
components, if that were possible or desirable) for evaluative purposes.

Before leaving this discussion of objectives as a essential element in the 
concept of evaluation, it may be appropriate to indicate the researcher's 
own view of Bloom's taxonomic framework in relation to management training.
It is simply that, whilst the process of detailed classificatory analysis 
undoubtedly faces considerable difficulties in the higher levels of 
managerial learning, the discipline of making the attempt to apply this 
approach is very worthwhile. The distinctive nature of management development 
is too readily used to excuse an unnecessary and unhelpful degree of vagueness 
in the specification of its objectives. In one preliminary exploration of this 
approach in relation to objectives for senior management development in the 
NHS, based on the broad areas of competence identified in appendix 1 
of the 1974 DHSS policy document (Appendix 5), collaborative work with 
Professor Iain Mangham, Mr. Robin Gourlay and Mr. Trevor Payne resulted in the 
production of check-lists of general objectives which were much influenced by
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Bloom's work: an example is at figure 3f* This was deliberately not taĴ en 
to the point of identifying the specific testable learning outcomes which 
would serve as evidence that each general objective had been achieved, but 
the work necessitated an extensive clarification of what is involved in the 
teaching of managerial abilities normally expressed in much less explicit 
terms. Whilst the more detailed elaboration of this work (which was 
subsequently circulated amongst the DHSS-sponsored education centres engaged 
in senior-level NHS management education as "Objectives for Management 
Development Courses") would need to guard against the danger of inhibiting 
the teacher's own freedom in devising personally satisfactory methods of 
reaching goals which may have no universally acceptable definition, there 
would appear to be both need and scope to move a long way in the direction 
of greater analytical discipline in management development before any such 
dangers become serious.

C.3.
Effects

We have seen above how the objectives of training represent a critical
component of the concept of evaluation in that they constitute the targets

assessed;
or yardsticks against which the effects of training can most readily bey
but that they are often elusive and difficult to specify, particularly at
the higher levels of managerial learning, although it may be possible to
deduce and classify implicit objectives for attitudes and approaches to work
from post-training performance. Evidently objectives and effects are

intimately related, and the preceding discussion of objective-setting in
essential

theory and practice should facilitate the examination of effects as any . 
element in the evaluation of management training.

"Effects" constitute the natural dependent variable in any evaluation of 
training, representing the outcome which can be compared with the explicit or
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CONSENSUS MANAGEMENT

(Knowledge)

(Skills)

2.
3-

4.

3.

6.
7.
8.
9.
10.

11.
12.

13.
. 14. 

13.
(Attitudes) 16.

The objectives of training eCre to enable the student to:
1. define consensus management

understand the findings of relevant research and experience 
understand the reasons for the adoption of consensus 
management, the appropriateness of consensus groups and 
their limitations

be familiar with team development technology 

be familiar with alternative approaches to group 
problem-solving
recognise the impact of his own behaviour on others
recognise the impact of others' behaviour on himself
recognise the causes of behaviour within the group
respond flexibly to other people and to situations 
hear, and respond to, feedback from the group non- 
defensively
recognise and manage conflict situations in the group 
accept responsibility for group effectiveness and take 
on appropriate roles
select and use appropriate group problem-solving techniques 
recognise when consensus has been achieved 
formulate consequential action plans 
develop attitudes' conducive to consensus management

Fig 34 OaiSRAL OBJECTIVES FOR TRAINTNG 

IN CONSENSUS MANAGEMENT

Source: Objectives for Management 
Development Courses 
(unpublished, 1973)
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implicit objectives as a basis for judgement of the training's value.

But a number of factors combine to complicate this apparently simple 

relationship, and to suggest additional variables which the research 

design had to take account of in searching for the effects and value of 

the middle management training courses in Wessex and Oxford. Hamblin's 

cycle of evaluation (figure 31) will again be useful for reference.

C.3.1.
Possibly the first and most significant factor is the fundamental diffi

culty of securing firm and comprehensive evidence of training effects 

beyond the first (reactions) level of the evaluation cycle. At the second 

(learning) level the requirement for a substantial testing programme to be 

developed at the Portsmouth Management Centre has already been referred to, 

in connection with the measurement of changes in knowledge, skills aind atti

tudes for comparison with the published learning objectives. This proved 

far from easy, but at least the capacity to control aind use the classroom 

setting for this evaluative purpose exists potentially; whereas at the third 

(job performance) level and beyond the problems of ascertaining what 

changes actually take place, and how far they can be attributed to the 

training, are specially daunting. Merely obtaining measures of managerial 

performance before and after a course poses considerable problems of defi- 

ition and evidence; any change in performance may only occur after a con

siderable delay; and some forms of learning (such as personal counselling 

skills or knowledge of the law) are not readily manifested in observable 

behaviour. Moreover the benefits of management training, difficult as they 

may be to trace, are gained by people who by definition have wide-ranging 

authority within their organisations, so that training's influence may 

be felt not just at the level of individual work performance but at that 

of the unit/department or the organisation as a whole, which as we have 

discussed may be anything from a single institution such as a hospital 

to a major expression of society's activity such as the National Health
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Service, Whilst one may understand the scepticism of Lees that the training 
of any individual can by some diffusion process alter basic aspects of the 
organisation’s character - "the reality of organisational life would 
dispute the notion that such fundamental changes can occur by intervention 
at the level of the individual" (1977» op.cit.) - the possibility cannot 
be dismissed that the impact of training (whether of a single individual or 
cumulatively of a number of individuals) may be traced at the further levels 
of the evaluation cycle if the evidence is searched out.

Participants in the middle management courses were accustomed to reporting 
the impact of the training principally as generalised, impressionistic, and 
anecdotal reactions to the course rather than as the result of a systematic 
search for possible training outcomes in a number of different fields and 
at all levels of the evaluation cycle. Consequently, a fundamental task of 
the research was simply to establish a framework capable of eliciting the 
effects of the training on a basis accepted as comprehensive by those in 
the best position to judge (see Appendix 2 6),

C.3.2.
Secondly, the nature of managerial v/ork is typically such that it is very 
difficult to isolate the imnact of a single training programme from the 
myriad of other influences which may affect managers at work. Illustrating 
this, Cowell v/rites;

"For example, the newly trained manager must have the time and 
opportunity to try out new ideas; he must want to change his 
behaviour; he must recognise both the inadequacies in his present 
methods of performing his job and the potential benefits which may 
accrue from adopting new patterns of behaviour. Often too the manager 
who is attempting to change requires support from his superiors and/or 
subordinates and the general "climate" of the organisation must 
encourage the promotion of change" (1972).
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This closely mirrors the five basic requirements (that the person must 
want to improve, must recognise his own weaknesses, must work in a 
permissive climate, must have help from someone who is interested and 
skilled, and must have an opportunity to try out new ideas) identified as 
required for job behaviour change over twenty years ago by Katz, who 
placed this in terms of the role-in-the-system framework of the present 
chapters 1 and 2 when he stated:

"the individual does not apply his knowledge in isolation. He 
is part of a system in which capacity for change depends on a 
complex set of supportive relationships. Only management, through 
its policy and action, can create circumstances in which change is 
accepted and supported". (195 )̂

The point is thus made that the variables involved in the workplace 
application of new learning comprise (at least) motivation, identified 
training need, organisational climate, "boss" support, and rols discretion : 
all these factors have been considered above in the course of examining the 
nature of learning in a managerial context. The further implication of 
the recognition of this range of factors and relationships is that both 
description and explanation of the effectiveness of the training under 
review would require evidence from multiple sources in the training system 
and at multiple stages in the process of learning and performance change.
Both learner and teacher would have evidence to contribute about the learning 
itself in the classroom; whilst the picture of workplace performance 
changes would need to be built up before and after the training from facts 
and judgements not only from the learner but also from his immediate 
superior (or other influential figures in the role set) both as a source 
of corroboration and as a key party within the system. And top managers too 
would be necessary sources of evidence, particularly where the question 
concerned the impact of individual performance changes on organisational
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fimctioning (levels 4 and 5 of the evaluation cycle) in the light of 
corporate objectives, needs and problems.

The impact of this factor was therefore in the direction of broadening 
the scope, diversifying the sources and extending the time period of data 
collection. Measures of learning were needed, as were measures of 
performance change;but much more was needed if any causal relationship 
between the two were to be explored within the network of influences 
indicated above.

C.3.3.
The.third factor which has to be taken into account in ascertaining and 
explaining the effects of training is that they may include some which 
are unanticipated or undesirable. Indeed Cowell (1972, op.cit.) uses a 
simple matrix to show that programme effects may be
1c anticipated-desirable, i.e. responding to the overt objectives on 

which the course is structured;
2. unanticipated-desirable, i.e. benefits which had not been foreseen, 

typically at a deeper level than 1 ;
3. anticipated-undesirable, i.e. generally intended benefits taken to 

extremes or out of context.
4. unanticipated-undesirable, i.e. the unpredictable mistakes which trainers 

try to assign to category 3 by preventive measures on future occasions.
It is of course no surprise, following the earlier discussion of the 
limitations of objective-setting for determining a framework for evaluation, 
that training effects may extend well beyond the stated objectives. But, 
in relation to Cowell’s category 2 above, the depth and power of the less 
obvious, longer-term changes which the exploratory interviews suggested were 
in some cases deriving from the training (or were at least being accelerated 
by it) justify further comment. Pheysey vnrote, in the context of evaluating
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the consequences of training on organisational behaviour:
"I do not think that schemes concerned vdth classifying overt,
surface phenomena in organisations take us far. What are
occurring below these surface phenomena are complex interpersonal
processes which are not yet well understood. The time scale for
evaluating these, and how they contribute to organisational
performance, is probably longer than the time scale employed in
most training evaluations" (1973)*

This is compatible with observations made by the researcher in the course
of an evaluation study of the attendance of certain MIS officers on
executive development programmes at Henley and the Business Schools:

"those interviewed valued, more highly than any specific management
skills, "intangible" qualities which might not be teachable in the
formal sense, but which stood a good chance of being encouraged,
perhaps imperceptibly, on a course of this nature and membership....
Almost everyone considered that tangible achievements were in themselves
of less significance as a measure of success than changes in underlying
attitudes, methods and approaches to management, of wliich specific
accomplishments would be no more than symptoms at various points in
time, whereas new styles of working and thinking would bear fruit in
all sorts of ways over many years to come" (V/hite, 1974, op,cit.)

Jones and Huczynski (1974b) explored the methodological problems involved
Conse<^ucnces o f

in tracing these elusive and essentially long-termymanagement development 
courses (which they called the training’s "diffuse" effects) in the case 
of senior NHS officers. -Bearing in mind the lengthy time-scale implied in 
the above quotations, they speculated that evidence of modified role 
behaviour in the short term should indicate or provide guidelines to long 
term changes in job performance, but in the final report were unable to 
offer much evidence on the predictability of such effects, for reasons winch
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are readily apparent from the reply of one of their respondents;
"*It is now a year since the course and the dividing line 
between what I learned on it, what I knew before and what I 
have learned since, is completely smudged*" (Jones and Rogers, I978). 

Another possibility to which Roskin (1976, op.cit.) refers is that 
"training programmes are simply methods of getting people to tallc about 
the things that they should have talked about in the first place", 
which implies that a ’placebo* course with a similar duration and 
multiprofessional membership might achieve at least some desirable effects 
irrespective of its teaching content. Unfortunately it is rarely possible 
to test this kind of proposition rigorously, although the frequency with 
which course benefits are casually reported in generalised terms, with 
emphasis on mental and social refreshment but without demonstrated attribution 
to specific work-relevant learning, gives this possibility at least a 
superficial plausibility.

Finally there is the capacity of the training to produce undesirable 
effects in Cowell’s (1972 op.cit.) categories 3 aad 4 referred to above, 
which suggest an analogy between Florence Nightingale's dictum that the 
first duty of the nurse is to do the patient no harm and the proposition 
that the teacher’s first duty is to do the learner no harm. This possibility 
of harm is not so remote as might be imagined. A poor management course 
might offer more, through exaggerated claims, than it can in fact provide; 
might attract participants, through imprecise objectives, who would 
be better served by a different form of training; might raise the expectations 
of its members, through ignoring the situational realities in which they 
work, beyond their capacity to use what has been learned. In any such 
event the likely result is frustration and disenchantment, which may well 
extend to a distrust and undervaluation of all management training; and Davies
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(1971, op.cit.) has provided an evaluated example of management training 
for ward sisters which, by equipping them with ..skills and styles of 
management at considerable variance with the expectations of influential 
medical and senior nursing staff in their role set, produced a last state 
noticeably worse than the first.

The implications of the existence of unanticipated and undesirable effects 
from management course attendance are that the design of an evaluation study 
should not confine itself to the stated or assumed objectives; should search 
for any unexpected consequences of the training ; should incorporate some 
enquiry about the expectations of course members for the application of their 
learning; should provide for the possibility of negative effects; and should 
adopt the longest practicable time-span for at least some of the investigations 
attempted.

C.3.4.
The fourth and fina2 factor relevant to the effects of training, linking 
the concept of evaluation to the specific research design used in this 
study, is the fact that .evaluation changes what is being evaluated.

"By asking a trainee for his attitudes or opinions, one changes the 
natui'e of his attitudes or opinions; he will react to the evaluation 
itself, and this will help to form his attitudes. By setting him a 
test or examination at the end of a course, one changes the nature 
of his learning; he vd.ll learn \\d.th the test in mind, and the doing 
of the test vd.ll help to reinforce his learning. By studying his job 
behaviour after training, one may cause him to behave differently; 
his behaviour vd.ll be shaped by the evaluation as well as by the 
training. By studying the working of organisations, one may change 
the way in v/hich they v/ork. Even a cost-benefit evaluation may cause 
additional benefits to be realised" (Hamblin, 1974, op.cit.)
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This phenomenon has become loiov/n as the Hawthorne effect, since lengthy 
research in the 1930s on the factors influencing the work performance 
of employees at the Hav>rthorne plant of the Western Electric Company in 
the U.S.A. found that their behaviour changed-precisely because they 
were the focus of research attention rather than for any other identifiable 
reason. Although alternative explanations of the data have been offered 
subsequently, the Hawthorne effect is a matter of concrete experience for 
researchers in the social sciences and raises the question whether it is 
a contaminating influence to be excluded as rigorously as possible or an 
inevitable feature of the situation with the potential for use in improving 
the quality of the training.

The latter alternative was preferred in the present research, and the
methodological context of this choice will be examined more fully in the
next chapter alongside the "Action Research" approach v/ith which it is
associated. But in fact it would have been impossible, not only for the
learner to be unaware of his involvement in the research (the only way of
excluding the Hawthorne effect altogether) but also for the research to be
conducted without his active co-operation - and that of other parties to
the training - solicited by a visible and involved researcher. The task
of the evaluation as it has been portrayed in this chapter, which might
be summarised as to establish a framework able "to precipitate out of the
common pot those programme characteristics that influence results" (Weiss,
1972, op.cit.), required at the minimum a positive collaboration between
researcher and researched in order to achieve an understanding of complex
training and non-training factors that would be essential in obtaining and
interpreting the views of respondents. And it soon became evident that
the searching and sensitive nature of the necessary questions, matched by

researcher,
the dependence of respondents on the confidentiality preserved by they.
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required a relationship of trust unlikely to be established if there were 
no face-to-face contacts and mutual discussion of the considerations involved 
in conducting the research.

The practical effects of this position on the research design were to 
require a method of assessing the reaction of respondents to the fairly 
hea\^ demands made by the evaluation; to confirm the need for emphasis 
on the voluntary nature of the co-operation requested and provide a simple 
way of avoiding any obligation for those who were unwilling to provide 
that degree of collaboration; and to stress the potential for feedback 
of data to the respondents, such as might strengthen relationships, facilitate 
learning and influence decisions about the training.

An apt quotation to complete this discussion of effects within the concept 
of evaluation is from Campbell, Dunnette,' Lawler and Weick, who after 
reviev/ing 73 research studies on the effectiveness of management development 
concluded:

"Research on the effects of management development has demonstrated
significant effects, and it has made a contribution to knowledge.
It will undoubtedly continue to do so. However, what we have tried
to make clear is that the problem is much more complex than the efforts
to attack it to date would seem to imply. Trying to assess the effects
of management training on an organisation by administering a narrow
range of criteria before and after a relatively short-term teaching
effort made up of a number of tecjiniques which are not differentially

management
understood can only convey so much information. It is not thaty
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development research has been of no value; rather there simply has 
not been enough of the varying kinds of efforts it vn.ll take to 
map out a significant number of the relationships in the system."
(1970, op.cit.)

It is the intense complexity of the problem, thus outlined, which has 
largely shaped the search for training effects and their explanations in 
the present study. Whilst no more than a modest contribution could 
realistically be expected of any one effort to "map out the relationships 
in the system", it was apparent from the analysis of Campbell and his 
colleagues that - particularly in a new field such as middle management 
development in the NHS where no previous evaluative research had been 
undertaken - a broad-ranging approach would in general be more useful at 
this exploratory stage than an in-depth analysis of any one part of such a 
complex system. Accordingly the strategy adopted in the identification 
and explanation of training outcomes has been to follow through the effects 
of training, and of influences upon them (including the evaluation itself), 
from the pre-training stage to a point many months or years after the 
end of the formal training; and to observe or ask about the behaviour of all 
the parties to the training - the learners, their teachers, their immediate 
superiors, their top managers and the regional and national sponsors of 
the courses studied. Full advantage v/as taken of the researcher’s own 
background within the NHS and freedom of movement within the sĵ '-stem studied 
and, if the approach used in the search for training effects sacrificed some 
degree of depth for the sake of breadth, then this choice appeared appropriate 
to both the needs and the opportunities of the situation described above.

C.4.
Value

The concept of evaluation as discussed at, the beginning of this section clearly 
implies that some value is placed on the perceived effects of training. This
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valuation, or judgement of worth, is occurring all the time, if only 
because "man is apparently so constituted that he cannot refrain from 
evaluating, judging, appraising or valuing aJjnost everything which comes 
within his purview" (Bloom, 1956, op.cit.); and it is possible to regard 
the specification of training’s objectives and the identification of 
training’s effects as simply an attempt to provide clearer criteria and 
firmer evidence for that inevitable process of judging training's value.

So the quality of that value assessment is dependent on the quality of 
the information on which it is based. However, the valuing process itself 
is multifaceted and can usefully be viewed from a number of perspectives.

C.4. 1.
The first perspective is that the values - "the beliefs upon which men 
act by preference" (Allport, 1961) - which underlie judgements of worth 
vary widely between people, individually and collectively, so that the 
question of what is worth what to whom is not susceptible of a single 
answer. Nixon (1973» op.cit.) suggests that values in organisational life 
consist of;
. values of individuals v/ithin the organisation.
. values of groups v/ithin the organisation.

v a lu e j p êrta iV iing  to 
• j organisational survival and grov/th.
. values peculiar to the industry, business or type of organisation.
. values of the society at large.
and the scope for different and conflicting judgements about the valued ends
of managerial activity are self-evident. The origins of differentiation
and conflict within health organisations have been discussed in chapter 2 and
it is nov; possible to see these phenomena in relation to the diverse values

C o n tr ib u t io n
placed on contributions to managerial effectiveness, including they 
of training. Hamblin’s observation that at levels 4 and 5 of the evaluation
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cycle the task involves assessing management performance as a whole, rather
than the effects of training in isolation, so that "the techniques which
are used to evaluate training at these levels vd.ll normally be those which
the organisation has at its disposal and uses for other purposes" (1974,
op.cit,), is supported in Ewell’s study of the evaluation of organisational
effectiveness in hospitals;

"Measuring management effectiveness is a function requiring value
judgements....Generally, the process of measuring effectiveness involves
all the steps taken to determine the extent to which predetermined
plans and objectives are attained, and in this context evaluation can
be viewed as the linking mechanism between plans and control. A
major difficulty...the presence of multiple, and frequently conflicting,
goals....is more likely to occur in organisations, such as hospitals,

effectiveness
multi-purpose in orientation....Predictiveness of managerialy 
which has received considerable attention in industry, has received less 
attention in the health field. This is in part due to the relative 
absence of easily quantifiable measures of performance such as profits, 
return on investment etc. and the presence of highly subjective 
interpretations of acceptable standards of professional performance 
related to the diagnosis and treatment of illness" (1976).

The picture is of evaluation as a central activity in the management process, 
involving judgements of value on performance measures which, in health care 
as in many other fields of social action, are elusive in their nature and 
controversial in the light of multiple goals. Insofar as the contribution 
of training to management performance at this organisational level can be 
distinguished and evaluated, it will be subject to diverse judgements of its 
value, and evidence of this vd.ll be offered in chapter 8.

At a more individual level, specific to training, Burgoyne (1973, op.cit.)
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analysed variations in the kinds of value attributed to the effects of 

attending a graduate course in management by its alumni. These are 

shown, with the causal network supporting them, at figure 35, from which 

it will be seen that the central spine of five sequential effects following 

the course matches the five levels of Hamblin's (1974, op.cit.) cycle of 

evaluation. This route the student may expect to lead to outcomes of value 

to both his employing organisation and himself, but there are other valued 

consequences of the course (including the "ticket" effect, which represents 

the certification of simply having attended) which arise for the student 

directly from the course and its more immediate outcomes, in the judgement 

of some at least of the alumni interviewed.

C.4.2.

A second perspective on value as a component in the concept of evaluation 

is that it is expressed in a variety of ways, not necessarily financial in 

nature

In discussing the value placed on the effects of management training by 

organisations, particularly business organisations, it is natural to think 

of an essentially economic valuation in which the critical question is, 

have the total financial benefits of the training exceeded the total finan

cial costs of providing it? In fact the ultimate goals of business organi

sations are not exclusively those of profit, whilst the ultimate goals 

of public organisations are not exclusively those of social good. But 

the economic evaluation of training's worth must be expected to arise in 

any organisation which is concerned about returns on investments of its 

resources (including the time of its staff) in training sind alternative 

activities, and Hamblin (1974, op.cit.) labels objective-setting at 

level 5 of the evaluation cycle "the Cost-Benefit Approach".
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The essence of this approach has been outlined by a leading health 
economist in these terms:

"Cost-benefit analysis rests on the proposition that we should 
provide services only if their benefits outweigh their costs.
In subscribing to that view, however, we (perhaps um^rittingly) 
commit ourselves to the following set of propositions: (i) it is 
possible to separate one service from another service in a sensible 
way; (ii) there is the possibility of choice between them; (iii) it 
is possible to estimate the outcomes associated with each alternative 
service; (iv) it is possible to value these outcomes; (v) it is possible 
to estimate the cost of providing each service; (vi) these costs and 
benefits can be weighed against each other; (vii) we should cease 
providing those services the costs of which outweigh the benefits." 
(Williams, 1974)

Applying this framework to the "service" of management training courses 
as we have described and discussed them in this chapter, it is immediately 
apparent that the requirements of all these propositions, but especially 
(iii), (iv) and (vi), are difficult if not impossible to satisfy, particularly 
at the organisational level.

Jones (1973)9 who was a member of the Manpower Research Unit at University 
College Cardiff which demonstrated through complex cost-benefit analysis 
that the financial benefits of an operator training programme far exceeded 
its costs (Thomas, Moxham and Jones, 1969), explains that the economist’s 
approach to evaluating management training involves conversion of all its 
elements to money, i.e. measuring all the costs of the particular training 
activity, measuring all the benefits in cash terms over a given time, and 
comparing them to give a cost-benefit ratio or rate of return on capital 
employed. It also involves comparing that rate of return with those available
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from alternative ways of investing money, whether in other forms of 
training or in other services altogether.. He goes on to say that the 
Research Unit’s studies, when extended to include management training, 
showed that the economist’s approach is extremely difficult to apply for 
three main reasons. First, there is a serious lack of data about benefits 
of management training investments:

"....far from being able to measure benefits, merely identifying and 
defining them has caused problems. This is often related to the 
manner in which the objectives of the training activity have been 
determined and defined".

Second, there are many difficulties in relating a training investment at 
management level to results. Third, there is a lack of data about other 
investment alternatives in the organisations studied, which:

"...do not generally apply a rigorous evaluation to many investment 
decisions involving much more money than that spent on management 
training" (Jones, 1973, op.cit.)

All these factors, though arising from research with profit-seeking 
organisations, are entirely consistent with the problems of ascribing value 
to NHS management training as it has been described in this chapter. If 
organisational objectives for training are vague (necessarily so to some 
degree) and if the organisational effects of training cannot be precisely 
identified (inevitably so to some degree) then the basis for a financial 
valuation of results does not exist. This is not to say that financial 
benefits cannot or do not arise, but rather that the discretionary and 
unprogrammed nature of management activity and the range of interacting 
influences upon it, of which a particular training course is but one, make 
it difficult to set training objectives in financial terras in advance or even 
to discern training effects in financial terras in retrospect® And the 
employing authorities of the middle managers studied in the present research
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were further insulated from economic choices by the fact that the training 
courses were organised and financed at regional level, although the 
problem of identifying the return on the investment in financial terms 
would have existed wherever the training was provided.

It is therefore not surprising that the interviews with top managers in the 
Oxford region indicated that financial considerations were largely absent 
from the judgements made of the value of the middle management courses in that 
region (see the summary at Appendix 19, points 3 and 4). Even the costs 
of the training were not knovm. But it was also apparent that other, non- 
financial, values were being attributed to the courses by top managers (for 
example the opportunity for personal development and mental refreshment 
for their staff, the possibility of welcome improvements in the management 
of services whether recognisable in financial terms or not); and this is 
consistent with Jones’ (1974) fui'ther conclusions that the evidence on 
which the judgements of value are actually made in evaluation is in the 
"currency" recognised by the judges. In other words their standards and 
expectations, which may well be subjective and may well not be financial, need 
to be identified before the question of value can be properly asked or 
answered.

The approach decided upon in the present research for the assessment of 
value was therefore to make explicit the financial costs of the training 
(as in part 8 of this chapter), so that these could not be ignored; to 
structure the exploration of performance changes (attributable in whole or 
part to the training) to the point where respondents were satisfied that the 
major training effects had been recorded; and then to invite their valuation 
of these effects in a way that made clear their principal criterion of value 
(see Appendix 26). This is not a cost-benefit analysis in the accepted sense,
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insofar as one side of the equation is not expressed in financial terms; 
but it does range costs (and other criteria) alongside effects (favourable 
or unfavourable) so that the issue of value could be weighed in the 
currency of the respondent. As Rowbottom writes in his study of hospital 
organisation:

"Evaluation of performance in human affairs must always in the 
end be a matter of value judgement, however comprehensive the 
relevant data" (1973) 

but the nature of that judgement can be illuminated if the performance 
data and the value criteria are made as explicit as their essential 
character permits.

C.4,3.
The third and final perspective on the element of value in evaluation is 
implicit in the first two. Because the attribution of value to the 
consequences of training varies between people, individually and collectively, 
and because it is expressed in a variety of "currencies", not necessarily 
financial, it is apparent that the effects of training may be valued at 
any level by someone for their o\m worth to him, and not merely as a 
contribution to the ultimate values of his parent organisation. Indeed 
the indication from the exploratory discussions reported in section 8 was 
that, at least in the cases we are considering, values were being attributed 
chiefly to the consequences of training for the individual rather than 
the organisation, i.e. at levels 1, 2 and 3 of the evaluation cycle rather 
than levels 4 and 3* The possibility of valued effects at all levels would 
therefore need to be explored.

This is one reason that lay behind the researcher's modification of Hamblin's 
model of the cycle in order to suit the purposes of the present study more 
precisely. The original version is at figure 36 and was devised on the
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assumption that the organisation which conducts the training is the same as 
that in which the trainees are employed. Comparison with figure 51 in the 
light of Hamblin's (1974, op.cit.) discussion will show that his distinction 
between levels 4 and 3 is that between the Organisation (concerning the 
effects of trainees' job behaviour on the functioning of their organisation) 
and the Ultimate Value (concerning the worthwhileness of the training in 
terms of the ultimate criteria by which the organisation judges its success 
or failure). It appeared more compatible with the argument developed in 
this section's discussion of objectives, effects and values, with its emphasis 
on the possibility of values being placed on effects at any or all levels 
of the cycle, to regard Hamblin's definition of level 3*s value orientation 
simply as the valuation given to the effects of training at the level of the 
total organisation, just as value can be given to effects at the preceding 
levels.

The second reason for modifying Hamblin's model for the particular
circumstances of this research lies in the strong consciousness of the
"Russian dolls" character of the organisation to which the NHS middle
manager belongs which, as we have discussed, might be seen as his department
or unit, his hospital, his health district or employing authority, or the
NHS as a whole. Potentially there might therefore, as Hamblin specifically
mentions, be several different levels or stages of training objectives and
effects represented by the one word Organisation, but at this level, far
removed from the training itself, an elaborate differentiation of the model did
not seem justified. Nevertheless, levels 4 and 3 were retained in order to
separate, if the evidence justified it, two distinct scales of objective-

(level 4%
setting and training impact. One we have described as Department/Unity 
signifying the most local organisational entity in which the middle manager 
functions and v/here the impact of training would be most likely if it had any
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influence on work performance beyond the individual officer himself. The 
other has been described in the adapted model as Organisation and was 
designed to pick up training impact on any scale broader than that of the 
Department/Unit, the exploratory discussions suggesting that insufficient 
data could be anticipated at this level to justify any more closely defined 
classification. In this way it was hoped to obtain valuations of any effects 
of the training that might extend beyond level 5*
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D . The Influence of Other Researchers

Chapter 5 offered a view of management development, both generally and 

in the NHS, forming the broad context within which the research has been 

conceived and undertaken. Its more immediate antecedents have now been 

described in the present chapter's account of the concept of evaluation 

in relation to specific features of the courses studied in the fieldwork 

and the expectations of the parties to that training. The resultant 

research design and methodology will be presented in the next chapter.

It remains here to indicate in brief one further major contribution to 

the scope and conduct of the research, namely the influence of other resear

chers and trainers working in closely related fields of enquiry. The multiple 

origins, over a six-year period, of ideas and information which have been 

incorporated into the research design and methodology (whether by acceptance, 

rejection or reshaping) cannot be traced with certainty. But, in addition 

to the published works cited in this study and the "internal" consultations 

to be expected with colleagues in Bath and Birmingham Universities, fruit

ful "external" discussions and/or correspondence have been maintained 

throughout the duration of the research with the following people:

. Herbert Aarons, a management consultant, whose master's thesis (1972) 

reported the use of flexibility/rigidity scales with matrons and their 

ward sisters in predicting the effect of management training on the 

latters' subsequent work performance.

. W. T. G. Bates, principal of the British Airways Staff College, in 

connection with his work with Peter Farey (1975) on the knowledge, 

skill and attitude components of basic managerial functions.

. Mel Berger, a consultant in management development, whose work with 

Roger Williams in evaluating management training in the Reed Paper 

Group (1972, 1977) was of similar scope to that of the researcher in
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viewing the worlds of the organisation, the individual and the training 
programme as one system.
Michael Bird, now at Ashome Hill College, whose study of supervisory 
training (I969) explored the influence of non-training factors (including 
the immediate superior's support and the learner's initiative) on the 
outcome of work changes planned on the course.
Morris Brodie, dean of the Thames Valley Regional Management Centre.
In the course of discussions in 1975 he urged the researcher to take 
advantage of access to top managers, and their view of critical management 
problems, as a counterweight to trainers' perceptions of management 
development priorities.
John Burgoyne, research director of Lancaster University's Management 
Teacher Development Unit, whose work has been cited extensively 
in this study. One of several exchanges of correspondence concerned 
the interpretation of marked differences between the measures of success 
which he found in a group of managers from the NHS and the group from the 
private sector which he used to draw the conclusions reported in Burgoyne 
and Stuart (1976, op.cit.).
David Downham, assistant director of King Edward's Hospital Fund for 
London and a former top manager in the Wessex region, who urged attention 
to the problem of expending training energy on middle managers who 
would not necessarily be given the opportunity to practise what they 
had learned in organisations where top management commitment was lacking. 
James Freeman, senior research officer at Manchester University's 
Department of General Practice, whose work on the evaluation of 
trainee general practitioners' competence (1975* op.cit.), illustrated 
for one of nine criteria at figure 37* raised similar questions of 
anchoring and weighting to those faced by the researcher in his job 
performance questionnaires.
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• Robin Hogarth, associate professor at the European Institute of
Business Administration, whose recent evaluation study of management
courses at the Centre Européen d'Education Permanente (1978, op.cit.)
initiated correspondence about the internal or external personality
orientations of course members.

. Deborah Jones, now research fellow at Chelsea College's Department of
Nursing Studies, who was evaluating senior management courses in the

. theNHS (Jones and Rogers, i n  y period of the researcher's study at 
middle management level, though over a shorter time-span. Ideas were 
shared chiefly about the measurement of variables regarded as important 
in both studies.

. Laraine Joyce, research officer of the Irish Institute of Public
Administration, whose study of management training in the public service 
(1977* op.cit.) stimulated correspondence about trainers' capacity to 
influence the organisational factors which she saw as determinants of 
the outcome irrespective of the quality of the training itself.

. Valerie Stewart, a consultant in industrial psychology, who explained
her view of the value of repertory grids for assessing employees' 
perceptions and attitudes, using the constructs and the vocabulary 
chosen by those employees.
Peter Warr, director of Sheffield University's Medical Research Council 
Social and Applied Psychology Unit. At the outset of the research in 
1973 bis work on the evaluation of management training (1970, op.cit.) 
represented a natural starting-point, and discussions concerned a wide 
range of issues in the application of his approach to NHS management 
training courses.

Other contacts than the major ones referred to above have been influential, 
but these are perhaps sufficient to demonstrate how necessary and valuable 
are the ideas and experiences of others with whom a researcher shares a
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common task. John Donne * s words (Devotions, XII), 350 years old, precisely 
convey this mutual dependence within social research - and show a sound grasp 
of "modern" systems theory....

"No man is an Island, entire of itself; every man is a piece of 
the Continent, a part of the main."
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Chapter 7

THE RESEARCH DESIGN AND METHODOLOGY

"The first object of any act of 

learning , . . is that it should 

serve us in the future"

Jerome Bruner

Summary

This chapter introduces the principal features which characterise the 

design and conduct of the research. Its rationale is discussed in 

terms of the need to develop an evaluation strategy based on revealing 

how the management training system functions for an identified 

population of NHS officers.

Means of understanding the workings of that system, including the 

development of certain hypotheses for testing, are then described 

prior to introducing the instruments for gathering data and the forms 

of analysis considered appropriate to identify the effects and value 

of the training and the major influences on the outcomes. Finally 

there is discussion of the general character of the methodology chosen,
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A. Design Considerations 

A.I. Basic requirements

Form must follow function, and the fieldwork design implications of 

the theoretical and practical considerations outlined in the previous 

chapter may first be summarised, in order to explain why the research 

took the particular shape it did, before introducing the hypotheses, 

instruments and methods of analysis.

The fieldwork needed to be designed in such a way as to;

1. show how the system works. The absence of a useful and 

acceptable means of assessing the effects and value of NHS middle 

management training courses was the major underlying problem to 

which the researcher's attention was originally drawn (see Preamble), 

and progress towards a solution required before all else an under

standing of the workings of a particular management development 

system, modelled at figure 30, which is complex, involves several 

parties, embraces both workplace and classroom, and provides for 

alternative outcomes. Understanding of the dynamics within that 

system over time is required if the attempt is to be made to 

explain the outcomes rather than merely describe and classify them.

In the sequential levels of research objectives - description, 

categorisation, explanation, prediction - the need to understand 

implies explanation as a proper, if elusive, aim.

2. use evaluation as feedback on system working. The purpose of 

evaluation, as added to the model in figure 32, is seen in the
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research design as to secure evidence on the functioning of 

critical parts of the system and to provide that evidence, 

analysed and summarised as appropriate, to those whose actions 

might thereby be influenced. But, although the capacity to 

obtain evidence on the performance of particular individuals, 

particular courses, particular regions, was one requirement of 

the evaluative approach to be developed, the ultimate aim has 

always been to contribute to a method of management development 

evaluation that could be more widely used in the NHS generally, 

with the prospect of increasing generalisability for the cumulative 

results. The research design had to provide means for securing 

information about the training process not only for temporary, 

short-term decisions about the conduct of that and subsequent 

training activity, but also for exploration of what Burgoyne 

(1973, op.cit.) calls "enduring truths" about the causal relation

ships in management training where theory can be developed and 

tested. It also had to provide for the possibility that the 

search for, and feedback of, evaluation findings might affect the 

processes being studied.

3. reflect the priority concerns of the principal parties. It is 

clear from the previous chapter that concern for evaluative 

attention was concentrated on the outcomes of the training in the 

form of workplace performance changes. As a consequence of this 

the design laid special emphasis on a search for all the evidence 

that could readily be obtained on post-training work performance 

effects - including any changes for the worse - and the extent to 

which they could be attributed to the training, at levels 3, 4 and



- 353 -

5 of Hamblin's evaluation cycle (as adapted in figure 31). The 

difficulties inherent in securing firm evidence of effects 

(expected or unexpected) in the absence of precise objectives, 

and of isolating training impact from all other influences on 

performance, have already been discussed, as has the problem that 

the standards and criteria of "value" judgements vary widely between 

people. The research has therefore been designed not to culminate 

in a judgement of worth by the evaluator, but to provide a means of 

accumulating available evidence of the work impact (and costs) 

attributed to the training and presenting this to the principal 

parties for their judgement against their standards and criteria.

4. provide a foundation for multivariate analysis. Whilst training- 

related changes in work performance naturally, in the light of

3. above, constituted the principal dependent variable for the 

major thrust of the research, such change might be expected to 

result from a number of factors working separately or together.

These include the learning gained (provided it is relevant to 

work) and a range of factors relating to the individual (such as 

initiative), to the job (such as opportunity to perform differently), 

and the organisation (such as a supportive climate), as well as the 

potential influences of background factors such as age, sex, 

previous training, etc., etc. The research design would need to 

provide for measures of such variables. But more than descriptive 

analysis of these measures and the strength of their associations 

was implied by the search for explanation of the workings of a 

complex system. The requirement was for a method of analysis 

sophisticated enough to identify, simultaneously, the direct and
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indirect influence of multiple independent variables on the 

outcome(s).

Multivariate analysis is a general term used to describe a group 

of methods which can simultaneously analyse the combined and 

separate effects of several independent variables on one or more 

dependent variables. Provision for such an approach, which 

mirrors the multivariate, interactive nature of reality in the 

complex system functioning examined in this study, was an 

appropriate design requirement for the research; and the next 

chapter will show how one of the methods - path analysis, based 

on multiple regression analysis - was used to extend the simple 

correlations of associated variables from the descriptive and 

classificatory phase of the research into a search for an 

explanatory sequence of key relationships influencing the 

dependent variable of work performance outcome.

Indeed the contingent, situational, systems perspective which was used 

extensively in the basic studies of health care organisations and their 

management, human and managerial learning, in the early chapters has 

not lost its utility in helping to secure a conceptual foundation for 

evaluative research into a specific form of management development 

(middle management courses in the NHS) which has an essentially multi

variate character. Whilst particular features of a theoretical 

framework of management development (especially contingency, focus on 

the individual and the organisation, integration, collaboration and, 

of course, evaluation) have been related to the present study in the 

previous chapter, and traced within figure 30, the abiding legacy of the
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basic concepts discussed earlier has been to alert the researcher to 

the likelihood of multiple interacting influences in a complex 

situation and thus to help fashion the research design.

A.2. The population

Apart from the groups involved in the pilot stage interviewing in 

the autumn of 1974 (49 course members and 24 of their immediate 

superiors in all), which has already been reported in the previous 

chapter, a total of 344 NHS officers (109 course members and 71 of 

their immediate superiors in Wessex, 99 course members and 65 of 

their immediate superiors in Oxford) participated in some way in the 

fieldwork.

Of these 344 people, 302 took part in the principal study, which 

examined the impact of the training on the work performance of the 

middle manager course members, as assessed by themselves and their 

immediate superiors. This was based on the full membership of five 

consecutive courses in Wessex during 1975/1976 and five in Oxford 

during 1976/1977, and was undertaken primarily by means of a postal 

survey administering pre- and post-course questionnaires separated in 

time by between 10 and 33 months. From the first to the second 

administrations the number of respondents reduced from 302 to 193 for 

reasons discussed below.

From within the total of 344 participants other groups were constituted 

by the membership of particular courses who agreed to assist in 

attainment test studies of their learning during the course (54 members
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of three consecutive courses in Wessex) and in surveys to assess their 

end-of-course expectations of post-course work performance changes 

(62 members of four courses in Wessex, 56 members of three courses in 

Oxford), Outside this central core of 344 officers related 

specifically to the courses studied, evidence was obtained by interview 

from two further small groups whose interests and experiences of the 

management training course system's functioning could be expected to 

extend beyond particular courses or course members. One was con

stituted by 19 of the 20 top administrators and nursing officers of 

health authorities in the Oxford region, who gave information and 

opinion on the broad organisational environment within which management 

development was attempted; the other comprised all 10 of the lecturers 

at Portsmouth Management Centre, who were responsible for the course 

teaching in the Wessex region and gave their views of their objectives, 

their current effectiveness and the impact of the research. (The survey 

instruments and interview frameworks are introduced in section B of this 

chapter.)

None of these groups was selected by random sample from a larger 

population, nor was any representativeness designed into the fieldwork 

beyond that implicit in a broad homogeneity of roles in a national 

health system and the expectation that both the methodological approach 

might well have relevance and utility in the other 12 NHS regions, given 

that all the regions, as explained in the historical review of chapter 5, 

within a broad national prescription provided similar courses of similar 

length with similar objectives for middle managers similarly defined, 

total attendances throughout England and Wales reaching some 1,200 per 

annum. However, it was known from the researcher's contacts with the
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regions that they had characteristic differences of approach to the 

conduct of courses and their links with the workplace, such as would 

militate against generalisation from the findings of a study of any 

one of them. Accordingly the Wessex and Oxford regions, whose courses' 

salient characteristics have been outlined and compared in the previous 

chapter, were approached for fieldwork facilities not because of any 

assumed representativeness but because of their regional education and 

training officers' known interest in evaluation, their geographical 

convenience, and their most apparent contrast - a major difference 

between the two regions in the emphasis, time and financial investment 

devoted to classroom/workplace links - which had much theoretical 

interest in relation to the principle of Integration.

Consequently no prospect was anticipated of confident generalisation 

of research findings from a sample to a larger population. It is more 

satisfactory to view the fieldwork in the Wessex and Oxford regions, 

which extended over 3 years, as a sustained but exploratory case study 

research strategy, aimed primarily at understanding (with the help of 

the comparative element) their management training course systems in 

sufficient depth to lay a methodological foundation for evaluation 

that could subsequently be used on a much wider basis. (Other aspects 

of the adequacy of the research will be discussed in section B of this 

chapter.)

Each course on its own could offer only 18-24 potential course member 

participants in addition to their immediate superiors, who would need 

to be questioned before and after the training in a field (management) 

where evidence of impact could not be expected to show quickly. More
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over, the voluntary nature of participation, the absence of face-to-face 

contact between the researcher and the immediate superiors, the demanding 

character of the questionnaires, and the inevitability of career moves, 

retirements and illness amongst those taking part, made it unrealistic 

to plan for a large research group to remain intact in composition over 

the period between the initial and final measures. Still less would a 

smaller sample have been likely, in such circumstances, to maintain a 

size adequate for the strength of association between variables to be 

revealed. In this light the requirement for a substantial number of 

research subjects for the principal study was thought to be best met 

by inviting participation from all the members of a sequence of 

similar courses, and their immediate superiors, knowing that between 

the initial and final measures there would inevitably be considerable 

erosion of that number. The eventual number of people completing 

pre- and post-course questionnaires can be shown thus ;

Pre-Course only Pre- and Post-Course

Oxford Wessex Oxford Wessex

Course
Members

86 80 166 53 63 116

Immediate
Superiors

65 71 136 34 43 77

151 151 302 87 106 193

Summarising, it may be said that those who, in the principal study, 

completed pre-course questionnaires were 166 of the course members 

(i.e. virtually all, subject only to absence or late nomination) and 

82% of their immediate superiors, totalling 302. Those who in 

addition completed post-course questionnaires were 116 of the original
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166 course members and 66% of their immediate superiors, totalling 

193 (i.e. 64% of the original 302). The majority of the measures 

used in the data analysis were taken in the post-course questionnaire, 

or by the calculation of differences between the pre- and post-course

data, and the 193 remaining complete sets of responses were regarded

as adequate for the analytical purposes intended : tests confirmed the

homogeneity of the two groups by age, sex, role and professional mix. 

This then was the population studied, and its derivation. Naturally 

this has to be borne in mind when considering the research findings 

and their implications.

A.3. The hypotheses

It is evident from the preceding discussion that the present research 

has been designed as an exploratory survey rather than a controlled 

experiment, adopting what Hamblin (1974, op.cit.) terms a "discovery" 

rather than a "scientific" approach in its concern to develop new 

methods of securing information to guide future decisions. True 

experiment necessitates a minimum of two groups in order to make the 

formal comparison which is the basic requisite of useful scientific 

information - one group receiving an experimental treatment (such as 

the training course) and the other not receiving it or receiving it in 

a different form; this demands the capacity to manipulate at least 

one independent variable whilst controlling the extraneous others, 

typically through randomisation - of the selection of subjects, of 

their assignment to the groups, and of the treatment to the groups.
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As is the case with most studies in the social sciences these conditions 

could not be met in the research reported here, for a variety of 

reasons including the problems of matching groups on important criteria 

such as motivation or organisational support, of allocating course 

members between experimental and control groups in the absence of 

influence over the nominations, or of manipulating variables by 

altering the teaching or the workplace circumstances of course members. 

More generally the complexity of social causation, the elusiveness of 

the variables involved and the potential biases and limitations 

involved in the study of human behaviour make the prospects for 

experimental design inherently unlikely, in a previously unresearched 

field of this kind, at least until the system has been well enough 

described and understood to identify specific component parts where 

experimental conditions might be created and be worth the time and 

trouble involved. The influence of experimental and quasi-experimental 

thinking can be traced in the research methodology, as will be shown in 

the next section, but is best regarded as non-experimental in its 

primary orientation and dependent chiefly on "soft" measures in what 

Weiss (1972, op.cit.) described as an initial reconnaissance in search 

of the most promising points of entry for more concentrated experimental 

effort.

In such a situation the first stage in any attempt to "map out the 

relationships in the system" (Campbell et al, 1970, op.cit.) must 

involve description and categorisation of phenomena identified in a 

broad-ranging scan of the system as a whole. Accordingly the 

research has been designed to follow through the interaction between
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training and work performance, and of postulated influences upon 

them (including a variety of personal, job, organisational and 

learning factors, as well as the evaluation process itself) from 

the pre-training stage to a point many months or years after the 

end of the formal training; and to observe, or ask about by 

interview or questionnaire, the behaviour of all the parties to the 

training —  the course members, their teachers, their immediate 

superiors and their top managers. This first stage of the design 

results in the production of data capable of being categorised, 

summarised and fed back to the parties concerned, as will be 

illustrated in appendices referred to in the next chapter.

It can also serve as the foundation of material for the study of 
relationships between the variables, and thus begin the process of 
understanding the dynamics within the system in use. In this 
second stage the discipline was adopted of formulating and testing 
hypotheses concerning the relationships between variables, in specific 
areas where the availability of relevant data from stage one matched 
the priority concerns of the sponsors of the research.

The evolution of hypotheses during the course of the research can be 

followed by reference to Appendices 31 and 32, which represent the 

initial and final stages in the development of ideas about the possible 

relationship between elements in the management training system, leading 

to specific intentions for testing the strength of associations between 

them. For relations are the essence of science, which is "not a mere 

knowledge of particulars, but rather a knowledge of the way in which
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classes are related" (Cohen, 1957). A hypothesis is a declaratory 

sentence relating variables to each other, and not only conjecturally 

states the nature of that relationship but also carries clear 

implications for its testing (Kerlinger, 1973, op.cit.). Hypotheses 

have therefore emerged and been shaped in this study as the nature of 

the underlying research problems have become better understood and the 

prospects for testing potential relationships within these problems 

have become clearer : the process has been one of juxtaposing concept

and feasibility.

Research would not be undertaken without some initial ideas concerning 

problems and relationships, and Appendix 31 (from the original research 

framework; White, 1975, op.cit.) represents an initial view of the 

research tasks implicit in the relationships between objectives, effects 

and values, and in the process of discovering those relationships, at 

each level of Hamblin's model, as adapted (see figure 31). That model 

has remained powerful throughout this research for its capacity to 

relate individual and organisational training objectives and effects 

in a logical sequence within a field of non-training forces; and 

Appendix 31 can be seen as a basic formalised statement of the 

exploratory work which would be needed to assess the nature of these 

relationships in the context of a management training course.

Its significance for present purposes lies in the fact that this list 

of research tasks underlay both the design of instruments for the col

lection of relevant information for describing the management training 

system under study, and the development of hypotheses postulating
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testable relationships within that system, such as might help explain 

how it works. -From that initial statement of potential research 

tasks, the development of hypotheses took shape under influences that 

included the availability of suitable information, the preferences of 

the training sponsors who were consulted on the basis of draft 

formulations of possible hypothesis areas, and the gradual focus of 

attention on research questions at levels 2 and 3 on the Training 

Effects side of Hamblin's model where the central concern is with the 

achievement of learning and the improvement of job performance, and 

with the training and non-training factors that influence those 

processes.

The resulting set of hypotheses, preceded by the questions on which 

they are based, can be seen at Appendix 32, whilst figure 38 depicts, 

by linking the hypotheses to the level 2/level 3 transition, this 

concentration of exploratory effort on issues surrounding the transfer 

of classroom learning gains into workplace behaviour. This is the 

final schedule of hypotheses, in the form of statements about postulated 

relationships between the stated variables, whose operational definitions 

are provided by identifying the instruments providing the data for testing 

those relationships. These instruments will be introduced in the next 

section, and the results of testing the hypotheses summarised in the next 

chapter.

In turn the evidence of simple associations resulting from the stage 
two testing of hypotheses was used in the third stage of the research 
design as the foundation for a multivariate analysis, using statistical
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controls within a theoretical framework, of the strength and direction 

of interaction between multiple influences specific to the outcomes of 

the training, based on hypothesis HB3. The three-fold rationale for 

this was that it would complete the demonstration of how evaluation 

data can be analysed; might have explanatory power for system 

functioning; and could conceivably form the basis for predictive 

hypotheses for development and testing in future research. This 

more concentrated effort to explain certain of the phenomena revealed 

by previous stages does not of itself remove the limitations of the 

essentially non-experimental nature of the original design; and is 
well characterised by Kerlinger's definition of ex post facto research;

"Ex post facto research is systematic empirical 
enquiry in which the scientist does not have direct 
control of independent variables because their 
manifestations have already occurred or because 

they are inherently not manipulable. Inferences 

about relations among variables are made, without 

direct intervention, from concomitant variation of 

independent and dependent variables." (1973, op.cit.)

Taken as a whole, these three stages of the research design - 
description and categorisation of what is taking place in the system; 

testing of the basic hypothesised associations between the variables 

of greatest relevance to priority research questions; and the search 

for explanation of the interaction of variables influencing work 

performance outcomes - represent a progressive move from a broad- 

ranging survey to a more focussed examination of particular relationships



— 366 —

Madge used the example of the telescope to draw this distinction:

". • .as the image is increased, so is the field 

of vision restricted . . .  More precise 

techniques are best used when penetration has 

already taken place, the subject familiar to 

the investigator and the situation relieved 

of its tension." (1953)

Undoubtedly more precise techniques are needed for further progress 

in the development of this research design, now that Madge's other 

conditions have been met.
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B. The Instruments and Methodology

Now that the general and particular questions which the research was 

designed to answer have been identified, and the place of specific 

hypotheses located within that design whilst recognising its 

essentially non-experimental character, attention turns to the 

instruments employed to secure relevant data, the methods of analysis 

chosen to distil the meaning in those data, and the general nature of 

the methodological approach. The results and utility of using that 
approach will be apparent in the next chapter, where the findings of 
the research will be presented and an interpretation offered in relation 
to the original research questions.

B.l. Instruments

The first general requirement addressed by the design was, as we saw 

in A.I. above, to show how the system works; and the focal points 
which were seen as appropriate sources of data on system functioning 

are shown in figure 3 9. This, like figure 32, is a development from 

figure 30 which was used in chapter 5 to model the relationship between 

workplace and classroom activity and the alternative performance outcomes 

of course attendance, whilst stressing that the elements shown are no 

more than a consciously over-simplified shorthand for the multitude of 

influences and relationships that are likely to exist in reality.

However, the reason for the complementariness of figures 32 and 3 9 is 
not simply that they have a common origin in the conceptual framework 

for management development which underlay the management training course 
system modelled in figure 30; but that the instruments referred to are
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a tangible expression of the role of evaluation in particular within 

that framework - the means chosen for securing evidence of system 

functioning and feedback to the parties concerned to assist valuation 

and decision. This view of evaluation was the second general require

ment of the research design identified in A.I. above.

Each of the focal points of the system is represented by a separate 

instrument which is included amongst the appendices and has been 

shaped by the nature of the enquiry and the number of respondents 

involved: the survey of work performance changes attributable to the

training is represented by four questionnaires (2, 3, 6 and 7); the 

search for evidence about the system as seen by top managers and 

teachers is represented by interview frameworks (1 and 5) ; and the 

attempt to measure learning gained during the course is‘represented by 

a report covering the tests used (4). Against that background each 

instrument can be introduced by reference to its purpose and principal 

features, the chosen method of enquiry, the number of respondents 

involved and any associated instructions or explanatory letters.

The location of the results of using each instrument is also given.

1. "NHS Middle Management Training: The Views of One Region's Top
Managers"

The purpose of this instrument, which took the form of personal 

interviews between the researcher and 19 of the 20 area and district 

administrators in the Oxford region, in their capacity as top 

managers in the organisations regularly nominating the course members, 

was to seek their views of the broad context in which, the training 

system functioned. They were regarded as being in the best position
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to indicate what the organisation was expecting of its middle managers' 

performance, the training needs implicit in the organisation's objectives, 

plans and problems, and how far the impact of cumulative course 

attendances could be traced and valued in the organisation's performance. 

These purposes were indicated in the introductory letters which, with 

the interview framework used by the researcher, are at Appendix 17. 

Interviews were chosen as the method of enquiry because of the need to 

press for evidence and opinion in areas of some sensitivity in which 

top managers were not normally accustomed to being questioned; because 

of the risk of non-response if direct contact were not made; and 

because of the relatively small numbers involved.

The instrument's principal feature, then, was a wide-ranging enquiry 

in a new field of which the boundaries were unclear. The results can 

be seen in three forms : the report itself (Appendix 18) and its one-

page summary (Appendix 19) which were fed back to, and verified by, 

the respondents ; and the researcher's commentary on the theoretical 

and practical implications of the findings (Appendix 20). Establishing 

the nature of this organisational context for the training was a high 

priority for the Oxford region's training department, but less so in 

Wessex, where no equivalent study was undertaken, although it was 

stated in chapter 6 that the broad conclusions were recognised as 

familiar in that region too.

2. and 3. "How is the Middle Manager Managing?"

These two pre-course questionnaires, addressed to course members and 
their immediate superiors respectively, in both regions, had the primary
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purpose of securing evidence on members* levels of competence (as a 

baseline for later comparison with post-course levels after any 

retrospective adjustment: see attachment 3 of Appendix 26) against

a nationally and regionally endorsed checklist of discrete management 

skill and knowledge areas appropriate to NHS middle managers (see the 

first appendix of the policy statement at Appendix 5). The principal 

feature of the two questionnaires, which are identical except for the 

colour and the change of wording from the second to the third person, 

is the attempt to facilitate the identification of training needs 

through comparing the importance of each skill or knowledge area in 

the individual officer's job with his or her present level of

competence in it. Additionally, through seeking to involve both

parties in this endeavour and soliciting their reactions to the 

instruments and their use, it was hoped to assess the possibility that

the process itself might heighten the integration of effort between the

course member and the immediate superior in relation to the course. 

These features are apparent from the explanatory letters and notes on 

completion of the assessments accompanying the questionnaires 

(Appendices 21 and 22), the importance being recognised of providing 

clear, unambiguous, standard instructions in the interests of 

instrument reliability.

Although the questionnaires had been developed and tested with the 

help of personal interviews, and group discussion with courses in 

residence, during the pilot stage of the research (see chapter 6), 

postal distribution of the instrument at least 3 weeks in advance of 

the course was considered to be the appropriate method of enquiry 

given its standard nature, the number of officers involved, and their
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need for time to reflect on, discuss with their colleagues, and 

complete, the questionnaire. On this reasoning, new members 

substituted for the original nominees after that distribution were 

excluded from this study, which explains the difference between the 

total course memberships and the numbers asked to complete the 

questionnaire. Summarised results of the analysis of replies 

(from 86 course members and 65 of their immediate superiors in 

Oxford, 80 and 71 respectively in Wessex, totalling 302) were fed 

back to respondents with the post-course questionnaires and comprise 
attachment 1 of Appendix 26.

4. "What is the Middle Manager Learning?"

This report by the researcher was written to record experience with 
the development and use of a variety of instruments in the classrooms 
of Portsmouth Management Centre aimed at measuring Wessex course 

members' reactions to the teaching, their levels of knowledge and 

skill before and after the teaching over the whole range of subjects 

covered, and their end-of-course view (optimism/pessimism) of the 

prospects of using their learning gains on return to the workplace.

The rationale for this effort, confined to Wessex because of the high 

priority accorded to it in that region in contrast with Oxford, was 

that acceptable measures of such variables might enable the impact of 

teaching to be quickly known, and adjusted if necessary; and that the 

variables might correlate with, or even "explain", subsequent work 

performance changes. The methods of enquiry comprised the researcher's 

participant observation of the teaching, followed by discussion and 

negotiation with teachers and course members on the content and conduct
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of tests (shown with instructions for their use in annexes to 

Appendix 23) for completion by course members and rapid analysis and 

feedback by teachers.

This work was undertaken at an early exploratory level, since the 

objective measurement of managerial learning had not previously been 

attempted on such courses, and different cohorts of course members 

completed various instruments as they were developed and modified; 

however 54 members of three consecutive courses completed a full range 

of knowledge learning tests and 62 from four courses completed the 

final optimism/pessimism questionnaires. Appendix 23 sets out the 

results of experimentation with this variety of instruments, with 

caveats concerning their tentative nature.

5. "Learning and Evaluation; The Views of One Management Centre's 

Teachers"

The purpose of this instrument, which took the form of personal 

interviews between the researcher and the 10 teachers at Portsmouth 

Management Centre involved in the design or conduct of the Wessex 

courses, was to solicit their views of the objectives and effectiveness 

of their teaching, and of the impact and value of the testing programme 

reported in 4. above, of which some 18 months' experience had been 

gained when these interviews were undertaken. The interview framework 

is at Appendix 24, providing a degree of structure for the expression 

of personal views about the experience and value of learning tests in 

this type of training. This method of enquiry was thought appropriate 

because of the opportunity it gave for a relatively small number of
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experienced teachers, who had been deeply involved in this aspect of 

their research, to give their considered judgements with a spontaneity 

not achievable through questionnaires.

These interview findings were analysed and summarised for feedback to, 

and were verified by, the teachers, and can be found at Appendix 25.

6. and 7. "How has the Middle Manager been Managing since the Course?"

These two post-course questionnaires, addressed to course members and 

their immediate superiors respectively, in both regions, had as their 

primary purpose the collection of all available evidence of work 

performance changes attributed to the training, of the value placed 

upon that evidence, and of the training and non-training factors which 

might influence these outcomes. The instruments were thus developed 

to respond to both the third and the fourth of the basic design 

requirements set out in A.I. above; that is to reflect the priority 

concerns of the principal parties through its concentration on work 

performance outcomes, and to provide a foundation for the multi

variate analysis of potential influences on the effects of training.

At the same time, as the final instruments in the series, administered 

many months after attendance at the course, they provided an opportunity 

to obtain data about the overall post-training situation seen in 

retrospect, for example the extent and form of any follow-up, the 

impact and timing of respondents' participation in the research.

The principal feature of the instruments (which are represented by 

the immediate superior's version at attachment 2 of Appendix 26,
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preceded by an explanatory letter) is therefore their extensive 

search for information and opinion about numerous factors 

characterising the work situation of course members in the period 

following the training. Within that context there is a sequence of 

enquiry which attempts in sections 1 to 4 - section 1 providing a 

direct comparison with the pre-course questionnaire - to elicit 

evidence of changes in work performance since the course, whether 

expected or not, both of the individual officer and of the unit or 

department within which he functions (see the front page of 

attachment 2); to provide for the possibility of unwanted changes 

(see e.g. "change for the worse?" column on p. 12); to secure 

considered judgements of the extent to which all such changes can be 

attributed to the training rather than to other factors to which 

attention is drawn (see p. 4 of attachment 2 and identical instructions 

for all four sections); then in section 5 to check for the completeness 

of the evidence on effects (question 5.2 on p. 20); to identify, after 

drawing attention to the financial costs of the training, what criteria 

predominate amongst respondents in judging the work of the training 

courses (questions 5.4 and 5.5 on pp. 20/21); and finally to secure 

that judgement in the case of the particular officer's training.

The questionnaire goes on to invite assessment of factors which have 

helped or hindered the application of the course member's learning at 

work, which were subsequently classified into factors related to the 

Individual, his Job, his Organisation, and the relevance of the Course 

(pp. 21-23); and to obtain a retrospective assessment of the learning 

achieved on the course (question 5.8 on p. 23).
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As in the case of the pre-course questionnaires (instruments 2 and 3) 

the course member's and immediate superior's post-course questionnaires 

are substantially identical: only the immediate superior's version is

shown in full in Appendix 26, Appendix 27 being confined to the five 

questions that were put only to the course member. Postal

distribution was decided upon by the same reasoning as for the pre

course questionnaires, and this was restricted to those who had 

returned completed pre-course questionnaires because a number of the 

variables (e.g. changes in the level of competence in managerial skills 

and knowledge, time devoted to pre- and post-course discussion between 

course member and immediate superior) depended on the availability of 

both instruments. The 302 post-course questionnaires were all 

distributed at the same time (March 1978) which was between 10 and 33 

months after the pre-course questionnaires distributed 3 weeks before 

each of the courses started in the series studied: this was used as

the basis of a question (5.27 on p. 27 of attachment 2) concerning the 

optimal time to use such an instrument following the course.

The composition of the respondents to these questionnaires (totalling 

193, 64% of the 302 pre-course respondents) has already been set out 

and discussed in A.2. above. The analysed results, with a linking 

commentary, for the Oxford and Wessex regions are in Appendices 28 and 

29 respectively, and will be discussed in the next chapter.

B.2. Methods of analysis

Three broad stages of analysis have already been referred to in A.3. 

above in outlining the strategy chosen to examine the range of questions
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addressed by the research design. These were:

1. description and categorisation of the basic data;

2. testing hypothesised associations between variables;

3. explanation of the influences on outcomes;

and the methods used for each may be briefly indicated.

The first stage corresponds with the seven instruments which have now

been introduced, and shown in Appendices 17, 21, 22, 23, 24, 26 and

27. Their collective purpose was to gather and organise basic 

information and opinion over a very wide range of variables, and the 

results of using them with the principal parties to the courses 

studied have been presented in Appendices 18, 19, 20, 23, 25, 28 and 

29.

Content analysis, including frequency of mention, has been used to 

summarise the nature and strength of views expressed in the two 

interview-based narrative reports (Appendices 18 and 25) and in the 

open-ended questions incorporated in the questionnaires. The 

considerable amount of quantitative data derived from the questionnaires 

and tests have been analysed by descriptive statistics (means, ranges, 

standard deviations, etc.) through the computer programme Statistical 

Package for the Social Sciences Version 6 and presented chiefly as 

histograms for visual clarity, with supporting tables in the case of 

the more complex transformations, connected by a commentary summarising 

the questions and the broad significance of the answers (e.g. attachment 1 

of Appendix 26; Appendices 28 and 29).
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A brief digest of the results of this descriptive analysis will be 

offered in the next chapter.

The second stage of analysis corresponds with the testing of the 

hypotheses already introduced in A.3. above, with reference to 

Appendix 32, where simple measures of association are required to 

test the extent, if any, to which a wide range of variables 

operationally defined by the measures secured in stage one 

correlate (i.e. co-vary) with each other. Such correlations are 

"simple", in the sense that they are based on separate comparisons 

of pairs of variables, do not compare the simultaneous inter

association of the measures of more than two variables, and 

consequently cannot indicate the strength, significance level or 

direction of influence in any one pair whilst controlling for the 

influence of other variables. They may, however, through the size 

and significance level of the association, indicate the more 

promising lines of enquiry to be pursued in subsequent analysis of 

greater sophistication.

In the progressively more rigorous levels of measurement - nominal, 

ordinal, interval, ratio - the additional assumption of interval 

scales (that numerically equal distances on the scale represent equal 

distances in the property being measured) is not easy to satisfy in 

measures of human characteristics or behaviour, so that the relatively 

powerful parametric tests of association, which require at least 

interval scale strength as well as the assumption of normal 

distribution of the variable amongst the individuals being tested, 

are not normally appropriate. The nature of the relatively crude
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and judgemental data available for the testing of associations in the 

present study, despite the appearance of precision given by figures 

(e.g. in the numerical ratings of competence on unanchored scales) 

met no assumptions more stringent than that of ordinal measurement 

(that the data can be rank-ordered on an operationally defined 

characteristic or property which has an underlying continuity)• 

Consequently non-parametrie tests of association, which are 

appropriate for situations where measurement is nominal or ordinal, 

were used for the second stage of analysis. Cross-tabulations in 

contingency tables relating the measures of each pair of variables 

were used to support Spearman's rho test for coefficients of 

correlation between the two continuous scales, and Chi-square with 

the contingency coefficient where one of the variables consisted of 

discrete categories capable only of being labelled at the nominal 

level of measurement.

For certain hypotheses to be tested it was necessary to calculate an 

overall measure of course-attributed performance gain based on data 

from each of the first four sections of the post-course questionnaire 

this was computed by a procedure set out in detail at Appendix 35.

The test results for all seven hypotheses will be presented, with a 

commentary, in the next chapter.

The third stage corresponds with the multi-variate analysis required 

to draw out explanatory meaning from the correlates of overall course- 

attributed work performance gain identified in stage two's simple 

measures of association. Models in the next chapter will show how
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these variables were progressively sorted by reference to a 

theoretically plausible model of the sequence and direction of any 

inter-relationship. When tested for the strength of the path 

coefficients between them, non-significant paths were excluded and 

alternative models tested until a path model emerged giving the 

maximum theoretically-consistent explained variation of course- 

related performance gains, as well as the network of significant 

paths from the variables whose coefficients of determination, 
together or separately, built up that explanatory power.

This path modelling was based on multiple regression analysis, a method 
appropriate to the multivariate nature of the complex problem under 

study, which can analyse the contributions of two or more independent 
variables to a dependent variable using principles of correlation and 
regression so as to provide, through statistical controls, the "best" 

prediction possible given the correlations among all the variables,
i.e. an estimate of the proportion of the variance in the dependent 

variable which is accounted for by the optimal linear combination of 
all the independent variables in concert, as well as the proportion 

which is not due to the regression - the residuals.

Multiple regression analysis makes use of Pearson correlation 

coefficients which assume interval measurement, but a comparison of 

tables in the next chapter will show that those coefficients computed 

on the measures of the variables relevant to this phase of the study 
are similar in size and significance to the Spearman's correlation 

coefficients computed on the same data with the more cautious 

assumptions of ordinal measurement preferred in stage two. When
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facing the need to use parametric statistics, for lack of alternative 

tools to cope with problems where the data cannot meet all the 

requirements of parametric analysis, Kerlinger's (1973, op.cit.) advice 

is ". . . t o  treat ordinal measurements as though they were interval 

measurements, but to be constantly alert to the possibility of gross 

inequality of intervals" and ". . , to be particularly careful with 

the interpretation of ordinal data to which statistical analysis 

suitable for interval measurement has been applied". That advice has 

been heeded in the present study, but it will remain more satisfactory 

to regard the results of this third stage of analysis, which will be 

presented in the next chapter, as broadly indicative of the several 

influences on performance outcomes than to see them as a fixed pattern 

of cause and effect with known composition and strength.

Certainly this third stage of analysis does take us a good deal further 
towards understanding how the system works than was possible at the 
purely descriptive first stage, and thus contributes crucially to the 
central purpose of the research. The first stage, whilst 
constituting the foundation for what follows, in itself merely 
describes what happened and is archaeological in nature; stage two 
contributes to understanding by linking up associated phenomena; and 
stage three interprets these links into an explanatory and predictive 
framework for future use. Evaluation is itself an act of learning 
whose primary purpose is to serve us in the future,

B.3. General character of the methodology

Research designs have two basic purposes - to provide answers to 
research questions and to control variance - and are shaped to enable



- 382 -

such questions to be answered as validly and reliably as possible, 
which implies control over the situation studied.

Validity takes on a number of meanings for different aspects of 
research: 'internal' validity is often taken to embrace content,
criterion and construct validity, the interpretation problem being 
essentially to avoid mistaking the effect of one variable for another; 
'external' validity is regarded as raising the issue of how far the 
relationship found can be generalised to other populations, other 
settings and other uses of the same variables, the interpretation 
problem being essentially to avoid assuming that the observed effect 
is typical. Here validity is used to signify the basic question of 
whether the research design and methodology are adequately measuring 
what they purport to measure. Issues raised in relation to the 
validity of the present research include:

adequacy of the pilot classroom tests to measure achievement of 

the learning objectives addressed in the teaching (see Appendix 

23, "What is the Middle Manager Learning?")

lack of assurance that the standards of judgement of different 
respondents are similar, especially as recorded on rating scales 
of no more than rank order quality (see discussion below on 
anchored scales in the context of reliance on judgements)

inability to control for the influence of extraneous independent 
variables on outcomes by random assignment to experimental and 
control groups (see discussion below on the control group problem)

imprecision of meaning of certain generalised constructs, e.g. 
organisational support, individual capacity, which might influence
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the application of learning (see commentary on grouping related 

helps/hindrances following replies to question 5.7 of post— course 

questionnaire. Appendix 28/29)

Reliability is taken here to mean, at its simplest, consistency between 

multiple measurements of the same phenomena by the same respondents.

No opportunity arose in this research for testing the reliability of 
instruments in that sense although, in the pilot stage of both the work 
performance assessments and the classroom tests, increasing assurance 
came through broadly similar results from the administration of the 
instruments to successive cohorts of course members in the series, 
items being removed or replaced where any ambiguity of meaning was 
evidenced by the comments specifically solicited from respondents.

The interpretation of research findings inevitably depends on such 
issues, and examination of certain aspects of the methodological 
approach adopted here, which are not self-evident from the instruments 
and methods of analysis that have now been introduced, may assist that 
interpretation.

B.3.1 Congruence of methodology First, and at the most general level, 

the attempt has been made to provide congruence to the sequence from 

research problem through design, observation and measurement to 

analysis, such that there is consistency through all the links of the 

chain. The need for a wide-ranging study of the system as a whole 

argued for a broad design which would necessarily use readily 

attainable measures where judgements were required of phenomena largely 

hidden from the observation of the researcher. In turn the use of
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rating scales on which these judgements were expressed could not be 

regarded as constituting more than ordinal measurement, requiring 

that the appropriate methods of analysis to test their association 

should as far as possible be non-parametric. Interpretation of the 

results at the end of such a chain must inevitably stress their 

general indicative nature rather than read an unwarranted precision 

into the data,

B.3.2 Reliance on judgements What makes objectivity so elusive in 
work of this kind is the conjunction of a situation where the phenomena 
to be examined - the presence of and changes in learning, initiative, 
organisational climate, work performance, etc., etc. - are difficult 
to define, cannot be directly observed and can only be inferred from 
sustained observation of presumed indicators of such phenomena.
Moreover the very process of enquiry by the researcher, who cannot 

undertake the observation himself, can alter to a largely unknown 

degree the phenomena being studied. Given this combination of 

realities, considerable reliance is placed in this study on the 

judgements of the people in the best position to assess behaviour and 

its change, its sources and its consequences, since their considered 

subjective opinions are likely to be the "hardest" available evidence. 

This approach reflects Casey's view that " . . .  the learner knows more 

than anyone else what he has learned . . . The assumption here is not 

that people always know what they have learned, but that the chance 

of anyone else knowing is very slim indeed." (1976, op.cit.)

As Burgoyne and Cooper (1975) argue, it also reflects the underlying 

values within the theoretical framework used in evaluation research.



- 385 -

in this case the assumption that the manager is an "agent" capable of 

actively using the learning opportunities of the course to assist him 

in achieving his performance goals - and therefore in need of evaluative 

feedback to help him assess and adjust his efforts to that end. The 

contrast with the behaviourist's "patient" view of an essentially passive 

learner responding to external stimuli - rejected as an assumption for 

this study - has been discussed in chapter 3 and illustrated at figure 12. 

One practical consequence of this value underlying the research reported 

here is to legitimise the learner's own judgements as appropriate evidence 

concerning his behaviour: reliance on this type of evidence is extensive,

complemented by the judgements of the immediate superior on the same 

range of questions though without any prior assumption that, if they 

disagree, one of them is "right" and the other "wrong". In such a 

field of enquiry we may agree with what John Madge wrote over 25 years 

ago concerning the nature of social science enquiry: given that

" . . .  exact truth is both a proper objective and an unattainable

one . . .  a multiple approach is not merely permissible but obligatory."
(1953, op.cit.)

Because of the likelihood that the 300 respondents would be using 

different standards of judgement in rating, for example, work 

performance on a 1-8 scale, and as a potential addition to the 

notes of guidance offered for making such assessments, the possibility 

was examined of "anchoring" those scales in precise examples of 

behaviour generally recognisable as justifying particular points on 

the scale. Such work in the USA, for example by Harmon (1958) and 

Dunnette et al (1968) , has been used as the basis of a rating 

instrument for use in companies covered by an Industrial Training 

Board in this country (Randell and Still, 1973): there have been
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hospital applications of this approach reported in Canada (Burke and 

Goodale, 1973, 1975) and the original study by Smith and Kendall (1963) 

was based on fieldwork with nurses in the USA. Whilst there are clear 

advantages - for standard-setting, performance appraisal and the 

identification of training needs, as well as for evaluation - in 

developing unambiguously anchored rating scales, it quickly became 

apparent that the time required for this from numerous middle managers 

in many professions throughout one or more regions was considerable and 

would have diverted attention from broader research priorities. 

Consequently this measure of work performance was, with others, left 

in its relatively crude subjective state at the stage of research 

reported here which emphasises considerations of breadth rather than 

depth; but there remains a willingness, particularly in the Wessex 

region, to work towards a greater degree of objectivity in the 

operational definition of evaluation measures of this kind in the 

future.

For the present study, however, judgements may be regarded both as 
the hardest available data but also as a method of observing and 
measuring human phenomena and behaviour so indirect as to raise 
questions about its validity and reliability, and it would be 
impossible to dismiss such doubts,. However, ways of guiding the 
judgement processes used in the present study have been developed in 
an attempt to counter the limitations of the measures on which the 
fieldwork is based:

• in the pre-course questionnaire (Appendices 21 and 22) the 

guidance notes asked for the extent of training needs (col. 3)
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to be assessed in the light of a comparison of the importance 

(col. 1) of each item in the checklist with the course member's 

present competence in it (col. 2). That reasoning sequence was 

thought capable of eliciting a more deliberate judgement than 

asking directly for training needs.

the same notes recommended that separate draft completion by the 

course member and his immediate superior should if possible be 

followed by joint discussion in search of as much reconciliation 

of conflicting views as could readily be achieved. This procedure 

was considered likely to produce careful judgements capable of 

substantiation if challenged.

sections 1, 2, 3 and 4 of the post-course questionnaire (attachment 

2 of Appendix 26) , after having invited the recording of pre- to 

post-course changes, asked for judgements on the extent to which 

each of them could be attributed to the course rather than to 

other factors which were positively brought to respondents' 

attention as possible explanations of the change, such as natural 

growth of experience, new responsibilities, etc. (See for example 

page 4). Only changes which were judged to be probably due more 

to the course than to other factors, or to have probably been 

accelerated by the course, were regarded as attributed notably to 

the training in the post-course analyses. This reasoning process 

was designed to reduce the risk of over-attributing any performance 

changes to the course, for example through a "halo" effect.

more generally the dependence of the research on the professional 

integrity and sound judgement of respondents was strongly emphasised.
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particularly in the boxed comments on p^ge 2 of attachment 2, to 

which specific reference was made in each subsequent section.

The intention here was to encourage a responsible approach to the 

provision of judgements which could if necessary be defended with 

firm evidence.

only in section 5 of the post-training questionnaire were 

respondents offered a range of possible criteria for valuing the 

effects of the training which they had identified in the preceding 

sections (question 5.5 of Appendix 26, attachment 2), immediately 

prior to making such a judgement of value (question 5.6). This 

deliberate postponement of the assessment of worth until the 

effects were fully identified, together with the preferred 

criterion for judging that worth, was planned in the light of the 

common experience that premature evaluative comments are frequently 

made about training on scant evidence. In this case the aim was 

to ensure that substantial effort should first be devoted to the 

identification of effects attributable to the course before, as a 

culminating judgement, respondents were invited to indicate how far 

such effects had justified the time, effort and money expended in 

attendance.

By means such as these the research instrumentation was designed to 

encourage thought processes amongst respondents which heighten the 

prospect of acceptance by others of respondents' judgements as 

legitimate evidence that might otherwise be dismissed as casual self- 

reporting.
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B.3.3 The control group problem Turning from the validity of the 

judgement process underlying the measures, to the validity of the 

overall research design, the general approach of experimental thinking 

has persisted even though its strict requirements could not be met. 

Campbell and Stanley (1966) list eight major groups of external 

variables that can affect the validity of an experiment if they 

remain uncontrolled:

1. Maturation - people mature with time and might change on their 

own.

2. History - events outside the programme also affect participants 

and may have influenced changes attributed to the programme.

3. Testing - the effect of taking one test on the taking of a

second.

4. Instrumentation - changes in the measuring instruments, the 

observers or scorers.

5. Statistical regression - groups selected on the basis of their

extreme scores may regress towards the mean on a second testing.

6. Selection - experimental and control groups may have different 

characteristics.

7-. Experimental mortality - differential loss of members from 

experimental and control groups.

8. Selection-maturation interaction - differential motivation of 

members of control and experimental groups.
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Recognising that not all these threats can be guarded against in the 

settings of social science enquiry, where true experimental con

ditions are rarely met, they have advocated the selective use of quasi

experiment al designs, which concentrate attention on the more likely 

sources of invalidation rather than attempt to account for all 

possible sources. Such quasi-experiments include time-series 

designs (involving periodic measurements before and continuing after 

the intervention, if possible with a parallel series in a comparable 

situation), non-equivalent comparison groups with similar character

istics but no randomised allocation, and "patched-up" designs in which 

plausible sources of error in interpreting the effects of an intervention 

are successively examined by additional analyses, or further extensions, 

of the data.

This thinking has had some influence on the researcher's general 

approach, which has discounted the possibility of matching experimental 

and control groups on ready-made criteria such as age and sex on the 

grounds that these are of small importance by comparison with such 

factors as role and the immediate superior's support. For example 

the possibility was explored of securing nominations of future course 

members long enough (say 9 months or more) before their attendance for 

work performance measures to be taken at that time and again immediately 

before the course (members thus acting as their own controls) as well as 

at say 9-monthly intervals after their attendance, so as to constitute 

the basis of a time-series quasi-experiment, ignoring the possible 

contaminating effects of history and testing. In the event the 

nominations timetable and the rate of cancellation or substitution 

immediately prior to each course prevented this from being attempted 

at the present stage. Instead the immediate superiors were invited
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(at question 5.25 of the post-course questionnaire. Appendix 26) to 

retrospectively assess the extent of the officer's development by 

comparison with a simulated control, constituted either by the same 

officer's development over a similar period of time up to the 

beginning of the course or by that of another officer, with similar 

responsibilities and accountable to the same immediate superior, who 

was also eligible for the course but had not yet attended (reflecting 

the comparison group thinking).

The time-series,approach is promising and would be pursued further in 

future developments of the research design. In the meantime the 

control group approach has depended on the modest "simulated control" 

question posed in the post-course questionnaire as outlined above, 

the results of which will be referred to in the next chapter.

B.3.4 Interaction between the researcher and researched Finally in 

this commentary on general features of the research which underlie its 

methodology and instrumentation, it may be useful to review briefly 

the links between the researcher and the various parties to the 

research.

Burgoyne (1973, op.cit.) cites two characteristic features of "action 

research" which distinguish it from other types of research:

1. The results generated by the research are used to influence the 

situation which is being researched; and

2. The action-researcher monitors the change brought about by his 

intervention in the research situation.
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Whilst there is no reason, for present purposes, to declare a position 

on a spectrum between two poles of Action Research contrasted with 

hypothetico-deductive Scientific Research, it is apparent that this 

present study has features which match these two conditions. It is 

certainly aimed at the production of findings which could influence the 

situation studied; and it is certainly accompanied by means of 

monitoring the researcher's impact on the training system.

The first characteristic largely relates to the provision of feedback 

information on the effects of the learning to those who need it to help 

them decide what to do next: they represent the diffuse points of

control (see Burgoyne, ibid.) in a complex system. In an attempt to 

avoid a "blunderbuss" approach, a selective directing of feedback has 

been adopted, depending on the focus of interest and the time-span of 

decisions. Results of the Wessex learning tests have been made 

rapidly available to the course members on an individual basis, 

latterly with brief comments from the teachers (figure 40). Course 

members, with their immediate superiors, have also received summaries 

of identified pre-course training needs, both for individual courses 

and cumulatively (attachment 1 of Appendix 26). Oxford's top managers 

have had the report on their collective views on middle management 

training (Appendix 18), and have verified its substantial accuracy. 

Regional sponsors and the teachers have received the analyses of post

course questionnaire replies which form Appendices 28"and 29; and the 

national sponsors, with representatives of other NHS regions, have had 

a conference presentation (NHS Studies Centre, Harrogate, March 1979) 

of selected aspects of the research approach and findings to facilitate 

consideration of its potential for wider use. Compatibly with this
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strategy, correspondence, interviews and visits, to almost all the 

courses involved in the research, have stressed its purposeful 

intentions to help raise the quality of middle management through 

training. A summary of the research findings to date is being 

prepared for distribution to all participants, partly to facilitate 

their understanding of the system (which may influence their behaviour), 

but also simply because they are entitled to know what they have 

contributed to.

In the other direction, implied by Burgoyne's second characteristic, 

feature of action research, the necessary monitoring of the effect of 

the researcher's involvement depended in particular on replies to 

specified questions (at the end of the pre-course and post-course 

questionnaires. Appendices 21, 22, 26) concerning course members' and 

immediate superiors' views and actions arising from the evaluation 

process itself; and on the independent gathering and reporting of 

course members' anonymous reactions to the questionnaires and tests 

(e.g. Appendix 30) by staff of the Portsmouth Management Centre, where 

the experimental evaluation of learning was concentrated.

Whilst the broad scope and necessarily lengthy time-span of this 

survey has not lent itself to the flexible, rapid and intimate inter

action between researcher and researched which characterises many 

action research studies (e.g. Heller, 1970; Rackham, Honey and 

Colbert, 1971), the research was seen from the outset as dependent 

on extensive collaboration between the researcher and the parties to 

the training, involving the exchange of information on the impact of 

each other's actions. It was undertaken in the spirit of McClelland's
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analysis of the links between management research, management teaching 

and management action. After discussing the classical view of the 

arm's length, one-way relationships between the three, in which 

managers' actions are studied by uninvolved researchers whose findings 

are inculcated into the recipients of management education who then go 

forth and apply them, he writes of the additional, complementary 

relationships which should not be ignored:

" . . .  people learn through the action they are 

engaged in, the process of learning itself 

generates valid research material, and the 

researcher cannot and should not himself 

avoid contributing to the action"

(McClelland, 1973)



- 396 -

Chapter 8

ANALYSIS AND DISCUSSION OF RESEARCH FINDINGS

"In every research project the 

description of the difficulties 

encountered is more impressive 

than the results obtained"

Pjotr Hesseling

Summary

In this chapter the results of the research are reviewed and discussed 

in three successive stages, corresponding with the three forms of 

analytical method employed - descriptions, associations, explanations.

For the first stage, short summaries of the descriptive analyses con

tained in the appendices are juxtaposed in order to provide an overall 

account of the training system as a whole. The results of testing the 

hypothesised associations between variables in that system are then 

given. Finally multiple regression analysis is used with the strongest 

associations in order to offer a theoretically consistent view of how 

the key variables interact to influence the outcomes of training in 

terms of work performance changes.

Throughout the sequence these results are the subject of comment aimed 

at clarifying the usefulness of the methods and the implications of 

the findings.
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A. Results by Description

The previous chapter introduced the instruments and methods of 

analysis used for gathering and processing the basic data of the 

study, comprising both information and judgement on what is happening 

at key points in the management training course system. Each of 

these 7 first-stage instruments has been located within the system 

model at figure 39, cross-referenced to the appendices, and has had 

its major purpose, principal features and method of administration 

outlined.

The results of analysing data from the use of these 7 descriptive 

instruments are incorporated in Appendices 18, 19, 20, 23, 25, 28 and 

29, which contain detailed information required for understanding the 

meaning of the findings they reveal. What may be helpful, however, 

is a succinct account of the overall system as seen at that time by 

the parties questioned, so that their wide-ranging descriptions may 

be expressed in a more compact and integrated form.

At the price, therefore, of some loss of detail and variation a broad 

overview of the findings from the use of each of these 7 instruments 

will be offered, with brief comments on their significance for the 

research as a whole.

1. "NHS Middle Management Training; The Views of One Region's 

Top Managers"

The report of these findings from 19 interviews can be seen at
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Appendix 18 and an extended commentary by the researcher on its 

implications is at Appendix 20.

A one-page summary of the report (Appendix 19) shows that its salient 

features include;

evidence of increasing demands for improved middle managers' 

performance.

top managers' limited use of management training as a resource for 

organisational improvement.

the courses seen primarily for the individual's personal benefit.

a wish for the courses to continue, despite limited evidence of 

their impact.

recognition of top managers' responsibility for their organisation's 

management development policy.

need for more line management involvement in preparation and 

follow-up of courses.

little contact between regional trainers and course members' 

organisations,

need for more management development within those organisations.

To this picture the commentary added discussion of issues arising from 

the evidence of a gap between the training provided by the regional 

training department on the one hand and the needs and interests of top 

managers in the parent organisations of course members on the other;



- 399 -

course learning objectives (02 in Hamblin's model, figure 31) 

derived from the assumptions of the trainers rather than the 

objectives of trainees' organisations (04/05).

the generally low level of expectation or pressure within their 

organisations for course members' subsequent work performance 

to improve.

the need for a wider range of options for management development, 

including organisation-based forms .

The significance of this particular study in the fieldwork lies in the 

direct evidence it adduces, from top managers in course members' 

parent organisations, of the expectations and assumptions likely to 

characterise the workplace situation from which members come to the 

course and to which they return. It is important to have such 

evidence because of the prospect that the extent of this organisational 

expectancy is both influential on work performance and likely to vary 

from place to place. One example is cited in the Commentary of a top 

manager who was highly expectant of noticeably improved performance of 

course members related to specific objectives and problems in the 

organisation, and was able to demonstrate numerous such improvements ; 

but the more usual circumstances described in the report imply that 

members were likely to come to the course without particular organis

ational targets or briefing.

Data on top managers' views of middle management training therefore 

form part of the background of understanding needed for the design and 

interpretation of situationally appropriate research in this field.
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Extensions or replications of the present study might reasonably aim 

to secure evidence of this kind from all the nominating parent 

organisations and establish whether the picture is markedly different 

at senior (second-tier) level, i.e. closer than top management to the 

particular sphere of work of middle manager course members. In time 

it may be possible to measure more precisely the components of, and 

variations in, this organisational dimension, and to assess the 

relative "distance" between the needs of different organisations for 

improved performance by middle managers and the assumptions on which 

their training is in fact designed.

An off-shoot from the evidence of limited knowledge amongst top 

managers of alternative ways of developing managerial ability was 

the manual "Management Development Options in the NHS" (Appendix 3).

2. and 3. "How is the Middle Manager Managing?"

The reports of these pre-course questionnaire analysis findings can 

be found at attachment 1 of the post-course questionnaires (Appendix 26), 

since this was the medium selected for the feedback of summarised

results to the 302 respondents, the teachers and the training sponsors.

The major functions of these analyses were to assess, against a check

list of skills and knowledge, the pre-course levels of members'

competence, as perceived by course members themselves and their 

immediate superiors, for comparison with post-course levels; and, 

through contrast of that competence with the importance of each item, 

to identify the extent of training needs as individual profiles which 

could be summarised for courses, professions, regions, etc. (attachment 1, 

tables 19 to 22).
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The limitations of the unanchored rating scales used to produce these 

judgemental data have been stressed, and the process of summarising 

them through calculation of sums and means itself assumes equal 

interval measurement where ordinal measurement has already been 

argued to be more realistic. But the broad overall picture which 

emerges of certain major training needs consistently appearing in the 

upper half of the rank orders for Wessex and Oxford, as perceived by 

course members and their immediate superiors, does serve the purpose 

of raising questions about the overall coverage of the course teaching, 

as well as assisting in the reasoned selection of optional studies 

where offered. These relatively widespread major training needs over 

the period of study were, in order from the highest:

S6 handling industrial relations

K1 knowledge of legal and safety responsibilities

S17 analysing working methods

S22 analysing costs and benefits

S3 interviewing for selection

321 controlling budgets

SlO working in committees and groups

38 planning work

3 9 public speaking

(for full definitions see the questionnaires)

At the time of the fieldwork - and without assuming that the course 

itself represents the best means of meeting the needs covered in this 

list - it did raise important questions as to whether sufficient 

training time was being devoted to the analytical skills underlying 

quantitative and financial management, and to the legal responsibilities
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involved in health care practice and safe working, compared with the 

other areas of major training need listed (see the published course 

programmes. Appendices 7 to 10 for Wessex, 11 to 15 for Oxford).

Other relevant points which emerged from the use of these pre-course 

questionnaires were;

the checklist of skills and knowledge, based on a nationally- 

endorsed formulation whose origins have been traced (see above 

p. 251/2 and Appendix 5), was acceptable as a whole in both 

regions, having been expressed at a sufficiently broad level of 

generality to avoid the need for separate job-specific lists for 

each profession represented. Further refinement could come from 

splitting, for separate rating, certain related skill clusters 

which had been brought together under the same heading for 

convenience : those picked out by 3 or more respondents were

SI, 86, 89, 810 and 821.

training needs overall were seen in very similar terms by both 

course members and immediate superiors.

the multiple perspectives, designed into the use of the instrument 

as a protection for responsible judgements, led to a joint 

discussion of training needs between course member and immediate 

superior in a slight majority of cases, the questionnaire assisting 

those discussions in the view of a substantial majority of those 

involved.

the instrument was widely acceptable, the approximately one hour 

needed to complete it being regarded as time well spent by the 

great majority of respondents.
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non-respondents were few in number and confined largely to 

immediate superiors (who did not normally meet the researcher as 

course members did).

The significance of this aspect of the fieldwork, then, arises from 

its general acceptability as a means of obtaining, from the pre-course 

situation, evidence of the middle manager's competence and training 

needs as seen from the perspectives of the two people best equipped to 

make the necessary judgements. That process appears to be conducive 

to constructive pre-course discussion between them such as might con

tribute to the alignment of their subsequent efforts to integrate what 

is learned in the classroom with the needs and opportunities of the 

workplace. Whilst capable of further refinement and validation, and 

not claiming to identify deeper needs in the attitudes and approaches 

to work, the completed questionnaires can serve both as a basis for the 

exercise of individual choices between study options and, cumulatively, 

as an aid to keeping training objectives and content sensitive to 

changing needs.

An off-shoot of the use of this instrument has been its further 

revision, including the removal of references to courses, to assist in 

identifying the needs of middle managers who are not necessarily to be 

nominated for a course and work in health authorities where several 

management development options are available, on or off the job.

4. "What is the Middle Manager Learning?"

Appendix 23 contains accounts of a number of exploratory studies.
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undertaken at Portsmouth Management Centre, directed primarily at 

establishing the extent to which course members' reactions to the 

teaching, their learning of management skills and knowledge, and their 

end-of-course estimate of prospects for using their learning at work, 

could be acceptably measured with the co-operation of participants and 

teachers.

With the focus firmly on the conditions for useful measures, rather 

than on the data themselves, the results of this component of the 

fieldwork are expressed for the most part in the narrative of the 

report itself, illustrated by the instruments referred to and 

supported by the comments (at annexe 13 of the appendix) of the 

Centre's co-ordinator for the Wessex courses at that time. Miss 

Pamela Thornley. The major points from this collection of findings 

may be summarised as follows :

it proved possible to secure, analyse and feed back to members and 

teachers the broad reactions of course members to the interest, 

relevance, enjoyment and presentation of a session or sequence of 

teaching within about an hour of its completion; but this rapid 

and comprehensive coverage was regarded as unnecessary after the 

most obvious deficiencies in teaching had been remedied by such 

means,

the testing of knowledge of management topics before and after the 

teaching could be undertaken in a way that attracted the interest 

and support of most members and teachers, in particular by showing 

which members are having difficulty in understanding, and which 

teachers in conveying, the key teaching points; but the limit of



- 405 -

test toleration by those involved risked being exceeded if more 

than some 20 minutes were required for each topic.

acceptability of testing depended considerably on how it was 

introduced - particularly pre-teaching tests on which members were 

unlikely to score highly. The most acceptable approaches involved 

close integration of the testing within the teaching, avoiding any 

special emphasis on the test situation or the teaching points to be 

tested.

positive shifts were recorded in thé attitudes of members to the 

ease of understanding, and their adequacy in coping with, each of 

the management topics.

the testing of managerial skills before and after the teaching 

proved to be far more problematical than identifying gains in 

knowledge or attitudes, primarily because of the time and 

observational skill required to establish, by generally recognised 

standards on an agreed scale, the demonstrated skill of each course 

member on at least two separate occasions, particularly in a group 

situation. Radical redesign of the course would be needed for 

increments of management skill to be identified, and only tentative 

steps in this direction were taken during the fieldwork.

a questionnaire was developed during the series of Wessex courses 

aimed at assessing members' optimism or pessimism that there would 

be noticeable differences in their management at work in 6 months' 

time, in what dimensions of activity these might show and which 

factors might help or hinder the process.. The results for 49 to 

79 members are shown in the report, influenced design of the post-
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course questionnaire and were included in the tests of association 

(see below, section B) as a possible correlate of eventual work 

performance outcomes.

The principal contribution of this stage of the research was to 

illuminate the prospects for a more objective, but acceptable, 

approach to the determination of learning gains than had previously 

been attempted in NHS management courses, where the assumption that 

members should not or could not be tested was of long standing. This 

issue is of more than theoretical interest insofar as such coursés 

purporting to develop knowledge, skills or attitudes have not been able 

to have the extent of their success or failure demonstrated in this 

basic function, which is assumed to be at least one precondition of 

improved management at work. So the need for a useful and acceptable 

method of measuring managerial learning arguably lies at the roots of 

management development.

The report makes clear the limited progress made in this field, 

particularly in skill testing, and much time and effort will be 

required to further develop and validate suitable measures and methods, 

eventually involving untested control or comparison groups in an 

experimental or quasi-experimental design, aimed at distinguishing the 

effects of the teaching from that of the testing itself. But limited 

advances were made in the exploration of the conceptual and practical 

issues involved, so as to constitute some of the components of a frame

work for understanding of the problem. In time, further work may 

produce a more objective methodology to replace the retrospective self- 

assessment of overall learning gain, which was the substitute employed
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in the present research as the principal measure for tests of 

association with performance outcomes,

5. "Learning and Evaluation; The Views of One Management Centre's 

Teachers"

The findings distilled from these interviews with the 10 teachers at 

Portsmouth Management Centre, reviewing the impact and value of the 

testing programme (reported at 4. above) in the light of their 

teaching aims for the Wessex courses, can be found at Appendix 25. 

They may be summarised thus ;

teachers were generally content with their published learning 

objectives (see Appendix 7), subject to any revisions arising from 

the present research, and were concerned that the learning should 

lead to work performance improvements.

the need was widely recognised for feedback to teachers of 

evidence of course members' training needs in relation to work 

performance requirements, their reactions to the teaching, and the 

extent of their learning during the course .

most, but not all, of the teachers regarded the exploratory 

research work on members' reactions and learning as welcome 

because of its encouragement to a business-like approach to 

learning, its indicators of where the teaching might be improved, 

and its identification of members in need of help.

the majority of teachers saw a permanent place for learning tests 

of an increasingly objective nature, aimed at complementing the
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subjective evidence of learning available. Redesign would be 

needed to provide time for skill testing and discussion of results 

with course members, whilst further validation of tests for 

knowledge gains and their retention would be a precondition of 

wider use, with careful monitoring of members' reactions to the 

use of these measures.

The main impact of this stage of the research lay in its reassurance 

that the efforts devoted to securing more substantial evidence of what 

is happening in the classroom were generally welcome to the experienced 

teachers involved in the Wessex courses, and were seen after 18 months' 

exploratory work as having potential for a permanent place in 

monitoring the impact of their teaching. The usual "measure" of 

classroom learning in NHS management training course has been members' 

self-assessed reactions and, whilst this has a place in the feedback 

role of evaluation and cannot at this stage be superseded, the results 

of developing and testing a variety of instruments in a variety of 

conditions at Portsmouth Management Centre has served to identify a 

number of the conditions required for progress towards a more precise 

measure of the management learning to which such courses are directed,

6, and 7, "How has the Middle Manager been Managing since the Course?"

The results of analysing data provided by the 193 respondents com

pleting both pre- and post-course questionnaires are incorporated as 

narrative reports, supported by tables and figures, in Appendices 28 

and 29 for Oxford and Wessex respectively.
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The post-course questionnaire was wide-ranging in its attempt to obtain 

evidence of post-course work performance changes attributed to the 

training; to secure a valuation of those benefits, and associated 

costs, against specified criteria; and to explore the training and 

non-training factors which might influence the work outcomes. Moreover 

it would be possible to analyse and report on the resulting data in a 

number of ways - by course, by profession, by region, etc., etc. The 

choice for present purposes has been to summarise drastically the Oxford 

and Wessex reports, and to contrast their principal results, because 

comparison begins to provide some sense of the potential range of the 

findings from such a study, and thus to give life to what would other

wise be purely descriptive accounts. These inter-regional comparisons 

are used in the testing of hypothesis HB2 in section B.

Notable points from the post-course analyses thus include;

in section I (which concerned changes in the individual officer's 

competence in specific managerial skills and knowledge from pre- 

to post-course, where attributed to the training), the perceived 

gains in Wessex were markedly greater than those in Oxford. In 

both regions the gains were more substantial in the skills related 

to communications and the management of people than in other areas 

of skill or knowledge (Cf. figures 51/52 and 70/71 in Appendices 

28 and 29 respectively).

in section H  (which concerned changes since the course in the 

officer's underlying attitudes and approaches to managerial work, 

where attributed to the training), the gains perceived in Wessex 

were again substantially greater than those in Oxford. Immediate
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superiors shared with course members a broadly similar view of the 

extent of these changes and their attribution to the course, 

particular prominence being given to growth in the level of self- 

confidence; the consideration of wider implications before making 

decisions; the questioning of existing assumptions and ways of 

working; and the use of a team approach to management (Cf. tables 

25/26 and 34/35).

in section IH (which concerned the extent to which projects and 

action plans made to apply the learning at work are achieved and 

how far this could be attributed to the course), Wessex greatly 

exceeded Oxford in the number of plans made per course member, 

their scope and difficulty, their achievement and the extent to 

which the immediate superiors were aware of, and involved in, 

those plans (Cf. tables 27 and 36). This was consistent with the 

stronger emphasis laid on project work in Wessex (where it provided 

a major focus for the tutorial visits paid to course members and 

their immediate superiors at the workplace between the modules of 

the course) than in Oxford (where the importance of action planning 

was urged by tutors on the course but without workplace visits or 

other systematic contact with immediate superiors). In summarising 

the benefit, for the individual and his organisation, of involvement 

in efforts to implement such projects and plans, Wessex course 

members and their immediate superiors gave very much higher ratings 

than their counterparts in Oxford, although two-thirds of the latter 

fell above the mid-point of the scales used (Cf. figures 53 and 72).

in section HZ' (which concerned any changes in the overall effective

ness of the officer's unit or department, where attributed to the
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course) many more such course-attributed changes per person were 

recorded in Wessex than in Oxford (Cf. tables 28/29 and 37/38).

Those in Wessex ranged widely over aspects of organisational 

functioning and included some with specific financial savings 

estimated to total £23,500 p.a. Compatibly with this, some two- 

thirds of course members and senior officers in Wessex, compared 

with about one-half in Oxford, rated above the mid-point of the 

scale the benefit deriving from course attendance for the overall 

effectiveness of the parent organisation (Cf. figures 54 and 73).

section V (A) comprised answers to questions concerning the value 

which respondents placed on the evidence elicited in the preceding 

four sections. Following suggestions by respondents of additional 

benefits which might feature in any revised list of changes in 

Attitudes and Approaches to work (notably a broader perspective of 

the officer's role, the opportunity for personal stock-taking, and 

a mental stimulus to further effort), respondents overwhelmingly 

confirmed the completeness of the evidence on effects attributed 

to the training in their answers to sections I to ly. These effects 

met, or exceeded, the expectations of Wessex respondents to a 

noticeably greater extent than those of Oxford's; about 1 in 10 of 

all Wessex replies indicated disappointed expectations, compared 

with 1 in 7 for course members, and 1 in 3 for immediate superiors, 

in Oxford (Cf. figures 55 and 74). Notwithstanding a marked 

difference in the costs of the two regions' courses (£98 per course 

member per week in Wessex, £35 in Oxford), a substantial majority 

of replies in both regions rejected any financial yardstick in 

judging the worth of the training, the dominant criterion for at
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least 8 out of 10 respondents of both regions being improved 

performance at work, thus confirming the rationale of the research 

in searching for measures of outcome in that form. Against that 

criterion, and as a culminating judgement of value, Wessex respond

ents regarded the expenditure of time, effort and money devoted to 

the training as more fully justified than their counterparts in 

Oxford: on a 4-point scale from "not at all justified" to

"completely justified" the following percentages of respondents 

made their judgements above the mid-point (Cf. figures 56/57 and 

75/76) -

WESSEX OXFORD

members superiors members superiors

in the officer's 81 69 71 52
current performance

in the organisation's 71 72 66 42
current performance

In this way the total perceived effects of the training on the 

individual and the organisation were valued on a comparative 

basis in two regions by course members and immediate superiors 

against a criterion of their choice.

section V(B) was concerned with factors which, in the post-course 

period, influenced the application of course learning at the 

workplace. In both regions immediate superiors were in broad 

agreement that course members' efforts to use the learning were 

aided by personal characteristics, but constrained by the limit

ations in the scope and resources of the job: organisational

factors, such as the extent of support by work colleagues, were
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generally helpful but found to be a hindrance by a minority of 

course members, and the relevance of the course itself was seen 

as a more powerful help in Wessex than in Oxford (Cf. tables 30/31 

and 39/40). The retrospective assessment by members of learning 

gained on the course (necessitated by limited progress with more 

objective measures discussed under instrument 4. above) was 

virtually identical in Wessex and Oxford, although in the latter 

region immediate superiors were much less confident than course 

members that a good deal had in fact been learned (Cf. figures 58 

and 77). Answers to questions about the extent and usefulness of 

follow-up (e.g. through post-course discussion between course 

member and immediate superior, fresh responsibilities or targets 

set, new proposals for change, links with other former course 

members) showed a generally similar picture in both regions, with 

these or other forms of follow-up being revealed as far from 

comprehensive. Where such efforts had been made they were widely 

regarded as valuable, and post-course discussions, where held, 

lasted on average between 40 and 55 minutes; but it was stated by 

many, course members and immediate superiors alike, to be a matter 

for regret that they had devoted too little time to preparation and 

follow-up, whether separately or together.

. section V(C) consisted of replies to questions concerning the 

course member's job, and the impact of the research itself. The 

former group was aimed primarily at securing data on variables 

(e.g. length of experience as a middle manager, time since 

completing the course, extent of previous management training) for 

testing hypothesised relations with previous and new learning, 

performance changes, etc.; but, of more general interest for
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descriptive purposes, two-thirds of the course members in Oxford, 

and four-fifths in Wessex, judged that their jobs were at least 

50% managerial as opposed to professional or technical (Cf. figures 

62 and 81). Immediate superiors, asked to contrast the development 

of their nominated course member since the beginning of the course 

with that of a simulated "control" (see question 5.24 of post-course 

questionnaire. Appendix 26, for full definition), regarded the 

member's development as more extensive in 43% of the responses in 

Oxford and 60% in Wessex (Cf. figures 65 and 84). Turning to the 

impact of the research, the most widely preferred time for the main 

evaluation of post-training effects was judged to be 6-12 months 

after the end of the course, which is useful information for future 

studies of the kind reported here (Cf. figures 66 and 85). Section 

I of the questionnaire (focussed on the individual) was generally 

regarded as the easiest in which to distinguish course effects from 

other factors, and section BT(focussed on the organisation) the most 

difficult (Cf. figures 67/68 and 86/87). The widely prevalent view 

of respondent course members and immediate superiors in both 

regions was that their participation in the research had been of 

interest and value to them and an acceptable claim on their time 

(a view for which a majority would have remained even if all non

respondents had judged the contrary), but the majority of course 

members - by contrast with immediate superiors - did not accept that 

this research involvement had produced greater co-operation between 

the two parties beyond its previous level. Most respondents found 

that completion of the questionnaire required at least 90 minutes, 

and regarded this as time well spent. The fact that about one- 

third of respondents in Oxford and a quarter in Wessex found the
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questionnaire difficult to follow suggests that its further

development might usefully involve a degree of simplification.

The significance of this first post-course stage of the research 

lay in its capacity to gather a usable volume and range of evidence 

on the perceived effects of management training on subsequent work 

performance, for the purposes both of describing and comparing 

(between regions or otherwise) the impact of the training, and of 

providing a data base for testing associations between variables (see 

section B below). Previously there did not exist a systematic means, 

found acceptable and useful by most respondents, for securing assess

ments of course-attributed performance changes over a range of 

categories, accepted as comprehensive by the great majority, on which 

judgements of value could be made.

The limitations of the instrument and its use have already been 

stressed or are readily apparent; the reliance on subjective assess

ments on unanchored rating scales; the length and complexity; the 

absence of absolute standards of excellence so that "high" and "low" 

scores are only relative to each other. But, with the prospect of 

simplification of the instrument (since not all the questions would 

need to be asked routinely), progress towards more objective measures 

of more precisely defined variables (gradually replacing or 

supplementing the present subjective data), and extension of use to 

other health authorities (so that the range of possible results 

becomes clearer), it is conceivable that this approach could form 

part of a regular and widespread evaluation strategy. Moreover it 

may be that the underlying framework of the instrument, with its pre
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training counterpart, could be adapted for use in identifying training 

needs and effects over a wider range of management development 

activities than middle management courses. Certainly the evidence of 

full post-course documentation from 64% of the original pre-course 

population of 302, despite the long gap between the administration of 

the two instruments (requiring 60 and at least 90 minutes respectively 

to complete), suggests that there is a reasonable prospect of diligent 

co-operation by most NHS managers in work of this kind, a prospect 

which was previously in some doubt.

An off-shoot from the evidence of limited systematic preparation and 

follow-up of course members with the help of immediate superiors and 

teachers was the production of a manual on good practice in this field 

which has been distributed nationally (see Appendix 2).

Looking finally at the impact of these seven instruments as a whole, 

their significance to the research may be seen to arise from their 

use, at key points in the workplace/classroom/workplace management 

training course sequence being studied, for the evaluative purpose of 

securing, analysing and feeding back evidence of system functioning, 

as depicted at figures 32 and 39. This provides the basis both for 

practical decision-making by the parties concerned and for the testing 

of theoretical propositions. In the present research, with its 

generally exploratory character, not all the instruments were used in 

both regions, and replication in more settled and controlled conditions 

would be essential to assess what confidence can be placed in the 

findings from such an approach. Nevertheless, on present evidence 

and without denying the need for further improvements already referred
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to, all seven instruments would be needed to make possible a system-

wide evaluation strategy of which the principal component tasks would

be ;

1. take measures of the pre-training situation from multiple 

perspectives, including the individual's competence and needs, 

and the organisation's plans and problems

2. measure the reactions of learners, and the development of skills, 

knowledge and attitudes during training, as objectively as possible

3. after an appropriate interval, take measures of the post-training 

work situation, allowing for any retrospective adjustment of pre

training judgements in 1. above, in order to determine pre- to 

post-training changes in work performance

4. provide also for unexpected or unwanted changes and those seen 

only in retrospect, again from individual and organisational 

perspectives

5. distinguish the contribution to these changes made by the learning 

during training as opposed to all other factors influencing the 

work situation

6. take measures of factors helping or hindering the application of 

learning in work performance

7. check for completeness of the evidence of effects attributed to 

training and feed back to appropriate parties, with evidence of 

training time and costs
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8. secure their judgement, against identified criteria, of the value

of the training in the light of this evidence

9. monitor the impact on the parties concerned of the process of 

obtaining this evidence

10. use control groups and randomisation as far as possible

11. gain familiarity with the idiosyncracies of the overall system

through contact with line managers and teachers/trainers

12. where appropriate, advise how the system's functioning might be 

changed to increase its productiveness

At such a level of generality the major impact of the seven 

instruments has been to develop and provisionally test an integrated 

strategy for systematically evaluating management training which may 

have implications beyond the specific NHS situation studied.
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B. Results by Association

The previous section has shown how descriptive data from the fieldwork 

were categorised, summarised and made available to the parties con

cerned in the training courses studied, and how this provided a basis 

for comparisons of work performance changes attributed to training, 

such as might be used more widely and systematically.

However, nothing can be deduced from these summary descriptions as to 

the relationship between the variables measured, such as might assist 

the task of understanding how the system functions. In this section, 

therefore, the results of testing the strength of associations between 

variables relevant to the priority research problems will be presented 

on the basis of hypotheses which have already been introduced in the 

preceding chapter's discussion of methodology. These hypotheses have 

been located, with the help of figure 38 (which is reproduced overleaf 

for convenience), in a conceptual framework of assumptions about the 

links between learning, work performance and a wide range of individual 

and organisational factors which emerged from discussion of theories 

of organisation, management and learning in the early chapters.

The final schedule of hypotheses (Appendix 32) therefore explores a 

number of key relationships, for which measures (however crude in some 

cases) exist, without any assumption that they are comprehensive : 

indeed this would be intrinsically unlikely, given that factors of 

intelligence and personality could not be measured within the bounds 

of the present research. The hypotheses, preceded by the researchable 

question to which each of them is addressed, are arranged in seven
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groups which explore influences on, and perceptions of, the central 

processes of acquiring new learning and using it in work performance. 

Operational definitions of the variables are indicated in the schedule 

by reference to the instruments and questions used to secure the 

measures, see Appendices 21/22 (pre-training). Appendix 23 (course 
learning) and Appendices 26/27 (post-training); but a table of 

definitions and code references will be given at the end of this 

section, for those variables found to be strongly associated with 

work performance outputs, in order to assist interpretation of the 

subsequent path analysis. The data were coded for computer 

processing and analysis through the programme Statistical Package 

for the Social Sciences Version 6, under the direction of Mr. Andrew 
Long, lecturer in quantitative aspects of management at the Nuffield 
Centre for Health Services Studies, University of Leeds. Use of non

par ame trie tests of association for this stage of analysis has already 
been discussed as an aspect of methodology in the previous chapter.

Use of the computer greatly facilitates the testing of hypothesised 

relationships between variables and, bearing in mind the desirability 

in exploratory research of using multiple measures, a considerable 

amount of data has been generated from which only the salient evidence 

has been selected for inclusion in this section. Moreover, although 

the information about learning is particular to the course member, 

that which concerns work performance has been built on the perceptions 

both of course members and of their immediate superiors, so that for 

some hypotheses such as HB3 (which is arguably the most important in 

that many variables, including achieved learning, are related to a 
composite measure of overall course-attributed performance gain, com

puted as in Appendix 35), the relationships have been tested based on
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data from;

1. all course members (max, 116) and all immediate 

superiors (max. 77); and

2. those cases where pre- and post-course data are 

available from both a course member and his 

particular immediate superior (max. 58 pairs, i.e.

116 people); and

3. in Wessex and Oxford separately; and

4. in Wessex and Oxford together.

Only where there is reasonable consistency between these alternative 
measures of association are the results reported here.

HAl Associations with Measures of Pre-Course Learning

Two measures of pre-course learning (i.e. the level of learning,
previously acquired, with which the course member starts the

course) were used;

A. results of the pre-teaching tests of knowledge (Wessex 

only)

B. the levels of competence assessed in the pre-course 

questionnaires by course members and their immediate 

superiors.
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A. Results of pre-teaching tests of knowledge as an overall measure 

for 3 Wessex courses were cross-tabulated with measures of course 

members'

1.1 length of time worked in middle management

1.2 previous attendance at a management course

1.3 proportion of the job managerial, assessed by members

1.4 age

1.5 sex

1.6 profession

1.7 role (line or staff)

Using Spearman's rho as a rank order measure of correlation, a 
negative coefficient was found between pre-teaching test results 
and age, of -0.55 at the .1% significance level with an n of 32, 

thus accounting for 30% of the variation in pre-teaching test 

results. The older the person the lower the scores on tests of 
this knowledge. No associations of significant strength were ' 

found with length of time worked at this level, previous manage

ment course attendance, the management proportion in the job, 

sex, role or profession.

• B. From up to 3 weeks before the training began, all respondent 

course members in Wessex and Oxford assessed their level of 

competence at that time in 23 management skill areas which were 

grouped as skill in
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management of people 

communications 

organisation of work 

management of resources

Their ratings for each of the 4 groups, and overall, were con

verted to a percentage of maximum and cross-tabulated for each 

region with measures of course members' characteristics as for

A. above, 1.1 to 1.7.

Using Spearman's rho, positive coefficients were found between 

overall pre-course competence and;

1. the management proportion of the job

r significance n
^ level

in Wessex of .24 5% 59

in Oxford of .25 5% 51
2which thus accounted for (r̂ ) 6%, in each region, of the 

variation in that competence.

2. age

r significance n
 ̂ level

in Wessex of .37 1% 63

in Oxford of .07 - 48

which thus accounted (in Wessex only) for 14% of that

variation. (For the two regions together (n = 111) the

coefficient .27 was significant at the 1% level, accounting

for 8% of the variation.)
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3. length of time worked at middle management level

r significance n
 ̂ level

in Wessex of .44 .1% 62

in Oxford of .21 10% 50

which thus accounted for 19% (in Wessex) and 4% (in Oxford)

of that variation.

Summarising, the greater the managerial content of the job, the 

longer the time worked at middle management level, and the older 

the person - the higher his self-rated level of pre-course 

competence. No associations of significant strength were found 

between this measure and previous management course attendance, 

sex, profession or role.

The positive association of age with self-rated pre-course com

petence in Wessex is not necessarily incompatible with the earlier 

result under A. above which showed, for the same region, a 

negative association of age with certain pre-training knowledge 

test results; but rather illustrates the use of two different 

measures of pre-course learning. The knowledge tests were being 

developed experimentally at the relevant stage of the research 

and explore the learner's ability to answer correctly a series of 

questions of a cognitive nature ; the self-rating of competence 

is a subjective assessment of actual performance over an extended 

period on the job. it is readily conceivable that, with age, 

one's self-rating of practical ability might increase simultaneously 

with a decrease in the capacity to perform well in a pre-training
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test of knowledge of the related subject matter. Nevertheless, 

awareness of such associations can be useful in interpreting 

measures of pre-course learning, and more generally in taking 

sensitive account of the age of participants as an important 

factor in the conduct of management training, including the use 

of tests.

HA2 Associations with Measures of Learning Gain

IVo measures of learning gained during the course were used:

A. the difference between pre- and post-teaching results of 

test of knowledge (Wessex course members only).

B. a retrospective assessment of how much was learned, made 

by course members and immediate superiors on a 4-point 

scale in the post-course questionnaire (question 5.8).

These variables were cross-tabulated with measures of :

2.1 members' pre-course training needs, assessed by themselves 

and by their immediate superiors

2.2 the course's relevance to members' work, assessed by them

selves and by their immediate superiors

2.3 members' reactions to the course

2.4 members' age

2.5 sex
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2.6 profession

2.7 role (line or staff)

2.8 proportion of the job managerial, assessed by members only

Using Spearman's rho as a rank order measure of correlation, 

coefficients were found between course members' measure of B and

members' pre-course training needs

r significance n..............................s . . , . level.......................

(Wessex) of .15 - 51

(Oxford) of .33 5% 46

(all) of .21 5% 97

and between immediate superiors' measure B and

members' pre-course training needs

r significance n
® level

(Wessex) of .14 - 25

(Oxford) of .46 5% 19

(all) of .21 10% 44

Similarly, using Spearman's rho, coefficients were found between 

course members' measure of B and
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relevance of the course to members' work

r significance n
^ level

(Wessex) of .36 1% 51

(Oxford) of .38 1% 46

(all) of .37 .1% 97

and between immediate superiors' measure of B and

relevance of the course to members' work

r significance n
level

(Wessex) of .61 .1% 25

(Oxford) of .42 5% 19

(all) of .55 .1% 44

And, again using Spearman's rho, coefficients were found between 

course members' measure of B and

proportion of the job managerial

r significance n
^ level

(Wessex) of .20 10% 48

(Oxford) of .22 10% 46

(all) of .18 5% 94

This indicates associations between measures of those who learned 

most and those who had the most extensive training needs before 

the course; those who perceived the course as most relevant to 

their work; and those who perceived their jobs as having the 

highest managerial content. No significant association was
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found between any other of these variables and the chosen 

indicators of learning A. and B. in their form as an overall 

measure. In more detailed analysis of measure A., dis

tinguishing each of the teaching themes tested and using 

Spearman's rho, coefficients of correlation were found between 

pre- to post-teaching test results in quantitative management 

techniques and:

perceived course relevance

of .39

significance n
level

5% 26

and

age

of -.35

significance n
level

5% 26

whilst, using Chi square and the contingency coefficient, an 

association was found between these quantitative management 

techniques results and

sex

bf .37

significance
level

10% 28

These results suggest that better learning test scores in this 

sub]ect were associated with younger people, with men rather than 

women, and with those who found the course as a whole more 

(rather than less) relevant to their work.
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Nevertheless, taken as a whole, no consistent view of the 

principal correlates of this learning emerged from these 

comparisons. Discussion has already stressed the limited and 

tentative nature of the measures of learning used, and it is 

likely that other variables (concerned for example with the 

learner's intelligence, personality and interaction with the 

teacher) are required in order to explore influences on the 

process of managerial learning more fully. It is nevertheless 

useful to find no association demonstrated with certain measures 

if only to concentrate attention bn others.

HBl Differences in Perception of Course-Attributed Performance Gain - 

between course members and immediate superiors

A percentage mark, representing overall performance gain (for 

the individual and his parent organisation) attributed notably 

to the course, was computed for each.course member on a composite 

scale built up from summarising measures in each of the first four 

sections of the post-course questionnaire (Appendix 27) as 

follows :

Section I - changes in the level of competence in managerial 

skills, 31 to 823, from pre- to post-course where 

attributed to the course (see tables 23 and 24;

32 and 33)

Section II - changes in attitudes and approaches to work, Al to 

A18, where attributed to the course (see tables 25 

and 26; 34 and 35)
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Section III - benefits to the organisation from involvement in 

course-related action plans and projects (see 

table 27 and figure 53, table 36 and figure 72)

Section IV - changes in the effectiveness of the officer's unit/ 

department, where attributed to the course (see 

tables 29 and 29, figure 54; tables 37 and 38, 

figure 73)

These four summarising measures were recoded to a common scale 

by reference to the maximum and minimum obtained scores for each 

measure, and were weighted for their likely relative contribution 

to the quality of health care management in consultation with a 

district nursing officer specialising in management development, 

as follows :

Section I measure X 2 )
)
)

focussing chiefly on the
Section II measure X 4 Individual

Section III measure X 1 )
)
)

focussing chiefly on the
Section IV measure X 3 Organisation

(These weightings could of course be adjusted if so indicated.) 

Each individual's composite scale value was then computed, 

representing his overall performance gain as a percentage of the 

maximum achievable, and the resulting two new variables con

stituted the gain score based on course members' performance

1. as judged by course members themselves (NEWVAR 1)

2. as judged by immediate superiors (NEWVAR 2)

Details of each stage of this computation in relation to the 

variables and scales involved are in Appendix 35.
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Since this hypothesis asserted that learners' course-attributed 

performance gains would be rated more highly by the course 

members themselves than by their immediate superiors, the 

comparison was made on the data provided by the 58 pairs of 

course member and immediate superior (i.e. 116 people) who com

pleted both pre-course and post-course questionnaires.

After coding to a common scale of minimum to maximum gain and 

weighting each section as indicated above the overall means of 

course-attributed gain were:

Course Immediate
Members Superiors

the 34 Wessex pairs 41.57 >  35.49

the 24 Oxford pairs 28,33 ^  27.08

thus supporting the hypothesis at that level of generality.

But this tends to hide variations in the make-up of the com

posite score, and the mean gain scores for each section of the 

questionnaire before recoding and weighting were, for all Wessex/ 

Oxford pairs together:

Section I 6.56 > 4.96

Section II .60 > .38

Section III 3.09 < 3.38

Section IV 2.62 < 2.64

and the hypothesis as set out in the schedule (Appendix 32) 

cannot be confirmed in that form. Indeed there was a consider

able commonality of view between course members and immediate
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superiors on the extent of course-related achievements, 

Spearman's rho showing coefficients (r^) for the correlation 

between these paired course members' gain scales and those of 

their immediate superiors

in Section , I of .30, significant at the 5% level, n = 58

in Section III of .54, significant at the 1% level, n = 27

in Section IV of .79, significant at the .1% level, n = 29

leaving only Section II (attitudes and approaches to work) with

a substantial difference of rating between the two parties.

HB2 Differences in Perception of Course-Attributed Performance Gain 

and Value - between regions

The same data were re-examined for their contrast between Wessex 

and Oxford in the extent of cour se-attributed performance gains 

as seen by course members and immediate superiors, but extended 

into contrasts of the valuation of these gains against criteria 

proposed in Section V of the post-course questionnaire:

q. 5.3 extensiveness of effects by comparison with what 

had been expected;

q, 5.6 justification of expenditure and effort

a) in the officer's current performance

b) for his personal benefit

c) in his organisation's current performance;

q. 5.25 comparison of the officer's development with that

of a "control" (asked of immediate superiors only).
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The cumulative means contrasted are as follows, with the number 

of respondents for each measure shown in brackets;

Oxford Wessex

Overall performance gains

course members 31.70 (53) < 40.69 (63)

immediate superiors 27.60 (25) < 35.49 (34)

Q. 5.3;

course members 3.18 (51) < 3.44 (59)

immediate superiors 2.77 (30) < 3.31 (39)

Q. 5.6 :

a) course members 1.78 (51) < 2.03 (58)

immediate superiors 1.58 (31) < 2.02 (42)

b) course members 2.06 (50) < 2.30 (57)

immediate superiors 1.90 (31) < 2.24 (42)

c) course members 1.72 (47) < 1.82 (55)

immediate superiors 1.48 (31) < 1.88 (42)

Q. 5.25:

immediate superiors 3.26 (23) < 3.60 (35)
(only)

These results are illustrated graphically by contrasting figures 

55 with 74; figures 56/57 with 75/76; and figures 65 with 84; 

in Appendices 28 and 29. The substantive significance of the 

extent and valuation of the course-attributed performance gains 

in Wessex by contrast with those in Oxford is readily apparent 

without further statistical work, thus supporting the hypothesis,
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HB3 Associations with Measures of Course-Attributed Performance Gain

Finally the same data on overall performance gain attributed to 

the course, as seen by course members and immediate superiors, 

were cross-tabulated with measures of a considerable range of 

factors which might have some influence on this outcome, as 

indicated in the hypothesis and the model (figure 38) at the 

beginning of this section. Analysis was by Spearman's rho or 

by Chi square as appropriate.

Only those variables having significant associations with 

overall performance gains are shown overleaf, based on data 

relating to the total numbers of course members and immediate 

superiors, and of course member/immediate superior pairs (Oxford 

and Wessex combined) : n is shown in bracket's , see table 1.

No associations of significant strength were found between this 

measure of performance gain and the remaining variables of age, 

sex, profession, role, previous attendance at a management course, 

managerial proportion of the job, or internal/external personality 

orientation - a factor suggested by the work of Hogarth (1977, 

op.cit.). This is of some importance insofar as certain of these 

more readily identifiable factors are shown above to have had some 

association with pre-existing learning at the start of the course 

and with learning gains during the course; but it would be 

difficult to use them as selection criteria in the absence of 

evidence that they have any significant influence on the 

subsequent work outcome.
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Performance gains as perceived by

All respondents

CoursetîiSbgFs
<"s> Matched pairs 

Coursel i i ^ s  Superiors

1. Learning gains, 
extent * * *  * * *.39 (97) .59 (44) * * **.30 (47) .59 (43)

2. Course relevance, 
extent * **.46 (116) * * *.49 (58)

3. Scope for
changes, extent * *.27 (116) * *.33 (58)

4. Pre-course 
discussion, 
length .18 (44) .23 (48)

5. Post-course 
discussion, 
length **.33 (54) .24 (56)

6. Non-training
factors, strength
- related to 

Individual
- related to the 
Job

- related to the 
Organisation

* ** ***.51 (116) .56 (59)
** **.25 (116) .39 (59)
* * * ***.42 (116) .55 (59)

***.48 (58)

.22 (58)
* * *.46 (58)

* **.56 (58)
**.39 (58)
* * *.56 (58)

7. Optimism about 
use of learning, 
strength **.22 (55)

8. Reactions to 
course, 
favourability .20 (116) * *.31 (58)

9. Pre-course
training needs, 
extent .19 (106) ,36 (58)

* significant at the 5% level, p ̂  0.05
** significant at the 1% level, p ̂  0.01

*** significant at the .1% level, p ^  0.001

TABLE 1 CORRELATES OF WORK PERFORMANCE GAINS 
ATTRIBUTED TO COURSE
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There remain the factors listed above where significance levels 

are reached for the strength of associations between overall 

course-attributed performance gains perceived by course members 

or immediate superiors, or both, and course learning; course 

relevance; scope for changes at work; pre- and post-course 

discussion between the immediate superior and the course member 

(taken as evidence of "boss support" for the latter); and non

training factors relating to the individual, the job and the 

organisation. Their variety gives support to the view that 

many influences are at work and that a multivariate analysis 

requires to be undertaken to explore their interaction in con

tributing to workplace performance. And the correlations 

between the extent of such performance gains and the favourability 

of participants' reactions to the course, and their optimism at 

the end of the course for the practical use at work of what they 

have learned, suggest the possibility that very early indicators 

of the eventual outcome may be available.

The majority of the measures are dependent on the judgements of 

the people directly concerned, as course member or immediate 

superior; and it is conceivable that over time an underlying and 

generalised opinion of favour or disfavour towards the course may 

develop, influencing responses to many questionnaire items. 

Substantiation of respondents' perceptions is desirable, in 

addition to the steps taken to urge a responsible approach to 

the task, referred to in chapter 7. But respondents' perceptions 

are nonetheless real for all that might be done to identify the 

evidence they are based on, and have remained the principal source 

of data.
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HB4 Post-Course Associations with Pre-Course Discussion between 

Course Members and immediate Superiors

The extent of pre-course discussion on training needs and 

objectives between the course member and his immediate superior 

was used as a measure of the active support available to the 

learner at work from his "boss": the relationship between this

and overall performance gain has been explored in HB3• The 

present hypothesis searched for any relationship between that 

pre-course discussion variable and measures of post-training 

activity at work:

1. post-course discussion between the same two parties

2. task-setting related to the training

and of respondents' view of the research:

3. interest attributed to their involvement

4. value attributed to that involvement

5. increase collaboration attributed to that involvement.

The importance of this lay in the possibility that all these 

variables might represent symptoms of a supportive work relation

ship which could be strengthened through the evaluation process 

itself.

The matched pairs of course members and their immediate superiors 

were evidently the most appropriate source of data for this 

hypothesis; and using Spearman's rho as a measure of correlation 

between the duration of pre-course discussion (from less than 15
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minutes, including nil, to 150 minutes or more) and that of 

post-course discussion, (measure 1 above) a coefficient of 

.46 (significant at the .1% level, n = 46) was found for the 

Wessex and Oxford respondents taken together. Separately the 

coefficients were .52 (significant at .1%, n = 28) for Wessex 

and .32 (significant at 10%, n = 18) for Oxford.

This finding is of importance insofar as, although no consistently 

strong direct associations were found between the remaining 

measures (2 to 5 above) and the duration of pre-course discussion, 

such relationships were apparent with the duration of post-course 

discussion, particularly in Wessex» Further work may clarify 

the nature of these links and the effect of using evaluation 

instruments to encourage more extensive collaboration between 

course member and immediate superior before and after the 

training.

HB5 Association between Time since Completion of Course and 

. Difficulty in distinguishing Course Effects

Question 5.29 in the post-course questionnaire asked how easy or 

difficult (on a 1-5 scale) respondent course members and 

immediate superiors had found it, in each of the questionnaire's 

four sections, to distinguish the effects of the training from 

other factors affecting the situation. These responses enabled 

an overall scale of ease/difficulty to be made, ratings on which 

were cross-tabulated with values of a variable for the time which 

had elapsed since completion of the course (question 5.23 of the 

post-course questionnaire).
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Using Spearman's rho, for course members, negative coefficients 

were found between the length of time since the course and the 

difficulty of distinguishing its effects:

r significance n
^ level

Wessex -0.37 .1% 56

Oxford -0.39 1% 45

which indicated that course members found it was easier to 

distinguish course effects the more time had elapsed since its 

completion. By contrast, for immediate superiors, positive 

coefficients were found:

Wessex 0.28 5% 31

Oxford 0.20 - 18

and, although significance levels were not reached in Oxford, 

where n was very low, the implication is that immediate superiors 

found it rather harder to distinguish effects of the course, the 

longer the lapse of time since it was completed.

The hypothesis was thus supported for immediate superiors in 

Wessex, and rejected for course members in both regions. This 

divergence of view is of some importance to the timing of future 

evaluation interventions in respect of course members and 

immediate superiors, insofar as the latter might well prefer to 

make their judgements of training effect and value sooner than 

the course members. This interpretation is consistent with 

replies from both parties to question 5.27 (Cf. figures 66 and 85 

in Appendices 28 and 29).
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Summary of Results

The results to date of testing the hypotheses developed in this broad

survey may be summarised by saying that there was evidence that:

1. factors associated with the level of learning with which members 

started the courses included age, the management proportion of the 

job, and the length of time worked as a middle manager;

2. particular subjects apart, the factors associated with learning 

achieved during the courses included the extent of pre-course 

training needs, the perceived relevance of the course, and the 

management proportion of the job;

3. overall course-attributed performance gains at work were in 

general perceived similarly by course members and immediate 

superiors;

4. overall course-attributed performance gains, and assessments of. 

their value, were consistently more substantial in Wessex than 

in Oxford;

5. overall course-attributed performance gains were associated with 

the extent of pre-course training needs; the extent of learning 

achieved on the course; its relevance to the member's work; the 

scope for changes at work; the duration of pre- and post-course 

discussions between the member and his immediate superior; non

training factors relating to the individual, his job and his 

organisation; the degree of his optimism for the application of 

learning at work; and his reactions to the course;
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6. the duration of post-course discussion was associated with that 

of pre-course discussion, between course member and immediate 

superior;

7. the difficulty of distinguishing course effects was associated 

with length of time since the end of the course, members finding 

it easier, and immediate superiors harder, with the passage of 

time.

The significance of this second stage of the research analysis lay in 

its capacity to show up some of the relationships within the system 

studied, using the data from the first, descriptive, stage to test 

hypothesised associations between variables. The associations thus 

revealed are no more than simple correlations between measures of two 

variables at a time without statistical control for the influence of 

others ; for this reason alone they cannot stand on their own without 

further analysis. Moreover many of the measures were relatively crude 

and need sharpening for use in deeper, more focussed studies against 

this background. But these initial correlations do move the inter

pretation of results some way from a system described to a system at 

work, where changes in certain key variables are accompanied by changes 

in others.

Amongst these variables attention must inevitably concentrate on those 

found to be associated with course-attributed work performance gains 

when testing hypothesis HB3. Partly this concentration reflects the 

limited evidence of correlations with another potential outcome 

measure - course learning - except in the negative sense that members' 

learning was found not to vary in relation to their age, sex.
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profession, role (line or staff), or reactions during the course: 

indications here are that the use of such easily-identified factors 

as age, etc., as selection criteria, which has sometimes been urged 

in the NHS, would not be justified in the absence of evidence that 

what is in fact learned on the course relates to these factors, any 

more than it reflects members' reactions to the course at the time.

But the primary reason for concentrating on the work performance 

outcome measures, which will be used as the main dependent variable 

in the path analysis of the following section, is that they constitute 

the evidence of results which respondents judged to represent the most 

important criterion of achievement for the training courses - what 

difference does it make afterwards at work? This stage of the 

analysis has helped the task of evaluation in "precipitating out 

those characteristics which influence results" (Weiss, 1972, op.cit.).
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C. Results by Explanation

Before presenting and discussing the results from this third and 

final stage of analysis, it may be useful to identify with greater 

precision the nature of the variables found in the second stage to be 

associated, to a greater or lesser degree, with post-course overall 

work performance gains attributed to the training. The multi

variate analysis applied here uses the simple correlational measures 

set out in table 1 as its starting-point, so that interpretation 

depends critically on understanding what the measures represent. 

Typically the variables have been defined operationally through the 

terms of the questions asked of respondents in the process of 

securing measures, and these elements are brought together to 

facilitate cross-reference. Using table 1 as a guide;

Performance Gains (variables NEWVAR 1 and NEWVAR 2 for the course 

member's and immediate superior's assessments respectively) are 

represented by an overall percentage mark on a composite scale 

computed as in Appendix 35 to summarise the perceived changes in 

the work performance of the individual course member and his 

organisation (see preamble to hypothesis HBl in section B above). 

These dependent variables will be decomposed- into their major 

elements in this final stage of analysis.

Learning Gains (variables VAR 644 and VAR 944 for the course 

member's and immediate superior's assessments respectively) are 

represented by a retrospective rating of how much was learned on 

the course, through a 4-point scale in reply to question 5.8 in
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the post-course questionnaire. Appendix 27. The objective 

testing of knowledge gains on Wessex courses at Portsmouth 

Management Centre was too limited in scope for use in this 

final stage.

Course Relevance (variables VAR 635 and VAR 935 for the course 

member's and immediate superior's assessments respectively) is 

represented by a retrospective rating of the extent to which the 

course as a whole was relevant to the member's job, through a 

7-point scale in reply to question 5.7.7 in the post-course 

questionnaire. This was not a measure taken before or during 

the course, which are arguably at least as appropriate in timing, 

and it may therefore be expected to reflect the perceived relevance 

of the course in the event rather than in prospect.

Scope for Changes (variables VAR 630 and VAR 930 respectively) is 

represented by a rating of how adequate is the scope for changes 

provided by the member's job, through a 7-point scale in reply to 

question 5.7.2 in the post-course questionnaire.

Pre-Course Discussion (variable VAR 179, assumed to be the same 

for both course members and their immediate superiors) is 

represented by a rating of the length of time (from none to 120 

minutes or more, in 6 divisions) devoted to discussion of the 

course member's training needs, between him and his immediate 

superior, to which the use of the pre-course questionnaire had 

led. This was asked of both parties at the end of that question

naire (Appendices 21/22) as a measure indicative of the level of 

support enjoyed by the course member from his "boss", but took no
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account of the possibility that pre-course discussion might have 

already taken place before receipt of the questionnaire.

Post-Course Discussion (variables VAR 647 and VAR 947 respectively) 

is represented by a similar measure to that of pre-course 

discussion but taken from both parties, in reply to question 

5.10/11 in the post-course questionnaire concerning the time 

devoted to any post-course or post-module discussions between them 

specifically about the course and its relation to situations at 

work. This separated the existence of such discussions from the 

impact of the research instruments, regarding which question 5.30 

was subsequently asked.

Individual Factors are represented by composite variables

(SCINDIV and SCBIV for course members and immediate superiors

respectively) based on their mean ratings, unweighted, on a

7-point scale of a number of non-training factors reflecting the

individual course member's own potential to influence the

application of course learning at work:

VAR 629 and VAR 929 ..• his basic mental agility

VAR 636 and VAR 936 ... his level of motivation to make
changes

VAR 637 and VAR 937 ... his level of adaptability

VAR 639 and VAR 939 ... his personal capacity to influence
others

VAR 640 and VAR 940 ... his personal capacity to take
initiatives

VAR 643 and VAR 943 ... his understanding of the processes
of change

No further definition was offered of these variables, which were 

scattered within the list of potential helps and hindrances to the
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application of learning at work at question 5.7 of the post

course questionnaire.

Job Factors are represented by similar composite variables

(SCJOB and SCBOB respectively) based on factors reflecting the

potential of characteristics of the course member's job itself

to influence the application of learning;

VAR 630 and VAR 930 ... the scope for changes provided by
the job

VAR 633 and VAR 933 ... the time available to make changes

VAR 634 and VAR 934 ... the resources available for necessary
changes

Again these were scattered within question 5.7 of the post-course 

questionnaire. VARs 630 and 930 had already (see above) been 

selected for separate correlation of its measures with those of 

NEWVARs 1 and 2 as an example of the possibility that individual 

items within such composites might be more closely associated with 

another variable than the composite itself. The make-up of these 

composite variables will be further discussed below.

Organisational Factors are represented by further composite 

variables (SCORG and SCBRG respectively) based on factors 

reflecting the potential of aspects of the organisation, within 

which the course member works, to influence his, application of 

learning :

VAR 631 and VAR 931 ... the support and guidance shown by his
immediate superior

VAR 632 and VAR 932 ... the support of his immediate
colleagues and subordinates

VAR 638 and VAR 938 ... the general climate or atmosphere in
the organisation
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VAR 641 and VAR 941 ... the interest in management training
shown by top management

VAR 642 and VAR 942 ... the level of adaptability shown by
his colleagues

See question 5.7 of the post-course questionnaire.

Optimism about Use of Learning (variable VAR 362, course members 

only) is represented by the end-of-course assessment by members on 

a 7-point scale (illustrated at Appendix 34) of their degree of 

optimism or pessimism that there will be noticeable differences in 

the way they manage, say 6 months after the end of the course 

compared with 6 months previously. The significance of its 

inclusion in table 1 lies in the possibility that measures of this 

variable might, at a very early and accessible stage, predict the 

eventual outcome with some accuracy as the course member mentally 

sums up the prospects for applying at work what he has learned, 

in the light of the influence he anticipates from the individual, 

job and organisational factors separately identified above.

Reactions to the Course (variable VAR 276, for course members only) 

are represented by tutors' retrospective assessments, on a 3-point 

scale, of the favourability or otherwise of the reactions to the 

course as a whole on the part of each of its members; see 

Appendix 23. Again, the predictive potential of measures of this 

variable is raised by its inclusion in table 1, although no direct 

measure was secured of members-' self-assessed reactions to the 

whole course at the time, which is the more normally understood 

measure of this variable and avoids the risk of failings of 

recollection or mistaken identity on the part of tutors sub

sequently asked to make retrospective judgements of this kind.
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Pre-Course Training Needs (variable TRNEED and BTNEED for the 

course member's and immediate superior's assessments respectively) 

are represented by the total number of major training needs 

identified on a 3-point scale by each respondent through 

completion of the third column of the pre-course questionnaire 

(Appendices 21/22) • This asked how far there was a training need

for greater competence, in 26 areas of management skill and

knowledge, after comparing the officer's present competence in

each against its importance in his job.

The Path Analysis

These, then, are the defined measures of the variables found in stage

2 of the analysis to be positively correlated with the post-training

work performance gains on which stage 3 chiefly focussed. Using 

NEWVAR 1 as far as possible as the dependent variable (y) for

illustrative purposes, because it has a higher n - otherwise NEWVAR 2 -

the relationship may be pictured as in figure 41, where the assumption 

of the correlation coefficients used (Spearman's rho, as in table 1) 

is simply that y is more readily estimated by knowledge of the values 

of X (an independent variable) in each case. But in this there is 

neither theoretical structure (of inter-relationship and sequence 

between the independent variables) nor statistical control (for the 

effect of each independent variable on the outcome after controlling 

for the effects of the others).

To move from this simple model of variables positively correlated with 

(and plausible contributors to) work performance changes, to a causal
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model of key relationships in a complex system culminating in those 

changes, transitions are needed which can be depicted in figures 42,

43 and 44, supported by the data in tables 2 and 3; 4 and 5; 6, 7

and 8. Each will be briefly outlined, prior to stating the 

assumptions of the methodology used so as to assist interpretation of 

the results obtained from this final stage of analysis. These 

transitions, which depend on path analysis based on multiple regression, 

involve a combination of theoretical interpretation with statistical 

control.

As the initial step, given that there are practical limits to the 

number of explanatory variables whose distinctive contribution to the 

outcome can be traced through path analysis, the independent variables 

defined above were thinned out by removal of multiple or inadequate 

measures of similar factors. Thus, VAR630/930 (Scope for Changes 

provided in the course member's job) was dropped because it featured 

again amongst the components of the composite variable SCJOB/SCBOB 

concerned with a number of influences from the member's job. VAR179 

(extent of pre-course discussion between course member and immediate 

superior) and VAR647/947 (post-course discussion) were similar measures 

of the level of "boss support" enjoyed by the member : of the two

VAR647/947 was retained because it was more precisely defined in the 

post-course questionnaire. And VAR362 (optimism or pessimism about 

the prospective application of learning) was deleted, for present 

purposes, despite its theoretical interest, because the measure had 

been used with only a limited number of the courses: its consequently

reduced n (=55) would have involved a substantial loss of data for 

the overall path model because multiple regression assumes a constant 

number of cases for all the variables involved in the computation.
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The result of constructing an initial path analysis relating the

retained explanatory variables to NEWVAR 1 (course members' perceived

performance gains) for Oxford and Wessex together is shown at figure

42. The figures along the pathways in this model (which assumes no

interlinking of a causal nature between any of the independent

variables) are path coefficients, i.e. estimates of the effect which

a single explanatory variable has after controlling for the effects

of the other explanatory variables; and the effects of all other

causes, i.e. the residual unmeasured variables extraneous to the

model, are calculated and indicated separately. The overall
2percentage of variation explained (R , R being the multiple correlation

coefficient) is 43%. Table 2 provides the Pearson correlation matrix

for the (uncontrolled) variables prior to the computation of these

(controlled) path coefficients, and table 3 shows the breakdown of
2this 43% initial prediction, R building most of its explanatory power 

with the first four variables, after which the remainder add little 

more as significance levels are lost.

It is convenient here to comment, by reference to tables 1 and 2, on 

the high degree of similarity, both in the size of the coefficients 

and their level of significance, between the Spearman rank order 

correlation coefficients for non-parametric data, on which the stage 

2 analyses were based, and the Pearson product moment correlation 

coefficients for parametric data, which make equal interval 

assumptions compatibly with the requirements of stage 3's multiple 

regression analysis. This selective use of Pearson measures has 

already been justified in the previous chapter's discussion of 

methodology: it cannot of course give ordinal data an interval



- 4 5 3 -

Variable | VAR276 VAR647 VAR635 TRNEED VAR644 SCORG SCJOB SCINDIV NEWVARl

VAR275 1.00
VAR647 .08 1.00
VAR535 .05 .05 1.00
TRNEED -.03 -.07 .09 1.00
VAR644 .05 .08 .44 .26 . 1.00
SCORG .01 .19 .22 .05 .17 1.00
SCJOB .03 .17 .35 -.03 .14 .40 1.00
SCINDIV .02 .06 .38 .23 .36 .44 .48 1.00
NEWVARl .16 .02 .43 .19 .43 .40 .28 .52 1.00

(n = 97)

Table 2 Correlation matrix of variables used in the initial path 
analysis of the course members' perception of overall gains in work 
performance (Wessex and Oxford)
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Figure 42 Initial path diagram of the course members' perceptions gf 
overall gains in work performance (Wessex and Oxford)
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Step and Variables Entered 2R change ' Significance -

Dependent Variable NEWVARl
VAR535 .19 .055
SCORG .10 .021

SCINDIV .05 .008
VAR644 .05 .042
TRNEED .02 .523
VAR276 .02 .091
SCJOB .00 .780
VAR647 .00 .396

Total R^ 43% (n = 97)

Table 3 Breakdown of the initial prediction of the course members' 
perception of overall gains in work performance (Wessex and Oxford)
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character, but the similarity of result from both methods does 

support the assumption that the data are not grossly violated by the 

use of a parametric method of analysis in this case.

As the intermediate step, the model was reformulated to provide for

theoretically assumed causal interlinking between the variables, in

particular the sequence with which their contribution is brought to

bear on the eventual outcome and the direction(s) of that influence.

The resulting intermediate diagram and path coefficients can be seen
2at figure 43, supported by tables 4 and 5, and R , the total percent

age of variation explained, was 41%, Table 4 provides the matrix of 

Pearson correlation coefficients for the variables used in figure 43, 

whilst table 5 shows how the percentage of explained variation was 

constituted step by step. VAR276 (members' reaction to the course) 

had been deleted because its Pearson correlation coefficient with 

NEWVAR 1 no longer reached the 5% significance level which it had 

marginally achieved in the Spearman correlation coefficient matrix, 

and because it had no significant relationship with learning or any 

other retained variable.

As to the underlying assumptions, it is evident that NEWVAR 1 was seen, 

compatibly with the conceptual framework of course-based management 

development presented in this thesis and depicted in figure 31, as the 

potential consequence of course learning (VAR644) under the influence, 

in the post-course stage, of a range of factors which have been 

grouped under the headings of SCORG, SCINDIV and SCJOB. The 

direction was clear insofar as learning preceded work performance 

change, not vice versa, and the grouped factors were seen as
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Variable VAR647 VAR635 TRNEED VAR644 SCORG SCJOB SCINDIV NEWVARl

VAR547 1.00
VAR535 .05 1.00
TRNEED -.07 .09 1.00
VAR544 .08 .44 .25 1.00
SCORG .19 .22 .05 .17 , 1.00
SCJOB .17 .35 -.03 .14 .40 1.00
SCINDIV .05 .38 .23 .35 .44 .47 1.00
NEWVARl .02 .43 .19 .43 .40 .28 .52 1.00

(n = 97)

Table 4 Correlation matrix of variables used in the intermediate 
path analysis of the course members' perception of overall gains in 
work performance (Wessex and Oxford)
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Figure 43 Intermediate path diagram of the course members' perceptions 
of overall gains in work performance (Wessex and Oxford)
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Step and Variables Entered R change Significance

STEP 1

Dependent Variable VAR644

TRNEED .07 .014
VAR535 .17 .421
VAR647 .01 .000

STEP 2

Dependent Variable SCORG

VAR544 .03 .102
VAR635 .03 .105
VAR647 .03 .078

Dependent Variable SCJOB

VAR535 .10 .002

Dependent Variable SCINDIV

VAR644 .13 .000
VAR635 .06 .008
TRNEED .02 .098

STEP 3

Dependent Variable NEWVARl

(i) SCORG .16 .032
SCINDIV .13 .000
SCJOB .02 .912

2Subtotal R |T%

(ii) VAR544 .07 .003
2Subtotal R 2%

(iii) VAR635 .03 .049
2Subtotal R 2%

Total R^ 41% (n = 97)

Table 5 Breakdown of the intermediate prediction of the course members’ 
perception of overall gains in work performance (Wessex and Oxford)



— 458 —

influencing that performance outcome rather than being influenced by 

it, or as influencing the course learning: conceptually the move was

from "if X ,  then y" in each of the correlations of stage 2, to "if x, 

then y under conditions of p, q and r" in the multivariate analysis 

of stage 3, In turn, course learning (VAR644) was itself seen as a 

potential dependent variable, i.e. coming within the effects of the 

extent of perceived pre-course training needs (TRNEED), "boss 

support" (VAR647), and relevance of the course to the member's work 

(VAR635), each of which might also influence variables further to the 

right of the model. Age, sex, role, etc., as pre-existing influences, 

would have entered the model in a similar left-hand position had they 

been found to correlate with the measure of learning chosen.

As the final step in the transition from simple correlations to complex

path diagram, the model was further refined, primarily by the deletion

of all paths whose coefficients were not statistically significant at

the 5% level, in order to take the form shown in figure 44, supported
2by tables 6 , 7  and 8, and giving a percentage explanation (R ) of 38% 

for NEWVAR 1.

One essential difference between figure 44 and its predecessor, figure 

43, lies in the disappearance of VAR647 and SCJOB as explanatory 

variables, as a consequence of their path coefficients having no 

statistical significance when controlled for the effect of preceding 

variables, thus indicating no causal relationship with the variables 

to which their pathways led. These deletions were made after 

examining the possibility that the negligible path coefficients might 

be due to an intervening variable, an alternative indicator, or a
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Variable VAR665 TRNEED VAR544 VAR635 SCINDIV SCORG NEWVARl

VAR665 1.00
TRNEED .08 1.00
VAR644 .18 .28 1.00
VAR635 .15 .10 .44 1.00
SCINDIV .25 .25 .37 .38 1.00
SCORG .11 .08 .19 .23 .46 1.00
NEWVARl .20 .18 .42 .43 .51 .39 1.00

(A = 97)

Table 5 Correlation matrix of variables used in the final path analysis 
of course members' perception of overall gains in work performance (Wessex 
and Oxford)
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Figure 44 Final path diagram of the course members' perception of 
overall gains in work performance (Wessex and Oxford)
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step and Variables Entered R change - Significance

STEP 1
Dependent Variable VAR644

TRNEED
VAR665

.07

.03
.012
.103

STEP 2
Dependent Variable SCINDIV

VAR644 .14 .018
VAR635 .06 .010
TRNEED .03 .081

STEP 3
Dependent Variable NEWVARl
(i)

(ii)

SCORG
SCINDIV

Subtotal R
VAR644
VAR535

Subtotal R

.15

.14
29%

.06

.03
9%

.052
,000

.005

.044

Total R 38% (n = 97)

Table 7 Breakdown of the prediction of course members' perception of 
overall gains in work performance (Wessex and Oxford)
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Relationship 
(Depen- (Indep- 
dent) endent)

Covariation 
to be 

explained
Direct
Effect

Indirect
Effect

Total 
Effect j

Percentage
Covariation
unexplained

VAR.644 & TRNEED .28 .26, _ .26 7
VAR644 & VAR565 .18 .17 - .17 6

SCINDIV & VAR644 .37 .20 - .20 46
SCINDIV & VAR635 .38 .28 - .28 26
SCINDIV & TRNEED .25 .17 .05 .22 12

NEWVARl & SCORG .39 .17 - .17 56
NEWVARl & SCINDI17 .51 .29 - .29 43
NEWVARl & VAR644 .42 .19 .06 .25 1 40
NEWVARl & VAR635 .43 .20 .08 .28 1 35

Table 8 Interpretation of the effects of the path model of course 
members* perception of overall gains in work performance (Wessex and 
Oxford)
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spurious correlation. Another difference is represented by the 

introduction of a new variable (VAR665), defined in question 5.26 

of the post-course questionnaire as the proportion of his job which 

the course member judged (on a scale of 0% to 100% divided into 10% 

segments) to be primarily managerial, as opposed to professional or 

technical: despite its retrospective measurement it was taken to be

a pre-existing and relatively stable potential influence on course 

learning (their correlation having been tested in hypothesis HA2) to 

which the sorting of variables in the intermediate stage had extended 

the analytical attention previously confined to correlates of work 

performance gains (as tested in hypothesis HB3). The third change 

was the move of VAR635 (the perceived relevance of the course to the 

member's job) from its position of a predictor, to that of a correlate, 

of VAR644 (course learning)• In path analysis the logic behind the 

assumed sequence and relationship between variables is always open to 

further debate and revision: in this instance the conclusion was that,

although its position in the left-hand column was logical as a pre

course influence on learning, it could only be justified there if the 

measure had in fact been taken before the course, as would be 

desirable on a future occasion; taken retrospectively as it was, it 

might well reflect, as suggested in introducing the variables at the 

beginning of this section, the post-course view of the respondent as 

much as, if not more than, his original pre-course perception, giving 

an interactive effect between the two variables which would make a 

simple correlation the more appropriate relationship to postulate in 

the final path diagram.

Table 6 shows, as before, the simple correlation matrix of variables 

used in the final path diagram and table 7 the build-up of the
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2explanatory capacity of R for NEWVAR 1 to 38%, leaving 62% 

unexplained (the square of 0.79, the path coefficient for all other 

causes shown on the path diagram of figure 44, and expressed as a 

percentage). In addition there is, in table 8, an alternative 

interpretation of the path analysis, starting from the correlation 

coefficients of NEWVAR 1 (see table 6) which constitute the covariation 

to be explained: the direct effects (i.e. the path coefficients) are

added to the indirect, mediated, effects (the product of the 

coefficients on any paths leading from the independent to the dependent 

variable via other variables) to give a total effect explained and a 

residual covariation unexplained. The figure and tables thus con

stitute a linked set aimed at assisting interpretation.

Figure 44, showing path coefficients which have direction and 

statistical significance in contributing directly and indirectly to 

the explanation of 38% of variation in the overall work performance 

gain attributed to the training by 97 course members (i.e. the 

maximum available n) may be regarded as the general model of relation

ships amongst key variables influencing the outcome. Course learning, 

itself affected by the extent of pre-course training needs and the 

managerial content of members' jobs, and strongly correlated with the 

perceived relevance of the course to those jobs, is seen as contributing 

to subsequent work performance gains along with a range of characteristics 

in the individual course members and in their parent organisations. 

Together, these variables explain a high proportion (by the standards 

of studies in social behaviour) of the improved work performance: 

separately, their explanatory power is much more limited. And 

correlates of work performance gains, such as members' reactions and
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aspects of the job, which have not maintained their place in the 

emerging path model are found to be adding little or nothing to the 

explanation of those gains after taking account of the influence of 

more "genuine" causal factors.

Alternative Models

Before some important qualifications are entered concerning the 

rationale and interpretation of such a path diagram, it is useful to 

examine the variations from this general model which have emerged from 

study of alternative perspectives on work performance improvements and 

of the components of its composite measure.

Figure 45, supported by tables 9, 10 and 11, shows the path diagram

as deduced from the perceptions of 42 immediate superiors. The n was

thus rather low, but a generally similar pattern of significant
2relationships was apparent and a 51% (R ) explanation of variation in 

overall work performance gain was provided. All the variable measures 

were those of the immediate superiors' perception: no significant

predictors of course learning were revealed, but the extent of post

course discussion between the course member and his "boss", as assessed 

by the latter, emerged here (by contrast with its loss from the course 

members' model) as contributing in its own right to the explanation of 

improved work performance.

Figure 46 presents the path diagram as it emerged from the perceptions

of 51 Wessex course members, and is supported by tables 12 and 13:
2R indicates a 37% explanation of variation in work performance gain.
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Variable VAR947 VAR944 VAR935 SCBIV SCBORG NEWVAR2

VAR947 1.00
VAR944 .13 1.00
VAR935 .09 .54 1.00
SCBIV .02 .50 .52 1.00
SCBORG .11 .50 .30 ’ .55 1.00
NEWVAR2 .32 .58 .54 .54 .53 1.00

(n = 42)

Table 9 Correlation matrix of variables used in the final path analysis 
of immediate superiors' perception of overall gains in work performance 
(Wessex and Oxford)
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Figure 45 Path diagram of the bosses' perception of overall gains in 
work performance (Wessex and Oxford)
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Step and Variables Entered 2R change - Significance

STEP 1
Dependent Variable SCBIV

VAR944 .25 .045
VAR935 .09 .030

Dependent Variable SCBORG ,

VAR944 .25 .007

STEP 2
Dependent Variable NEWVAR2

(i) SCBIV .29 .025
SCBORG .08 .038

2Subtotal R 37%
(ii) VAR944 .08 .025

2Subtotal R 8%
(iii) VAR947 .06 .035

2Subtotal R 6%

2Total R 51% (n = 42)

Table 10 Breakdown of the prediction of bosses' perception of overall
gains in work performance (Wessex and Oxford)
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Relationship 
(Depen- (Indep- 
dent) endent)

Covariation 
to be 

explained
Direct
Effect

Indirect
Effect

Total
Effect

Percentage
Covariation
unexplained

SCBORG & VAR944 .50 .47 - .47 6

SCBIV & VAR944 .50 .32 - .32 36
SCBIV & VAR935 .52 .35 - .35 33

NEWVAR2 & VAR947 .32 .25 - .26 19
NEWVAR2 & VAR944 .58 .31 .18 .49 16
NEWVAR2 & SCBIV .54 .27 - .27 50
NEWVAR2 & SCBORG .53 .19 - .19 64

Table 11 Interpretation of the effects of the path model of bosses' 
perception of overall gains in work performance (Wessex and Oxford)
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Variable TRNEED VAR644 VAR635 SCINDIV NEWVARl

TRNEED 1.00
VAR644 .22 1.00
VAR635 .35 .48 1.00
SCINDIV .32 .39 .47 1.00
NEWVARl .22 .39 .47 , .55 1.00

(n = 51)

Table 12 Correlation matrix of variables used in the final path 
analysis of course members' perception of overall gains in work 
performance (Wessex)
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SCINDIV

00on

all
other
causes

Overall Gains 
in Performance 
(Stdnts' View) 

NEWVARl

.28
I

Figure 45 Path diagram of the course members' perception of overall 
gains in work performance (Wessex)
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step and Variables Entered R change . Significance

STEP 1
Dependent Variable VAR635 

TRNEED .12 .012

STEP 2
Dependent Variable SCINDIV

VAR644
VAR635

Dependent Variable SCORG 
VAR535

.16

.10

.12

.122

.014

.012

STEP 3
Dependent Variable NEWVARl
(i) SCINDIV

(ii) VAR635

Total R

.31

.06

37%

.000

.038

(n = 51)

Table 13 Breakdown of the prediction of course members’ perception of
overall gains in work performance (Wessex)
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Here the disappearance of the Organisational Aspects variable as a 

statistically significant contributor to the explanation of overall 

work performance gain is noteworthy, as is the mediation of course 

learning entirely through the Individual Aspects variable, rather 

than by any direct path to performance gain.

This feature contrasts with the path diagram for Oxford's 46 course

members, as depicted in figure 47 and supported by tables 14 and 15,
2where R shows 34% of variation in work performance gain explained by 

the total effect of these variables. Course learning has a direct 

path to work gain, but there is again no significant path coefficient 

from the Organisational Aspects composite variable, although there had 

been one when Wessex and Oxford course members were taken together 

(figure 44 based on n = 97).

In order to examine further the working model of the system as it 

might affect different aspects of the overall gain in work performance 

NEWVAR 1 was decomposed into:

SCALEM, comprising measures of sections I and II of the post

course questionnaire, which chiefly concerned changes 

in the Individual's work performance; and

SCAIiEJ, comprising measures of sections III and IV of the post

course questionnaire, focussing primarily on changes in 

the Organisation's work performance (see the preamble to 

tests of hypothesis HBl in section B of this chapter).

In each case Wessex and Oxford course members were combined (n = 97). 

Figure 48, supported by tables 16 and 17, shows the path diagram
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Variable VAR665 TRNEED VAR644 VAR635 SCINDIV NEWVARl

VAR665 1.00
TRNEED .21 1.00
VAR644 .22 .35 1.00
VAR535 .24 -.06 .44 1.00
SCINDIV .30 .17 .34 ’ .38 1.00
NEWVARl ' .35 .16 .45 .34 .50 1.00

(n = 45)

Table 14 Correlation matrix of variables used in the final path analysis 
of course members’ perception of overall gains in work performance (Oxford)

32
VO

Course Job 
Relevance 
VAR635

Individual
Aspects
SCINDIV all

other
causes

% of time 
managerial 

VAR665

Overall gains 
in Performance 
(Stdnts' View) 

NEWVARl

Learning 
achieved 
on course 
VAR644

Number of 
major train
ing needs 
TRNEED

Figure 47 Path diagram of the course members' perception of overall, 
gains in work performance (Oxford)
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Step and Variables Entered R change Significance

STEP 1
Dependent Variable VAR644

' TRNEED .12 .016
Dependent Variable VAR635

VAR665 .05 .088

STEP 2
Dependent Variable SCINDIV

VAR644 .11 .172
VAR635 .06 .076

STEP 3
Dependent Variable NEWVARl
(i) SCINDIV .25 .000

(ii) VAR644 .09 .021

Total R^ 34% (n = 46)

Table 15 Breakdown of the prediction of course members' perceptions of
overall gains in work performance (Oxford)
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Variable VAR665 TRNEED VAR644 VAR635 SCINDIV SCALEM

VAR655 1.00
TRNEED .18 1.00
VAR644 .15 .28 1.00
VAR635 .25 .10 .44 1.00
SCINDIV .11 .25 .37 ' .38 1.00
SCALEM .20 .34 .51 .44 .51 1.00

(n = 97)

Table 15 Correlation matrix of variables used in the final path analysis 
of course members' perception of gains in individual work performance 
(Wessex and Oxford)

% of time 
managerial 

VAR665
17

koUl
,27

I Learning
achieved
on course
VAR644

/\

Number of Course Job .28 Individual
major train Relevance Aspects
ing needs VAR635 SCINDIV
TRNEED A  /X.17 00

00

all
other
causes

V

Gains in 
individual 
performance 

SCALEM

.19
.18

Figure 48 Path diagram of the course members' perception of gains in 
individual work performance (Wessex and Oxford)
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step and Variables Entered R change - Significance

STEP 1
Dependent Variable VAR644

TRNEED .07 .012
VAR565 .03 .103

STEP 2
Dependent Variable SCINDIV

VAR544 .14 .018
VAR535 .06 .010
TRNEED .03 .081

STEP 3
Dependent Variable SCALEM

(i) SCINDIV .26 .000
2Subtotal R 26%

(ii) VAR644 .12 .001
VAR635 .02 .060

2Subtotal R 14%
(iii) TRNEED .03 .041

Total R^ 43% (n = 97)

Table 17 Breakdown of the prediction of course members' perception of 
gains in individual work performance (Wessex and Oxford)
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a l l
Other
causes

!.Boo

Organisational
Aspects
SCORG

.35 Gains in
1 Performance
1 SCALEJ

Figure 49 Path diagram of the course members' perception of gains in 
organisational work performance (Wessex and Oxford)

Variable R change Significance

Dependent Variable SCALEJ
SCORG .13

Total R 13%
.005 
(n = 97)

Table 18 Breakdown of the prediction of course members' perception of 
gains in organisational work performance (Wessex and Oxford)
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resulting in a 43% explanation of, variation in individual performance 

gain. By contrast figure 49, supported by table 18, shows a 13% 

explanation of gains in Organisational work performance as the unique 

effect of the Organisational Aspects variable, having no other 

statistically significant links with the rest of the general model.

This is not entirely unexpected, insofar as it has been argued in 

preceding chapters that the courses studied were designed primarily 

on the assumption that the individual course member, rather than his 

parent organisation in any direct sense, was the focus of the training 

and the potential beneficiary. The present weighting of measures of 

the post-course performance changes for their likely relative con

tribution to the quality of health care management (in the proportion 

of 6 : 4 for Sections I and II together relative to Sections III and 

IV together) reflects this reasoning. Nevertheless it is of con

siderable value to an understanding of the workings of the system to 

have demonstrated the extent to which the organisational component of 

overall work performance gain is perceived as dependent on favourable 

organisational factors in the post-course situation rather than on any 

other of the measured variables, and constitutes a general model path

way which had disappeared from the path diagrams based on the separate 

regions and a consequently reduced n.

Caveats and Assumptions

It is indeed the size of the available sample which must constitute 

one of the major factors to be taken into account in interpreting these 

path diagrams. Some of the instability in the data, experienced while
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testing alternative formulations and classifications in search of 

theoretically plausible relationships between variables having a high 

total explanatory effect on the outcome, are reflected in discussing 

the figures and tables above, and make the case for a larger data base 

on which to analyse this number of variables.

Another group of factors relevant to interpretation comprises the 

assumptions made by the particular analytical methods used. Beyond 

the generic issues of valid and reliable measurement in the field of 

human behaviour, already discussed in the previous chapter, assumptions 

on which multiple regression analysis is founded include:

linearity, i.e. that the effect of an explanatory variable is 

the same at all its levels, implying a straight-line relationship 

between the variables used, an assumption commonly made in the 

social sciences;

additivity, i.e. that there is a cumulative explanation of an 

additional proportion of the dependent variable as each 

independent variable is introduced, without interactive effects. 

This assumption underlies the step-by-step additions of explanatory 

effects on the dependent variable in tables 3, 5, 7, 10, 13, 15 and 

17; but it is unlikely that no interactive effects at all are at 

work;

normality, i.e. that the variables used are normally distributed 

and have equal variance, a commonly made assumption affecting the 

robustness of the analysis;
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interval scale measurement, an assumption which has been made in 

the calculation of Pearson product moment correlation coefficients 

despite the ordinal nature of the data, for reasons already 

discussed in chapter 7.

Additional assumptions made by the use of path analysis are those of:

one-way causation, i.e. an ordering of the sequence between 

variables on the assumption that the effect, if present at all, 

is exclusively unidirectional from x to y, without reciprocal 

effect from y to x. There are several pathways in the models 

where this assumption could not be made with confidence: indeed

it was uncertainty on this question that led to the relocation of 

variable 635 in the evolution from figures 43 to 44, as discussed 

above ;

causal closure, i.e. that extraneous variables are uncorrelated 

with the explanatory variables affecting the dependent variables. 

This is rarely a safe assumption in social science studies of a non- 

experimental nature, where, as in the present case, it is likely 

that important variables are excluded from the data which there is 

good reason to suppose might be correlated with one or more of the 

explanatory variables. To assume otherwise would imply that 

related aspects of human behaviour or social phenomena could be 

divided up into discrete parts without residual links.

Further interpretative issues arise from the use of the chosen method

ology in the present study:
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measurement error is assumed to be random, but there is a 

possibility that those course members or immediate superiors with 

beneficial effects to report may be over-represented amongst post

training respondents, leading to some bias in the results : those

with disappointed expectations may tend to be amongst the non

respondents ;

multicollinearity, which refers to the situation where some or all 

of the independent variables are highly intercorrelated. The 

composite variables covering Individual, Job and Organisational 

factors (SCINDIV, SCJOB and SCORG; and the immediate superiors' 

equivalents SCBIV, SCBOB and SCBORG) were examined for the extent 

of intercorrelation, but after deleting the Job-related composites 

SCJOB and SCBOB the Individual and Organisation-related variables 

were in general regarded as making a separate and significant con

tribution to the explanation of the work performance variables. 

Although remaining intercorrelated (Pearson's product moment 

correlation coefficient r = .45 for SCINDIV/SCBORG, .55 for SCBIV/ 

SCBORG) these were felt to be acceptable levels for the inter

pretation given them, and no correlation or causal linkage is shown 

between them in the path diagram;

definition of the variables, which is of fundamental importance 

in the interpretation of the path models in that assumptions are 

made not only that the appropriate variables are included but that 

they are adequately represented by the measures employed. It is 

for this reason that the variables retained from stage 2 were 

operationally defined at the beginning of this section, but it is 

readily apparent that the choice of measures is not definitive:
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for example a more objective measure of course learning would have 

been preferred had more rapid progress been made to this end in the 

work at Portsmouth Management Centre reported in Appendix 23. The

composite variables SCINDIV, SCJOB and SCBORG again came under 

scrutiny in this connection by testing the separate correlations 

with NEWVAR 1 of each component within them: these ranged from

r = .18 to r = .46, with one exception VAR63jy (perceived adequacy 

of resources available for necessary changes) whose r was .06, 

suggesting not only that this perception of resource availability 

had virtually no relation to the eventual work performance outcome, 

but also that it may have distorted the operational meaning of the 

composite SCJOB of which it formed part. In situations of such 

kind the ideal solution to this problem and the preceding one of 

multicollinearity would be to identify one of the variables, in 

each composite set, which best represents the common underlying 

dimension but has the lowest intercorrelation with the represent

ative variables of other such sets.

Given this wide range of assumptions and caveats, it is readily 

apparent that the interpretation of the results of using path analysis 

here can provide no more than general indications of the field of 

forces influencing the course learning and its application in work 

performance. Results and methodology must be considered together 

because the reliance we place on the former depends on the assumptions 

made in the latter. It is clear from this that the path analyses 

should not be regarded as models of precision: indeed no attempt has

been made to indicate more than two decimal places for the correlation
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and path coefficients, nor to express the percentages of explanation 
2given by R in other than whole numbers, in order not to attribute a 

spurious exactness to the quantification of broad estimates.

Moreover the emphasis throughout has been on presenting the situation 

modelled as seen from a variety of perspectives in a search for 

perspective and depth: in that process certain generally confirmed

trends in the influences on work performance have been discerned and 

described in examining the general model at figure 44 above.

But even at this most general level of interpretation the principal 

caveat of all requires emphasis. For in referring to "explanation" 

and "cause" in this context it is important to recall that these are 

in no way properties of the data analysis itself, but rather inferences 

from the strength of the associations between variables consistent with 

a theoretical model of their links. It is this hypothesised set and 

sequence of inter-relationships which postulates the existence and 

direction of the“causal arrows” connecting the variables : the

multiple regression analysis cannot in itself demonstrate them.

What it can do, however, is to identify the statistical predictors of 

an accumulated proportion of the variance in a dependent variable, in 

terms of the separate and collective effect of independent variables 

in a given model, where the data exist; and it can test alternative 

models in search of the "best fit" evidenced by maximum variance of 

the dependent variable accounted for. It is from this best fit that 

explanatory, causal inferences can, with due care and caution, be 

drawn.
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In doing so the causal assumptions which must lie behind any inter

pretation of the data are made explicit in a path model offering 

initial answers to such questions as, are any of the postulated 

influences on the dependent variable(s) apparent or not? which 

explanatory variables have the greatest and least influence? is our 

explanatory theory consistent with the data? is there another 

explanation which is more consistent? Path analysis, used as an 

interpretive tool rather than a final arbiter of causality, enables 

criticism to be sharply focussed on assumptions which might otherwise

be left vague, and thus contributes not only to the interpretation at

hand but also potentially to the conduct of future investigations 

whose fresh evidence might confirm, refute or modify the model.

Sewell Wright, who first developed path analysis in the 1920s, aptly 

expressed many years ago the potential and limitations of its approach;

" . . .  the method of path coefficients is not intended 

to accomplish the impossible task of deducing causal 

relations from the values of the correlation 

coefficients . . .  The method depends on the com

bination of knowledge of the degrees of correlation 

among the variables in a system with such knowledge 

as may be possessed of the causal relations. In 

cases in which the causal relations are uncertain,

the method can be used to find the logical con

sequences of any particular hypothesis in regard to 

them." (Wright, 1934)

The significance of this third stage of the research analysis lay in 

its capacity to provide a model - or rather a number of broadly
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similar models - of system functioning in which theory and empirical 

data were consistent.

The basic design requirements of the research, set out at the beginning 

of chapter 7, were stated to be to :

1. show how the sytem works

2. use evaluation as feedback on system working

3. reflect the priority concerns of the principal parties

4. provide a foundation for multivariate analysis.

Whilst these desiderata were met in part through the first and second 

stages of analysis, this third stage, called for by the fourth require

ment, brought explanatory power to the examination of how the system 

actually works. This considerably augmented understanding of the 

system by permitting the exploration of cause and effect (within the 

limits of assumptions discussed above) not accessible to investigation 

at the second stage of analysis by simple associations. An explanatory 

model, whilst always open to further clarification, provides a basis 

for continuing evaluative studies and for the building and testing of 

theories about enduring truths inherent in this form of management 

development.

In particular the concentration on distinguishing the sources of 

effects on course-attributed work performance gains showed a number 

of training and non-training influences which need to come together 

for the best explanation currently available for the outcome of 

greatest concern to the principal parties to the training. A high 

level of learning from a course seen to be job-relevant appears not
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to be sufficient in itself to conduce to the greatest improvements in 

subsequent work performance, unless a range of individual factors 

(principally mental agility, motivation, influencing ability, 

initiative and understanding of change) and organisational factors 

(principally support from senior officers and colleagues, organisational 

climate and top management's interest in training) are helping, rather 

than hindering, the application of that learning.

The implications of all this for future use in the NHS will be 

discussed in the Sequel.
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Sequel

THE LESSONS AND FUTURE OF THE RESEARCH

"All information is imperfect.

We have to treat it with 
humility".

Jacob Bronowski

As stated in the Preamble, this research starts and finishes with a 
problem - the need for suitable evaluation strategies and methods for 
off-the-job middle management training tested in an NHS context, under
lying which is the need for understanding how the influences within the 
management course system work to affect its outcome.

However, this problem now presents itself in a rather different light 
since the basic question, of whether suitable evaluation strategies and 
methods could be developed, has had at least a provisional answer. For 
the research involved the devising of instruments and approaches at the 

work performance levels of evaluation which have been generally acceptable 
to the majority of people involved and shown themselves able to produce 
evidence of training effects on work performance regarded by respondents 
as essentially complete as a basis for judgements of worth. (At the 

learning level of evaluation the research has so far had a less tangible 
outcome, but it is nevertheless much clearer now what changes would be 
required in the design and conduct of the courses to provide for the 

testing of managerial learning in a useful and acceptable way.)

Accordingly the problem is now seen as one of confirming and strengthen

ing the evaluation strategy whilst making it more widely available for
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use in the NHS. But before reviewing the prospects for this in the 

future, it may be helpful to take a broad retrospective look at the 
lessons and underlying significance of the exploratory studies under

taken over the past six years: at the same time to take the opportunity
to summarise where the main evidence can be seen in the thesis and its 
appendices, given that the development of both framework and fieldwork 

has been attempted along a fairly broad front.

Retrospect

Indeed it is the drawing out of a framework for management development 

in the NHS (in chapter 5) from concepts of organisations and their 
management, human and managerial learning (in chapters 1 to 4) which 
may represent the main theoretical contribution of the study. The 
framework of requisite features of management development (briefly 
summarised at page 227 and illustrated by a number of models before 
being placed in its historical NHS setting) may prove to be a useful 
foundation for questioning the effectiveness of a wide range of manage
ment development activities and proposals, insofar as to ignore one or 
more of these features could well involve some contradiction of the 
essential nature of managerial work and learning in complex organisa

tional life. At this level of generality the relevance of the frame
work is not confined to the NHS management training courses studied in 
the fieldwork.

Consequently there is a bridge between framework and fieldwork at the 
beginning of chapter 6 which seeks to facilitate the transitions of 

perspective necessary to focus on the particular courses examined; 
following which a strategy of evaluation in its role as feedback on 

system functioning is developed to match the specific context of the
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courses described, is modelled at page 277 and is outlined in Appendix 
36. After the research design and methodology have been examined in 

chapter 7, the results of applying the evaluative instruments on a com
parative basis to two series of middle management courses in Wessex and 
Oxford NHS regions in the period 1975 to 1977 are presented, analysed 

and discussed in chapter 8. The principal findings are shown as results 
by description, results by association and results by explanation on 

pages 409 to 415 ; 441 to 442; 482 to 484 respectively, as the fieldwork 
data which emerged from the use of pre and post-training questionnaires 
(Appendices 21/22 and 26/27) are successively summarised (from Appendices 

28 and 29), used for the testing of hypotheses, and subjected to multiple 
regression analysis for path modelling. The survey data are filled out
and given a context by the findings from interviews with top managers
(pages 398/9) and teachers (pages 407/8).

Subject to a wide range of assumptions and caveats concerning the sub
jective nature of the measures, the limitations inherent in the methods 
of analysis and the generally elusive nature of the raw material - 
individual and organisational behaviour - the overall findings of the 
study may be summarised in brief by listing what is now known that was 
not known prior to the research. We now know:

that the NHS officers studied were generally willing, under the
conditions indicated, to complete demanding questionnaires and 
to be tested; and that most found their involvement in the 
research beneficial.

that one method of identifying course members' perceived train

ing needs and the effects of that training on different aspects 

of their own and their organisation's subsequent performance was 
widely acceptable.
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. that those course members whose training was perceived to lead 

to the greatest improvements in individual and organisational 

performance were those who learned most on a course seen as 
relevant to their work, who had certain personal abilities and 

enjoyed most organisational support: these influences together
explained some 40% of the variation in work performance gains.

. what broad changes would be needed in the course design and 
conduct in order to provide for the testing of managerial 
skill learning, as well as the knowledge learning on which 

more progress was made.

that the course teachers and NHS training staff concerned would 
for the most part wish to maintain the evaluation approach on a 
permanent basis.

how the data produced by the selected instruments can be analysed 
with some sophistication in order to study the interplay of 
influences on the outcome of the management course system, where 
appropriate on a comparative basis between region and region, 
between course members and their "bosses", etc. etc.

Considerable caution is needed about the generalisability of these find
ings to the NHS as a whole, given their tentative nature and the absence 
of any firm basis for assuming that the managers, courses and organisa

tions studied in Wessex and Oxford are representative. Nevertheless 
this exploratory study has provided clear indications of where further 
progress might be madê  both in improving the evaluation strategy and in 

applying it to problems in NHS management training; and to such questions 
we must now turn.
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Prospect
The original problem, of inadequate means of assessing the effects and 
value of management course attendances by thousands of NHS officers 
every year at a cost of some £2 millions, will remain until appropriate 
evaluation strategies are in general use and, whilst no assumption is 

made that the product of the present research is the only, or best, 
available means to this end, it is one that can be commended to the NHS 
as capable of providing both specific evidence of training effects on 

performance and deeper understanding of the workings of the overall 
system. This, combined with the dearth of alternative approaches beyond 
the traditional end-of-course reactions session, may account for the 
considerable interest already shown in this work.

At the national level the researcher was invited to discuss, in March 
1979, the overall approach and methodology of the research (see Appendix 
36) with the National Training Council's Standing Committee on Manage
ment Education and Training, who are considering whether to encourage 
the use of this evaluation strategy by other NHS authorities. The 
striking comparison between the perceived effects and value of the 
training in Oxford and Wessex suggested the possibility that the approach 
might, after any further modification or simplification, form the basis 
of an on-going feedback system on the benefits arising from management 
training courses; and work of the kind subsequently undertaken on path 

analysis to extend the interpretation of the research data should increase 
the value of such feedback to line management as well as to course members, 
teachers and training departments.

At regional level the researcher has been invited to join a working party 

on middle management development in Wessex, to address a conference for 
top managers in Oxford to discuss the research findings, and to extend
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the use of the evaluation strategy to middle management courses in the 

South Western and West Midlands regions. These contacts are of impor

tance chiefly as opportunities to use selectively the outcomes of the 
research to date as a contribution to the shaping of future management 
development activities and research. There is therefore a real sense 

in which this is a report of work in progress.

One issue likely to arise in such dissemination of the evaluation methodo
logy is that of its apparent complexity. It is not difficult to justify 
this in respect of the research, given the multivariate nature of both 
organisations and individuals, and the multiple perspectives needed to 
secure an adequate view of their behaviour; but undoubtedly the explora

tory character of the research entailed a degree of sophistication which 
could not, and should not, be transferred or extended indiscriminately. 
One approach to this question might be to distinguish those NHS regional 
health authorities (or other sponsors, providers or users of such train
ing) which might wish merely to take measures, in relation to their 
similar courses, of the variables shown in the present study to be key 
influences on training outcomes (using the existing computer programme 

to deal with the computational complexity) from those authorities which 
might be willing to contribute to the further development of the methodo

logy through collaborating in controlled studies or helping to sharpen 
the instruments. For example staff at the Portsmouth Management Centre 
have confirmed their interest in taking further the work on the measure
ment of learning, with particular reference to managerial skills, from 

the stage summarised on pages 404/6 towards the goal of objective 
measures tested for validity and reliability. Another approach might 
be to seek an extension of the existing strategy's versatility by adapt

ing its basic features for the evaluation of non-course forms of manage

ment development in the NHS: it is possible that the same framework,
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summarised as a generalised series of sequential steps on pages 417/8 
with no course-specific requirements, could be used to facilitate com

parison of benefits from different forms of training.

Other, indirect, outcomes of the research reflect growing understanding 

of the concept of management development in the light of the initial 
fieldwork undertaken. First, the wholeness of the existing management 

training course system appears to place a premium on strengthening 
classroom/workplace links (e.g. through tutorial visits at work, and 
recognition of the immediate superior as a party to the training with 
a clear role to play). The document at Appendix 2, drawing to a con
siderable extent on the research, is intended to facilitate this crossing 
of boundaries in the system through improved preparation and follow-up 
of course attendance. The most obvious difference between the Oxford 
and Wessex courses lies in the far greater time and resource devoted in 
Wessex to the cultivation of tutorial links with course members' parent 
organisations, and provides a possible explanation of the greater overall 

course-attributed performance gains in that region. This suggests that 
integration effort between the classroom and the workplace may be a ' 

variable in its own right which could be operationalised in the exten
sion of the fieldwork to a larger number of sites.

Secondly, it was apparent in particular from interviews with top managers 
that the notion of contingency needs to be given practical expression in 
NHS management development through the provision of choice and the recog
nition of individual and situational differences. The document at Appendix 
3, deriving in part from the research, represents one effort to make ISHS 
officers aware of a wider range of choices between management development 
options, although a degree of individual choice could probably also be 
built into the design of the middle management courses themselves.
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It is likely, then, that the major insight so far offered by the research 

in relation to the practice of management training in the NHS arises from 
the evidence - particularly from the path analyses - that valued benefits 
from the training came from a combination of relevant course learning, 

organisational support and certain personal abilities on the part of the 
course member. The lesson to be drawn from this is surely that greater 
benefits are most likely to arise from simultaneous efforts in relation 
to all these factors rather than expecting progress to come from any one 
taken in isolation. Teaching that results in demonstrable learning 
relevant to course members' work is needful, but is unlikely to lead to 
substantial work performance gains unless there is also effort to increase 

the organisational support available to the course member of a kind that 
involves senior line management and members' immediate superiors in 
relating the training to the organisation's plans and problems as well 
as the member's aspirations and needs, and in taking an actively interested 
part in assessing the impact of training on organisational as well as 
individual performance. Similarly the powerful influence of individual 
abilities amongst the dynamics of the management course system suggests 
the need for a more discriminating approach to the selection of officers 

for forms of management development from which they have the capacity 
to benefit: the absence of any evidence of cause and effect, or even 
correlation, between post-training performance gain and age, sex, pro

fession or role suggests that the most readily measured personal attri
butes are a poor guide to likely outcomes.

The existence of a general model of the management course system embrac
ing both classroom and workplace opens up the possibility that the impact • 
of such modifications of practice could be monitored and even predicted, 
although a model consistent with empirical data may not be the only
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model to fit the facts, is itself based on theoretical assumptions and 

may not remain unchanging over time whilst an intervention is attempted.

For the future value of the evaluation research itself, however, the 

prime need is for replication and refinement on a broad basis. Con

fidence in the methods and the evidence they are able to produce seems 
likely to come from a cumulative process which secures a gradual increase 
of generalisability from the findings, whilst testing whether the methodo

logy can be taken over by others and with what modifications.

The researcher is aware that the existing data bank is capable of being 
questioned further, in search of further relationships between variables. 
But in general it appears timely to take stock, with NHS and academic 
colleagues, of what has been learned to date and to identify with care 
the most promising avenues for further progress. The lessons and out
comes of the research therefore, whilst being general more than specific, 
exploratory more than experimental (as befit an introductory study), are 
offered as a contribution to the foundations on which further progress 
can be made in the evaluation of management development in the National 
Health Service.
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CHAPTER

RECOMMENDATIONS ON THE 
TEACHING METHODS

This chapter represents an attempt to compile a type of "teacher’s guide,” related to 
the new model curriculum offered for use by local colleges. The request that led to 
this attempt had its origin in the widely-shared conviction that new training tech
niques need to be developed in the light of the variety in the characteristics, age, 
and experience of the students. Since my background is primarily that of a hospital 
and nursing home manager, I have to base this guide not on any particular learning 
theory but on my experience of what I have found to work well in practice while I 
have been involved in adult education activities for health care personnel in the 
United Kingdom and elsewhere.

The overall aim of the program is to help students to improve significantly their 
managerial competence at work. This implies that—other things being equal, and 
given the necessary ongoing support and opportunities— the improvements will be 
noticeable to the student’s superiors (if not also to his peers and to himself). The 
demonstration of increased managerial competence at work is the only worthwhile 
measure of success or failure in evaluation of the program.

K N O W LED G E, SKILLS, A N D  ATTITUDES

W ith this criterion in mind, it is clear that the student needs to acquire a balanced 
and integrated blend of (a) knowledge, (b) skills, and (c) attitudes. Of these, 
knowledge (which predominated in the original model curriculum of June 1970), 
remains important, but not in the sense of "learning a subject” to a defined standard 
or in a progression from theoretical principles to practical examples thereof. That 
concept still underlies much of the school education of young people in their teens
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and twenties. Our students, by contrast, arc in their thirties, forties, and fifties, are 
many years out of school, and are not particularly good at conceptualizing,- or 
abstract reasoning, or systematic reading, or even concentrated listening to un
familiar material

W hat they do have, collectively, is an enormous wealth of experience in endeav
oring to "manage” within health organizations (on average, each participant has 
been in his or her present post for 5 years, let alone any previous health employ
m ent), and that collective experience already possessed by the wide variety of 
health professions represented on the course is itself the most important teaching 
resource available to the instructor.* I f  he starts wiiere they are and acts not as the 
source of all wisdom himself, or as a dogmatic interpreter of good practice, but as a 
catalyst for the release of the ideas and knowledge the students already have, they 
w ill learn a great deal from each other. Moreover, the instructor w ill be able to 
use the incidents and examples they themsleves recall— good and bad— to construct 
a framework for management thinking and practice that has a firm foundation in 
their own experience. In  other words, he would do well to progress from practice 
to theory rather than the other way around, and that is why the very first session of 
the entire curriculum is devoted largely to a free-ranging discussion of students’ own 
managerial responsibilities and problems. Participation between students and 
instructor in a cooperative learning venture is the keynote and, if this is struck 
right from the start, the reward w ill be readily apparent in high morale, course 
spirit, and commitment to learning that is seen to be relevant.

The type of knowledge wanted, then, is a comprehensive understanding of the 
total environment within which the student is endeavoring to manage, rather than 
a detailed acquaintance with the technical workings of each department in a hos
pital or nursing home. For example, when the department of radiology is reviewed, 
the aim should be not to learn how x-ray pictures are taken, or what are the latest 
developments in image intensification or automatic film processing, but to under
stand how radiology contributes to patient care, what the department’s organi
zation, resources, and problems are, what its relationships and attitudes arc to other 
services, and how its atmosphere and aspirations affect its behavior as a department. 
I t  is particularly important for the instructor to get this distinction across effectively 
to any department heads or specialists whom he approaches to assist in the teaching, 
particularly in the environmental studies of Courses I I  and I I I .  Otherwise, the 
enthusiastic description of technology may overwhelm the analysis of the interface 
of services, understanding of which is a necessary prerequisite for more effective 
management by the student.

Seen in this light, the knowledge element of the program is a context for the 
skills element, to which the major fresh emphasis of the new curriculum is devoted, 
especially in Courses I  and IV . I t  is the practice of supervisory and managerial

• A useful paper thac indicates the enormous untapped potential for supervisory personnel to make 
specific work improvements through the educational experience of realistic objective setting and 
problem solving is "Need Better Managers? You May Have Them Already," by Robert A. 
Neiman and Howard Newman {Hospitals, J.A.H.A., April 16, 1965, p. 5 5 ; .
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skills, not knowledge of management by itself, which constitutes a managers 
competence. Just as society has little use for someone who knows all about teaching 
but cannot teach, or knows all about nursing without being able to nurse, so there 
is only one way to improve management effectiveness in the hospital or nursing 
home and that is to ensure that the manager acquires the skills of management and 
can actually use them. It is no substitute to teach him all about management or all 
about the health environment. It follows from this tiiat the tools relied on for 
knowledge teaching— the lecture, the visit, the book, the journal, the slides, the 
instructional film, the programmed learning text, and so on— are of little value for 
skills teaching except as a background to the practical exercise, the role-playing 
simulation, the videotape recording, the demonstration, the group problem-solving 
assignment, the on-the-job project and its constructively critical assessment, which 
have all proved to be effective, in a context of participative learning, in raising 
people’s level of actual managerial performance. Only these methods of learning- 
by-doing stand any chance of teaching the skills of supervision and management. 
One cannot learn skills just from a book or a film or a lecture: any who doubt 
this should consider whether they would care to undergo surgery by a team whose 
skills were derived solely from reading, looking, and listening.

Before discussing briefly each of these major teaching techniques, I must say a 
word about the learning of attitudes. Though appropriate attitudes are absolutely 
critical to effective management, it is my experience that they cannot be directly 
taught as such, and certainly not to experienced health care practitioners who will, 
inevitably, already have a set of attitudes of one kind or another. Nevertheless, 
there is ample evidence that positive, cooperative, sympathetic, progressive, adap
tive attitudes are an indirect benefit of imaginative management teaching, and that 
they can gradually replace negative, rigid, suspicious, reactionary, resistant attitudes 
within health organizations, as communications begin to open up and hierarchical 
separations begin to dissolve away. In other words, one cannot design a course 
specifically to teach appropriate attitudes, vitally important as they are. Even if it 
were possible to do so, the teacher could not control eventual success, which would 
depend more upon the atmosphere and management style of the organizations to 
which the students return than on anything that could be learned in the classroom. 
However, the participative learning approach advocated here— and perhaps, in 
particular, well-conducted case studies, sensitivity demonstrations, and group dis
cussions— helps to create the right conditions for positive attitude changes as a spin
off benefit from the effective learning of knowledge and skills.

T EA C H IN G  M ETHODS

The reader will appreciate that the following discussion of teaching methods as 
individual techniques hides the fact that there is substantial overlap among them 
and that one approach may serve a number of purposes, just as mention of certain 
techniques in the foregoing discussion of knowledge, skills, and attitudes did not 
imply that their use is confined exclusively to one particular learning function.
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Lectures

The coordinating instructor ( normally a well-qualified practicing hospital or nurs
ing home administrator) should not attempt to teach all the material of the four 
courses himself. His first task will be to inventory the teaching resources that are 
available to him in his area— for example, from other faculties of the host college, 
other educational institutions, the local health facilities, and the community gen
erally— for which the local knowledge and inquiries of the instructor will be the 
best guide. The university can help by compiling a list of teachers who may need to 
be invited from further afield, for special purposes or to fill needs that cannot be 
satisfactorily met from local resources. In cases where only one or two individual 
experts are likely to be available within the state as a whole ( such as an expert in 
health law for Lesson 9 or a really first-class behavioral scientist who knows the 
health environment for Lessons 36 and 37) it would be worth rescheduling the 
sequence of lessons among the colleges so that the same expert is not called upon 
to be in several places in the same week.

The most likely sources of help for the management skills and organizational 
studies of Courses I and IV will be in the departments of management, business 
administration, education, and behavioral sciences (chiefly psychologists and soci
ologists) of the local colleges themselves. Early discussion of the curriculum 
between the instructor and appropriate college faculty members is essential, so that 
necessary arrangements can be made as early as possible and any other outstanding 
problems can be identified and brought to the attention of the facilitating university. 
Cooperating lecturers should be gently encouraged to pay visits to selected health 
facilities before their sessions, to get the feel of the atmosphere and of the problems 
related to their fields.

For the descriptive material on internal organization of Courses II and III, the 
coordinating instructor will no doubt look for help to doctors, nurses, adminis
trators, and department heads from nearby hospitals and nursing homes. He may 
well consider it desirable to bend over backwards to avoid too great a reliance on 
the facility from which he himself comes, since seeking the cooperation of per
sonnel from other facilities is one important way of increasing the number of people 
who are personally involved (and therefore have a stake in the success of the 
program) and of developing more interfacility collaboration. Many contributors 
will be happy to lecture or lead a discussion without a fee, simply for the honor and 
pleasure of being invited ( although expenses should always be offered ), but others 
— principally those who earn their living by teaching— should receive a reasonable 
honorarium and expenses, which would be a legitimate charge to the cost of running 
these courses.

The coordinating instructor should always be present at the sessions, even when 
they are conducted by another lecturer, because he has the important function of 
providing continuity and any "health interpretation" needed between the audience 
and tlie speaker. The speaker may wish to take the session jointly with the instruc
tor, or at least to rely on him to lead the discussion on the application of the 
speaker’s presentation to the health organizations represented. This joint working
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is to be welcomed; some of the most fruitful learning experiences I have witnessed 
have come from "unlikely” combinations of academic and practitioner, each stimu
lating the other, and the students, to enlarge their view of the issues involved.

W hether planning his own contribution or briefing an outside speaker, the coor
dinating instructor should remember that the students’ capacity to listen effectively 
to straight lecturing, however interesting, diminishes very rapidly after about 20 
minutes. Accordingly, lesson plans need to be concerned with an appropriate vari
ety and sequence of methods. A typical plan for an evening lesson of about two- 
and-a-half or three hours might comprise: input from students on the problems 
relevant to the material, 10 minutes; lecture or film, 15-25 minutes; questions and 
discussion, 15 minutes; briefing for practical exercise or role-playing simulation, 
10 minutes; break for refreshments, 15 minutes; practical participating exercise, 
45-60 minutes; criticism of this by lecturer and students, 15 minutes; reiteration 
of lessons learned from session, 10 minutes; distribution of readings for next week’s 
session, 10 minutes.

It is amazing how often professional university and college lecturers, who know 
perfectly well in theory how difficult extended listening and retention are, even for 
young and agile minds, fail to use that knowledge, consuming almost the whole of 
their session time with straight lecturing, often without even the relief of films, 
slides, or questions and discussion. But that is no reason for hospital and nursing 
home people to follow their bad example!

* Visits

It is good to vary the location of class meetings. Some very effective learning can 
take place within the department or site where the function under review is in fact 
taking place— the effectiveness arising from the "cut and thrust” of discussion with 
the people actually doing the job within its unique atmosphere. This approach is 
especially appropriate for some of the internal studies of hospitals and nursing 
homes of Courses II and III— for example, for the sessions on the diagnostic, treat
ment, and rehabilitation services and the dietary and engineering departments. In 
other cases, there is little to be seen at the place of work; discussions with the social 
worker, chaplain, financial controller, purchasing agent, and so on are probably 
more profitable in the classroom.

Flexibility, imagination, and opportunism are needed. The desirability of selected 
site visits should not be taken as a recommendation for a "Cook’s Tour” to view 
superficially the range of hospital or nursing home activities; smdents need to be 
taken beneath the surface of what is happening in a deparmient to achieve an 
understanding of its functions, its interrelationships with other services in its impact 
on the patient, its attitudes and hang-ups. Tlie course should therefore not attempt 
to substitute for the orientation or induction program that participants should have 
had to start with as new recruits in their own facilities. However, it is sadly true 
that many of the students work in considerable isolation and may never have had 
the opportunity of seeing what nursing care or industrial therapy really signifies
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inside a stare mental hospital, or what rehabilitation can do in a first-class nursing 
home, or what community care can achieve in a good neighborhood health center. 
Such broadening experiences should be provided as part of the professional develop
ment of health care personnel, perhaps as a series of "study days" arranged by 
cooperating facilities so that their staffs can see where their work fits into the whole 
spectrum of health care. But this kind of orientation should not be confused with 
management education.

Readings

Readings are of importance chiefly when course members are unfamiliar with the 
subject matter and will welcome facts presented to them that they can study at 
leisure. As was the case in Missouri, the facilitating university can readily select a 
large number of readings from books and journals to reinforce most of the lesson, 
backed up by suggested topics for discussion and photocopies of recommended 
articles. ( It should be remembered that in photocopying it is an obligation of cour
tesy, as well as of law, to obtain the permission of the copyright holder in each case.)

However, there is a danger that a large number of suggested readings may 
intimidate the student who is no longer accustomed to systematic study. It is up to 
the coordinating instructor to guide students according to their needs as they are 
revealed; he might, for instance, divide up the readings so that each student has just 
two or three to review before the next session, with the obligation to be prepared to 
discuss some of the issues involved.

Use of readings is of course an ongoing activity, and the leading periodicals 
circulating in hospitals and nursing homes should be made available to students in 
the classroom. A particularly useful periodical is Hospital Supervision, published 
by the American Management Association. It contains brief, nitty-gritty guides to 
principles and practice at the supervisory level, which provide an excellent basis for 
teaching and discussion. The instructor who finds that short how-to-do-it manuals 
are preferable to the large textbooks will find practical material readily available 
from the American Hospital Association.

Films and Other Audiovisual Media

The use of techniques that teach through the eye as well as the ear requires some 
time and trouble to organize them effectively, but they markedly accelerate the 
learning process and increase learning retention. There are some excellent motion 
pictures, filmstrips, and slides available for management education for health per
sonnel, the principal source being the American Hospital Association Film Library, 
which includes materials on such "difficult” teaching areas as delegation, effective 
communications, supervisory development, overcoming resistance to change, meth
ods improvement, and fire safety. The American Management Association has a 
package that includes films illustrating the principles of supervisory management
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for hospital personnel (planning, organizing, controlling, standards and appraisals, 
communications, motivation, and decision-making). The instructor is likely to 
gain confidence and prestige from the successful use of such materials, and mature 
students of health care management, with their particular age and background, will 
welcome the change from too much straight "chalk and talk” lecturing.

Judicious use should also be made of more static hardware available in the col
lege, such as the overhead projector, opaque projector, chalk board, flip pad, and 
tape recorder. A good use for the tape recorder is to play back a particularly good 
telelecture or to record a mock interview for subsequent assessment. If videotape 
equipment is available, with a skilled operator, there is a fine opportunity to film 
students attempting to put into practice what they learn about appraisal and coun
seling, job instruction, communicating, working in groups, and so on; when the 
tape is played back on the television it can be stopped at any point and critically 
examined. The facilitating university should build up a good videotape library.

The reader will notice that at this point we are beginning to move from tech
niques best fitted to the conveyance of knowledge to those which are most effective 
for the learning and practice of skills.

Learning-hy-Doing Exercises

All such techniques as demonstrations, simulations, role playing, and in-basket 
exercises have as their basis the creation of a situation as realistic and life-like as 
possible and the direct involvement of the student in that situation. The exercise 
requires that he will have to try to exercise skills, or make decisions, and in the pro
cess improve his ability to do so— particularly when his performance is assessed 
frankly by the instructor and by his fellow students. Nothing short of this type of 
direct personal learning involvement can have the desired effect of raising man
agerial competence; you have to get into the driving seat before you can learn to 
drive your car. Development of techniques in this area is therefore likely to pay 
enormous dividends in the benefits that really matter. Such methods are especially 
effective in enabling students to acquire new ( or improve old ) skills in managing 
people, managing work, communicating effectively, and managing resources. They 
will be of particular value in Course I, although they will also have their place in 
parts of Course IV.

If the instructor has helped to create a friendly, informal atmosphere in the class
room, the student will not find this type of activity daunting. However, there should 
be the realistic and constructive tension that results from being involved, from hav
ing to decide what to do first, from trying to remember the points the instructor 
made at the start of the session, from knowing that people are observing, from 
developing a little rivalry, and so on. This tension is healthy, and highly effective 
for learning. Also, by bringing the students directly into realistic situations, these 
methods ensure that they will put their best efforts into the session and thus get the 
best results from it. There are many complete and excellent examples in Training 
and Continuing Education: A  Handbook for Health Care Institutions (published
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by the Hospital Research and Educational Trust), which is an invaluable down-to- 
earth work for the instructor in courses such as these.

It should be mentioned that several groups can simultaneously undertake similar 
activities, such as mock interviews, in-basket exercises, and simulated disciplinary 
situations, with a student designated from each team to observe the action and 
report back to a subsequent plenary session. By this means, the instructor will 
economize on time, involve all of the students, and have the opportunity to bring 
out points about how people react to each other as well as about what they 
actually decide.

Handouts emphasizing the main principles underlying the skills taught in this 
way are useful. They will be more memorable to the students as the result of their 
having been directly involved, and will encourage the students to practice the skills, 
on a continuing basis, in their places of work.

Group Exercises

It is a characteristic of those of us in health care institutions that we can do very 
little indeed on our own and are highly dependent on the active cooperation of 
other people for success and improvement in our supervisory or managerial work. 
This being so, an important skill area is related to getting on with other people, get
ting the best out of everyone in solving mutual problems, communicating effec
tively in groups, coordinating varied activities, working in committees, and engag
ing in participative decision making. Some learning techniques of the same general 
nature as the learning-by-doing exercises just discussed— problem-solving and 
brainstorming sessions, for example— are therefore needed to show students just 
how much more potential there is when a few people work together and stimulate 
each other to find better solutions and reach better decisions than when the same 
people work in isolation from each other.

Again the exercises offered in Training and Continuing Education are excellent 
examples. The frequent use of such techniques will help the student to follow the 
same procedures in his own job until the principles become part of his normal 
attitude and approach to work— for example, in the stages of group problem-solving 
or of reaching a decision by consensus, or in the steps needed for the successful 
introduction of change. This gives the extra dimension of effective teamwork to the 
student’s individual management skills and illustrates the potential spin-off in im
proved attitudes to which I have referred.

Case Studies

Case studies can be very useful in describing people and events in a true-to-life 
situation that illustrates a problem to be analyzed. However, the instructor must 
take care to select cases that really do suit the situations he wants to explore. 
Numerous case studies have been produced for health personnel by various organi-
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zations. They include, for example, cases on management by objectives, operations 
analysis, work sampling and simplification, control systems, financial management, 
supervisor’s functions, interdepartmental relations, organization of progressive nurs
ing care, and situations in long-term care administration. Advice on the use of case 
studies is another of the supporting functions that the faculty of the facilitating 
university can offer to local colleges and instructors.

Even quite elaborate case satdies with plentiful supporting information are 
often criticized on the grounds that their "solutions” require details that were 
not stated. The instructor must be quite clear— and share this clarity with his stu
dents— as to what the precise learning objectives really are. For example, the chief 
benefits may come not from an attempt to find the "best” solution— or any solution 
at all— but from an appreciation of the attitudes, and the reasons for them, exhib
ited by the characters of the case study. Particularly when examination of a case 
study is linked with role playing, it is at least possible that students identifying 
with the characters may come to a deeper understanding of their own and other 
people’s attitudes towards similar situations.

Altogether, effective use of case studies is surprisingly difficult and calls for a lot 
of care; but, given the right conditions, their potential is considerable in the explo
ration of learning areas not reached by other methods.

Practical Application on the Job

In the last resort, for reinforcement of classroom learning, there is no substitute for 
the application of knowledge and the practice of skills in the workplace. Indeed, 
ideally work itself should provide a continuous learning experience throughout 
one’s career. The conditions for such ongoing education generally are outside the 
direct influence of the trainer, although suggested actions aimed at bridging the gap 
between classroom and workplace, and at extending the trainer’s influence within 
the parent organization, are made in the next chapter. It must never be forgotten 
that it is at work— through the student’s actual managerial performance on the job 
— that training makes sense and has its pay-off, both for the individual and his 
organization. In the case of these students, we are offering training not for its own 
sake but as a prelude to action, and work is where the action is.*

The problems encountered by experienced, adult students in the transfer of learn
ing from classroom to workplace, from theory to practical use, have been given 
scant attention, although there is ample evidence that they constitute a major educa
tional challenge in their own right. W e have no reason to assume that a student,

• For an erudite and com pcllin i; account o f  the inseparability o f  .qood education from  good  m an
agem ent, see Deve/o/ifw q Effective Manaj^ers (Praeger, 1 9 7 1 ) ,  by Reginald W . Revans, m anaging  
director o f the Inter-U niversity Program for Advanced M anagem ent, afllliated to the Foundation  
Industrie-U niversité at Brussels. U nder the program , manager-students spend one year w orking  
in a firm other than their ow n— analyzing problem s, proposing solutions, and im plem enting  
their ow n accepted suggestions— w ith tutorial support from  five major Belgian universities.
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simply because he knows all about something or can do something in the class
room, can automatically apply this knowledge or use this skill in his normal work. 
Indeed, many students have the schizophrenic assumption ( not always dispelled by 
their employers, unfortunately) that what they learn at the college or the con
ference is not necessarily connected with how they work in their hospital or nursing 
home. Education and work generally are seen as two different worlds, rather than 
as the one they need to be.

Approaches to better integration of learning with work performance range far 
beyond the methods of instruction used in continuing education programs. Deeper 
issues are raised, including the whole personnel and management development 
policy of the health facility, its administration’s reasons for nominating the student 
for the program, the uses ( if any ) to which the student’s boss expects him to put 
his new learning when he completes the course, and so on. However, there is a good 
deal that the conscientious and imaginative instructor can do to help things along 
a little:

1. As already noted, the instructor will want to start at the point where his 
students are, using the Hrst session of Course I in particular ( and the early 
minutes of many other sessions ) to get the students talking about their own 
problems of supervision and management at work.

2. Throughout Course I, he will be emphasizing that the skills and techniques 
taught are to be practiced and used on the job wherever applicable, and he 
will seek specific feedback from the students on problems they encounter in 
attempting to do so.

3. In Courses II and III, which are largely descriptive and present fewer oppor
tunities for original work, he may consider asking each student to prepare a 
brief report on a particular area of hospital or nursing home activity of his 
own choice. The main objective would be to test the student’s ability to 
describe a function systematically, to get to the heart of its special charac
teristics or problems, and to present a report, either written or verbal, using 
the communications skills taught in Lesson 6 of Course I.

4. Course IV, which is concerned primarily with the application of management 
in the health facility, is the appropriate stage at which to base a specific part 
of the teaching on a project to be undertaken, using the systematic ap
proaches already taught, at the student’s place of work, in close collaboration 
with the administrator of his facility.

The problem-solving "model” approach developed in the classroom in 
Lesson 31 could become the basis for applied studies on the job during the 
final semester, which would be undertaken by students working in groups, to 
the extent possible, to gain experience in brainstorming, reaching a consensus, 
and participating in group dynamics. Parts of Lesson 6 would be relevant 
to this process. The studies should be based on real problems, identified with 
the help of the administrators of the facilities from which students have
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come. As far as possible, the reports should provide working documents for 
practical use as well as for reinforcement of the classroom teaching. The 
instructor’s tutorial criticism and the advice of the appropriate facility admin
istrator should be available, to the maximum extent possible, during the con
duct of the studies. The verbal or written reports from these studies should 
be presented and assessed by the relevant experts at the closing sessions of 
Course IV, thus providing something of a climax to the entire program.

Neither instructors nor administrators will have any difficulty in iden
tifying problems or tasks to which they would welcome some serious atten
tion. I have seen projects on a wide range of subjects— preparing a new 
patients’ information booklet, reducing outpatient waiting time, improving 
the continuity of care after discharge, simplifying the committee structure of 
a hospital, establishing standards for the quality of life available to the men
tally retarded, surveying patients’ attitudes about hospital facilities, reviewing 
assistance available to the physically disabled, reducing paper work, and on 
and on— successfully conducted during ordinary working time over the 
course of four to six months by small groups of students who were by no 
means exceptional; middle-level nurses, department heads, assistant admin
istrators, working supervisors, and so on. These students grew tremendously 
in stature in the course of producing reports that not only reinforced their 
classroom learning but also had a permanent effect on the management of 
their facilities. No one had previously used their potential, and prior to the 
management training course they had not been provided with the tools to 
undertake such work. Health care personnel at their level— the bulk of our 
students, in fact— represent a major untapped resource.

5. Throughout the program, the instructor will have and show an interest in 
the progress made by his students at their place of work and the extent to 
which they are able to apply the material taught. Although limitations of 
time will probably make tutorial visits difficult or impossible, a few minutes 
spent on the telephone with the student’s immediate supervisor and adminis
trator will serve more than the ostensible purpose of showing an interest in 
student performance. It will also demonstrate that this type of training is 
businesslike and purposeful, and that it requires continuing support and 
reinforcement from the student’s peers and superiors. Although follow-up is 
essentially out of the instructor’s hands, there is ample evidence that the 
simple fact of asking supervisors and administrators about follow-up plans 
significantly increases the likelihood that follow-up will occur.

In ways such as those just described, the instructor is in a strategic position not 
only to create the right conditions for effective learning but also to involve the 
organizations from which students come in putting that learning to good use.
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This manual has been written with the aim of helping to increase the 
effectiveness of management training courses throu^ improved preparation 
and follow-up. It contains comprehensive suggestions on good practice 
in a form which can readily be adapted to suit local circumstances or the 
needs of particular professions: nothing is recommended idiich is not 
already in successful use somewhere in the NES. This will, it is hoped, 
be found useful for reference over an extended period by oourse members 
at all levels of seniority, their immediate superiors and their trainers 
and tutors.

There is a vital contribution to be made by personnel and training officers 
in providing stimulus, materials and advice to help line managers make 
good use of course attendance. However, the master key to greater benefits 
from this type of training is seen as the active involvement and support 
provided by the course member's immediate superior himself. Consequently 
there is advice in the Introduction on his approach to that task; and - 
working on the assumption that his time is strictly limited - an Appendix 
containing just one pair of key questions from each of the sections in 
the note. This could be used as a separate check-list of essential action 
before and after every course attendance.



INTRODUCTION: TAKING BESPONSIBILITY FOR STAFF DEVELOPMENT

The DESS Circular ESC(IS}47 issued in June 1974 accompanied a policy document 
"Meuaagement Education and Training in the Reorganised NES". This sought to 
outline principles upon which management education and training arrangements 
should be based to meet the needs of the reorganised service. Guidance Note 1 
"Objectives for Management Development" was bound in as Appendix 1 of the 
policy document. In the policy document reference was made to a number of studies 
which would be the subject of further report. This manual is based on the 
principles outlined in paragraph 17 to 19 of that document, and offers guidance 
on their practical implications.

These paragraphs, concerned with integrating training with work, suggest that the 
real meaning of management at any level in the organisation is not learned until it 
is experienced by actually managing. "TEE TASK OF MANAGEMENT TRAINING THEREFORE 
CANNOT BE DISCHARGED FULLY THROUGH THE CONTENTS OF AN EXTERNAL COURSE ALONE, HOWEVER 
HIGH ITS QUALITY: THE PROCESS BEGINS AND ENDS AT THE WORK-PLACB RATHER THAN IN THE 
CLASSROOM". The work-place to classroom gap must be bridged by focussing training 
on the practical problems of management faced in daily tasks, by making explicit 
the links between theory and practice, and by helping the manager to leam how to 
learn. Without this capacity to leam, experience fails to teach.

Within this working environment a key influence on the student, making for 
success or failure in the transfer of learning into ingproved managerial performance 
on the job, is undoubtedly that of the student's immediate superior, althou^ senior 
management, colleagues and subordinates also have a significant impact. IMs calls 
for a far more positive participation in the training of their subordinates than is 
normally found among students' immediate superiors and itself demands careful 
training and practice, but it clearly follows ftom the line manager's responsibility 
for the development of his staff. Ultimately management - like much of clinical 
medicine - is a practical art in which progress is made largely by constant 
performance under the guidance of a trained practitioner.

This present reference manual is aimed at helping managers fulfil these 
responsibilities. Within this document stress is laid upon the conqplementary nature 
of on-the-job and off-the-job training; thus the integrated use of both forms of 
training is essential if we are to obtain the maximum return - in terms of improved 
work performance - from the considerable investment of time and money made in 
management courses.

(l) STUDENT - The term student is used simply to indicate the person 
learning, however senior or junior he is in grade or status. "He" 
stands for "he or she" throu^out this note.

1.
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F ig . 1

A Framework for Staff Development ; indicating the sequence of steps in 
providing effective support for off-the-job training. The numbers in the 
central column (l to 8) correspond to the sections in this guidance note.

The model in figure 1 indicates the sequence of steps which are thou^t 
necessary if good practice in effective preparation and follow-up is to be 
achieved. This is presented within an overall framework for staff 
development, and the figure reminds us (in the right-hand column) that there 
are many means of developing staff other than throu^ attendance at a 
management course vhioh is the focus of this document.



Appraisal (assessment of current performance, work objectives and future 
potential) is seen as the starting and finishing point of off-the-job 
training if it is to be properly integrated into the way an officer 
actually manages at work. Appraisal implies continuing support and 
counselling, a coaching role consciously adopted by the officer's
immediate superior, not just an annual review taken in isolation. The
appropriate development skills are capable of being learned and
practised to become habitual, but only if there are the basic attitudes
of concern and responsibility. The following advice may help in this 
respect.

The Manager's Attitude to Staff Develoijment

As a busy but responsible line manager you may rightly wonder "how can I 
strengthen the ability to be more effective in developing my staff?".
It is essential to realise at the outset that \diat is needed most of all is 
not just another skill grafted on to olher skills of management, but an 
attempt to nurture a style of managing human resources which permeates and 
affects all your relationships with subordinate staff, \diich seeks to use 
work-place contacts to provide occasions for systematic learning under 
guidance.

This concern for using the learning opportunities arising at work may be 
unconsciously present already. But the elevation of this concern to a 
conscious level will shed new light on the appraisal, counselling, "acting 
up", delegation, etc., already practised; and reveal the opportunities such 
events offer you for coaching subordinates to leam by doing and finding out 
for themselves, setting their own standards and growing more effective as 
staff members. The great sidvantage with this approach is that the pace is 
set by the staff themselves; they are in control of the rate, depth and 
direction of their learning. This does not mean that the boss(2) ia 
passive - quite the reverse; helping to ĝ iide things pushed by others is a 
very demanding activity! This concern for the student learning within his 
own work circumstances is expressed throu^out the following sections.

(2) BOSS - The colloquial term "boss" is used on occasions in this note 
in preference to the longer phrase "immediate superior", in order to 
denote the officer \iho has prime responsibility to encourage the 
student's work performance and career development.



\dierethe preparation and follow-up activities relevant to off-the-job
management training are hi^ili^ted as the mutual concern of boss, student
and training. (5)

What suggestions can be offered to those who want to operate in this way
and improve their skills as a developer of their staff?

1. Practice - The key to developing any skill is practice. Take
time to try out some of the ideas expressed in the various
sections of this guidance note, then look back later and assess
your success, identify vdiat went well, what went less well, and 
try to find possible reasons why. In so doing you will be using 
the approach of learning by doing - upon yourself.

2. Focus - Rather than seeking to develop several aspects of a
subordinate's performance simultaneously, concentrate on one or 
two at a time and set aside a specific occasion to take stock of 
progress. Agree with him the objective of the development activity, 
the standards required and the sources of help available.

3. Feedback - Seek the views of your staff as to how effective you 
are in developing and "challenging" them. In seeking this feedback 
expect surprises, pleasant and unpleasant, but realise that the 
authentic views of your staff are the views you are trying to 
influence. It also provides evidence to staff that you too are 
learning on the job with their help. This degree of mutual help
is invaluable in creating the climate within which development 
skills can grow.

4. Time - As a busy manager your time is at a premium and too seldom 
do you have the opportunity to stand back and look afresh at lAat 
is going on. If staff development skills are to be acquired time 
must be set aside (even if it is only the equivalent of a few 
minutes a day) for talking and listening to staff about their 
performance at work and so provide a chance of recognising the 
opportunities.

(3) TRAINER - Trainers are those persons who, thoua^ they may engage in 
classroom activities within a course, are primarily concerned with 
the overall design and management of the learning situation required 
to meet the training needs identified by the boss.



3* Listen - When talking to staff use language with care; it is
generally better to speak positively about ways of strengthening 
and developing their abilities than negatively about weaknesses 
and failures. In seeking to nurture the enthusiasm of staff to 
take on a fresh challenge or "stick their necks out" you are 
asking them to hazard their position a little, so it is essential 
to provide the moral support of a positive approach.

These suggestions are relevant to management training both on and off the 
job. For off-the-job management courses they represent the attitude and 
approach most likely to ensure effective preparation and follow-up of students, 
\diich is the theme of this document. But they are no less vital for on-the- 
job management training, a continuing process against the background of %diich 
a course can be no more than a concentrated and important, but essentially 
brief, development opportunity.



1. TRAINING MEEDS AND OBJECTIVES

Of the many forms of training illustrated in figure 1, sending staff away on a 
course is likely to be the most expensive. Such action can, therefore, only be 
justified if it follows from an informed and agreed decision, namely that 
someone's work performance would be iiqproved or maintained better by their 
attending a particular course than by other available methods of development. 
Consequently the basic pre-requisite is an assessment of the training needs 
and development objectives of the officer concerned.

Joint Discussion

A successful assessment of training needs will require, at the least, an open 
discussion between the officer and his immediate superior covering such 
questions as:

i. Do you have a conq>lete understanding of all the requirements of
your job? If not, %diich areas are not clear?

ii. What parts of your job do you do best?

ill. What parts of your job do you do least well?

iv. Have you any skills, aptitudes or knowledge not fully used in 
your job?

V. Are there any obstacles which have hindered you from 
accomplishing what the job really requires?

vi. Are they likely to recur?

vii. What are your future career plans and aspirations?

viii. What do you think could be your work targets for the coming year 
or more?

ix. How do you think training could help?

Such discussion, %diich would form a natural part of any appraisal of work 
performance (such as a Staff Development and Performance Review in the case of 
professions adopting such a scheme) would provide a broad indication of the 
need and readiness for training. It is at this stage, \Hien alternative forms
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of training and development need to be considered (see fig.l), that advice 
from personnel or training specialists can be most helpful. Where a decision 
is provisionally reached that a management course is in fact the appropriate 
form of training to seek, the checklist of questions in section 2 (Nomination) 
may be found useful in ensuring that such an important decision is soundly 
based.

The relevance of an accurate job description to such a discussion will be 
obvious. It can also be assisted by use of the critical incident technique, 
which involves the brief recording - as they occur - of problems and 
activities which are specially worthy of note as indicators of the nature of 
the job, its difficulties and opportunities, and the student's handling of 
such situations.

Use of an Assessment Foim

Rather than rely solely on the kind of open discussion described above, many 
managers may prefer to adopt a more systematic approach to the assessment of 
training needs, especially vdien there has been no recent appraisal of work or 
%dien a firmer base is required for subsequent evaluation of the effect that 
the training has had on management performance (see Section 6). Such a method, 
which has been tested with success at first-line, middle and senior levels 
of NHS management, can best be outlined in the form of answers to the kind of 
questions likely to occur to the officer and his immediate superior, both of 
whom are involved.

Question 1. Is there a check-list to help me? Busy people often like to use 
an existing approved list of managerial skills, knowledge and attitudes in 
approaching the assessment of training needs, rather than "start from cold".
Such lists (based on Guidance Note No l) are available through personnel and 
training departments of health authorities and can be used to draw up a 
managanent performance assessment foim. An extract from one is at figure 2 by 
way of an example.

Similar check-lists cover middle and senior management levels. Congpletion of 
this assessment by both parties serves as a fairly systematic means of assessing 
training needs, as an occasion for structured discussion, and as a yardstick 
for the evaluation \diich can be made by completing an identical form - again by 
both parties - some months after any training is over and judging whether any 
changes in the officer's level of competence may reasonably be attributed to 
the training.



How important in 
his present job is 
competence in;

Vhat is his present 
level of competence 
in:

How far does 
he have a 
training need 
for greater 
competence in:

SKILLS
I

7. Maintaining effective staff relationships and handling disciplinary 
situations fairly.

I
N I I I m IH I 1I 2I ? l  4 I 5 I 6 I 7 I 8 I N |m i I MO I 

I '  '  I
KNOWLEDGE

13. Having adequate understanding of current trends in health care and 
social issues generally.

H II Ih I H
I

ATTITDDES

I l| 2 I ? la I 5 lé 7 I 8 I N Im I MO Ima
I
I

I I20. An enquiring mind used in an active concern to find better ways of
doing things. I

1 I2 |3 I4? k 7 |s HA

Remarks

n Il | m I h

I
PiK 2»
Extract from a training assessment form

These are three examples only from a list of 22 characteristics of management 
skill, knowledge and attitude appropriate to a manager in the NHS vdiich may 
form the basis for management training objectives.

For each item, or "characteristic", of effective management at the level 
concerned the officer and his immediate superior should try to give their 
considered opinion on three factors



1. its Iniportaiice to the officer's work,
2. his present Level of Competence in it, and
3. the extent of his Training Need for it;

\diich give rise to the three following questions.

Question 2. How should I .judge the importance of this characteristic 
in the officer's present job? You can rate each item as of no importance 
(n), low importance (L), moderate importance (m ), or hig^ importance (h ).

N I L I M I H

Take into account such factors as how vital or not this characteristic is in 
this particular job, >diat attention it ought to have, how far it may be of 
greater importance over the next year or two, or vdien "acting up"; but have 
in mind the present job of the officer rather than speculating on some 
possible future promotion.

Question 3. How should I .iucUge the officer's current level of competence 
in this characteristic? Here the scale is longer and forms the central 
part of the assessment. Ideally there should be an organised atten^t to 
describe, with examples, the standards of performance idiioh wuld normally 
deserve each rating, from 1 to 8. But if this has not been undertaken, 
you should not hesitate to use your own individual standards for judging 
\diat level of competence the officer currently shows. It should help to 
think of the points on the scale in pairs and then to choose the higher 
or lower alternative in each pair.

8
Poor Fair Good Excellent

Question 4. How should I .judge the extent of the officer's training need 
in this characteristic? You have a choice of rating this extent of need 
as no training need (n ), a minor training need (Ml), a moderate training 
need (MO), or a major training need (MA.).

N I MI I MO I MA

By way of example, in the case of an officer demonstrating only fair 
competence but in a characteristic of low importance there could hardly be



a major training need. But by contrast a fair or poor level of competence in a 
characteristic of hi^ ingportance to the particular job would indicate a moderate 
or major training need.

Many trainers would be glad to have a copy of these assessments of training 
need, in confidence, because they act as a message from the officer and his boss 
concerning ̂ ere there is most room and need for improvement. When used as 
part of the preparation for a management course they give the tutor a fair chance 
of designing and conducting the course in such a way as to increase the prospect 
of individual needs being met.

Question 5. What else is covered in the assessment? The assessment form can 
and should be adapted to serve local circumstances and different types of 
management training, but there should be some space for remarks after each 
characteristic (for example, if competence in industrial relations, or the control 
of costs, has recently become much more important in the officer's job, this is 
worth a special remark) and for general comments at the end of the form (for 
example on how far the ratings are affected by newness to the job, or lengthy 
sickness).

Question 6. How reliable is such an assessment? This depends mostly on the 
care and frankness with which the assessments are made. A little time is 
needed, before making the assessment for each characteristic, to think of 
concrete examples idiich are typical of ways in vdiich the officer normally 
manages. There should be no hesitation in using low ratings if they represent 
a considered opinion; after all, if the officer is already managing satisfactorily 
in €dl respects there is no reason for training at all. The main purposes should 
be kept firmly in mind; these are

1. to assess where the main training needs are;
2. to focus the attention of the officer and his boss on the 

training objectives, and their relevance to his work, some time 
before any training begins;

3. to assist, after training, in establishing how far these needs 
were met; and

4* to identify yhere the training itself could be improved.
It may be found best for the officer and his immediate superior to complete 
their forms separately, perhaps in pencil, and then use these ratings as a 
basis for a discussion between them. If throu^ that discussion they agree 
on a common view of the officer's current level of competence and training needs
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so much the better, but if there is no such agreement the assessments can 
remain separate. There is growing research evidence that the use of this 
type of form heightens the interest of both parties and their commitment to 
use the training to improve work performance.

11



2. NOMINATION

When nomination of an officer for attendance at a management course is being 
considered, great care is needed to ensure that the nomination is fully 
justified, that it reflects the needs of the parent organisation as veil as 
the officer, and that it incorporates all the information required by the 
course organisers. The following check-list may be helpful in this context:

1. Nomination should be on the merits of each case, not as a matter of 
tradition, status or rule; "automatic" nomination of everyone in a 
particular grade, regardless of need, is a pointless and expensive luxury, 
already deprecated in ESC(IS) 189 which updated the initial policy guidelines 
of HSC(IS)47.

2. Nomination should be viewed and made in the light of the officer's 
previous and future development, not in isolation.

3. Both the officer being considered and his immediate superior are 
parties to the nomination decision.

4. A clear and up-to-date job description, together with a recent appraisal 
of work performance, form the essential basis for this decision.

3. A distinction should be made between the maintenance or improvement of 
present work performance, and the development of potential for greater 
responsibilities in the future: it is important to ascertain which of these 
aspects represents the greater need for each officer.

6. The maneigement training implications of the organisation's objectives, 
plans and problems - particularly of that part of the organisation in vdiich 
the officer works - should be considered, to ensure that the nomination 
will serve the employing authority's requirements as well as the individual's 
needs.

7* The objectives, content, methods and quality of available courses 
should then be the basis for deciding \diich, if any, is most appropriate, 
ensuring that training needs are matched to the capabilities and reputation 
of available oourses.
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8. Information and advice should be sought where necessary from the 
training or personnel departments, previous participants and their superiors, 
or from course tutors.

9. Nomination is usually made by the completion of a form, but sometimes 
also involves an interview or personal visit by a course tutor; lAere this is 
possible such a meeting can greatly increase the relevance of the training
to the work-place by relating practical issues to the learning opportunities 
of the course.

10. Where nomination forms are used the student should be encouraged to 
complete as much as possible by himself.

11. The immediate superior should then add any comments needed to 
amplify or qualify the student's statements. This should lend a measure of 
objectivity and corroborate the criteria for selection.

12. Generous information about job content, key tasks and work targets, 
relevant previous training and expectations of the course should be included 
in the nomination form. Many tutors are re-defining their course designs
in the lig^t of detailed information gathered from such forms, ^ich can also 
serve as a basis for subsequent evaluation (the subject of section 8).
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5. BRIEFING

Briefing and debriefing (Section 6) is concerned with the ordered and 
p urposefol movement of the student from the job to the course and back.
As such it is, therefore, a dual process - initiated partly by the 
student's own boss and partly by the trainer - covering a wide range 
of matters, illustrated in the following pages, which if neglected can 
severely jeopsLcdise the benefits of the course.

In designing local briefing/debriefing activities the following observations 
may be found pertinent;

1. An informal approach within a well-defined system helps 
critical self-analysis.

2. Rigid systems can fail to meet individual needs, while 
those of too great flexibility may prove unsystematic 
and opportunities can be missed.

3. Individual briefing/debriefing has the advantage over
collective activity of permitting an individual focus to 
be made on the local situation, which may reveal personal 
opportunities provided by the course itself.
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Briefing consists essentially of providing an opportunity at the 
workplace and on the course for boss and student» or student and 
trainer» to ask themselves a number of questions s

m  THE VOREPLACE
General Arrangements 
Does the student knows

Provision of HNs 
or local procedure 
documents

Contact with 
training or 
personnel officer

what expenses may be incurred and Aether they can be 
reimbursed?
the conditions of leave of 
absence?

has the candidate had 
opportunity to discuss 
any problems of a personal 
nature related to course 
attendance?

what useful educational 
resources are available at 
the workplace?

Job Cover
Have satisfactory arrangements been made for:

Job handback 
checklist

Job handover 
checklist

Setting aside time
specifically for comprehensive hand over/handback

handover?

handback?

Use of standard 
job-cover
arrangements \diich
form part of a
staff development programme

continuing job cover?
establishing boundaries of 
delegated authority?
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Individual Ob.leotlves and the Organisation

Is the student presented with a recognisable opportunity to:

(See section 1 
for detailed 
suggestions)

Links with staff 
development review or 
organisatioxBl perform
ance review systems

Time, possibly no 
less than 1 hr, set 
aside one month prior 
to course for an in- 
depth analysis of job 
and related organis
ational performance 
with superior

consider how the course 
may help to resolve such 
problems ?
know his superior's inter 
pretation of this self- 
analysis?

identify those factors which 
make his job difficult or 
unrewarding?

analyse vdiich of these 
factors might be organis
ational, . personal, or both?

In the li^t of the above, is the 
student aware of the need to set 
realistic targets (idiich are 
acceptable to his superior) for;

(See section 4
for detailed 
suggestions)

Post-Course Expectations
Is the student aware of the 
expectations of his superior re;

provisional action plan 
to record important 
points

Use of 3rd party 
(eg training officer) 
where possible to stimulate 
objective discussion

pre-course work?

in-course work?

making conscious efforts to 
apply learning?

sharing course learning with 
colleagues?

development in the student's 
job?
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I Pre-coorse mailing ^

Reiteration 
dnri,ng induction

OH THE COURSE

Domestic Arrangements
Does the student know of the arrangements/ 
facilities/rules relating tot

< -------------- travelling?
reception?
residence?V coamnmications?
social activities?
emergencies?

Has the candidate had opportunity to discuss 
any problems of a personal nature related to 
course attendance?

Pre-course mailing 
of 'course style* 
literature

collective pre- 
eourse briefing day

personal contact by 
letter, telephone 
or visit to work
place by course tutor

I Syllabus distribution  ̂^

'Subject reviews' 
by trainers on 
briefing day

Individual tutorials 
to discuss needs

Collective definition 
of group priorities

'Extended* intro
ductions to colleagues

Selection from range 
of optional activities

Course Characteristics 
Is the student aware oft

the conceptual basis of the course design? 
the main features of the teaching methods?
the level at which the course is pitched?
the role of the course tutor, other staff, 
and their main specialisms?
the educational resources available and 
access to them?
what the course staff see as the course 
members' responsibilities?

Individual Objectives and the Course
Is the student presented with a recognisable
opportunity tot

identify the range of relevant 
concepts and skills offered by 
the course?

recognise the potential 
benefits of participative 
educational activity?

work out his own perceived 
needs for personal and 
organisational iaprovement, and 
how they can be met in the eontamt 
of the learning experiences?
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4. ACTION BEFORE THE COURSE STARTS

The objective of individual preparatory work is to enable the student to 
recognise the learning opportunities and benefits to be gained by attending 
the course. Agreement is necessary between the tutor, the student and 
his immediate superior on %diat forms of preparatory study (if any) or other 
pre-course activity would be both realistically feasible and of likely 
benefit in increasing the student's prospects of learning %diat will be 
relevant and usable.

The following notes offer a list of considerations to assist in setting 
up individual preparation programmes complementary to the assessment 
of training needs of Section 1 and the briefing of Section 3;

1. Job descriptions. The updating and preparation of job 
descriptions (preferably by the student rather than his boss) 
prior to a course can be undertaken with the aim of clarifying 
responsibilities, identifying priorities and areas needing further 
work or improvement.

2. Self appraisal. The use of questionnaires, check lists, or documents 
of the "management audit" type as an aid to self appraisal can 
assist in thinking throu^ specific areas for development. A good 
example is the document by John Ware, of the NHS Studies Centre at 
Harrogate entitled "Management Review and Self Appraisal - or How 
effectively am I Managing at This Stage and How can I Improve?".

3. Real management problems. Facts, evidence and background material 
relating to actual management problems can, with considerable 
advantage, be assembled in order to work on possible solutions \diile 
on the course. Such problems may be of a technical nature or relate 
to the human aspects of management or to both. These provide an 
opportunity to develop analytical judgement and practical skills, 
for example in problem-solving or interviewing. The aim must be to 
ensure that all the relevant material and facts are available on
the course for use in a tutorial/syndicate/individual study situation.

4. Reading. Individual reading and study undertaken beforehand can pay 
considerable dividends %diile on the course; it may take the form of 
general introductory reading on principles, or a deeper study of special 
topic. Course tutors will have their own views as to reccmmended
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reading and should be looked to for the Initiative. But in 
suggesting relevant books and papers they should bear in mind 
that it may be unrealistic to ask students to study more than 
two or three publications prior to attending a oourse.

3. Programmed learning. The use of programmed learning offers a
further way in idiich individual students can prepare for a course 
at their own pace. Either texts can be specifically prepared to 
meet needs as they arise, or commercially available material can 
be used, for example to introduce students to basic concepts 
in report writing, appraisal, network analysis or the use of 
statistics.
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5. LINKING THE CLASSROOM WITH THE PLACE OF VOBK

If training courses are to play an effective part in the total development of 
the individual, then ways of linking the work and the course must be found 
and used. In forging links three factors need to be considered: the people, 
the place of work, and the situational opportunities.

The People
Three possible ways of forging links between people are:

1. The boss can develop his own skills in staff development (see 
Introduction) and, with the help of a trainer if necessary, can define 
and support real work projects which the student can undertake, during 
or after the course, to provide practice in the use of the new knowledge 
and skills gained.

2. Some of the bosses can be invited to take part in sessions on 
the course, contributing from their experience and specialist 
knowledge.

3. The tutors too can be helped to relate theory to practice throu^ 
planned visits to various workplaces to meet people, write realistic 
case studies and exercises, observe methods and attitudes.

The Place of Work
Successful links have been made between a number of training centres and work
places hereby students visit - individually or in groups within or outside 
the NHS - to study specific methods of working, the systems or techniques in use, 
social or economic conditions, or for example the approach adopted to public 
relations. Visits may need to be planned well in advance or can be of a more 
spontaneous nature arising from an individual or a group pursuing a special 
interest during the course.

The Situational Opportunities
The use of "live" material, even if presented under fictitious names, provides 
essential realism in a number of learning situations on the course. Case 
studies using real information serve to illustrate aspects of legal 
responsibilities, communication failures, industrial relations procedures 
and problem-solving exercises, to quote just a few examples.
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Report-writing skills can be learned and developed through analysing 
and reassembling facts from existing reports. Simulating the work of a 
department, hospital, health centre or district over a period of time can 
help achieve a variety of learning objectives. Students may be specifically 
asked before a course to collate information which can be related to the 
subject-matter under discussion during the course sessions. Project work 
can serve a number of learning purposes and take various forms.

The following example of existing practice describes one way in which the 
course learning and normal managerial work can be closely linked, eaoh 
reinforcing the other.

Some courses are designed in more than one block of training, 
linked to one another throu^ job-related project work. Each 
student shares a tutor drawn from the staff of the education centre 
and the RES Authority's training department. The project work 
arises from analysis of the student's own job and is discussed 
at the place of work jointly by the student, his boss, and his 
tutor. The first tutorial visit takes place some weeks before 
the course. At this time, the plans, problems and resources are 
discussed. Work during the course, under guidance, extends the 
analysis of the job by looking at standards of performance,
objectives, and priorities. A plan of action is outlined to meet
one of the stated plans or problems. This plan becomes a project 
for the student and is then discussed and agreed at the second 
tutorial visit at the place of work with the student and his boss. 
Subsequent blocks of training provide further management knowledge 
and skills, which the individual project work provides opportunities 
to practice. The timing of the third and final tutorial is 
obviously critical, but can help either to move the project further 
forward or to review what has been learned from it and plan for 
another activity.

In this type of work the aim is to provide multiple opportunities to transfer
learning from the course to the job and vice versa, so developing the
student's ability; it can also serve as a means of development for the 
student's boss and the tutor.
6. REBRIEFING
Debriefing activities will, if comprehensive, provide a mirror image of 
those activities undertaken in Section 3 on briefing:
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ON THE COTJHSE
Domestic Arrangements
Has the student had opportunity 
to comment on:

residential arrangements? 
teaching accommodation? 
administrative arrangements?

Course Characteristics
Have the student's views been 
sought on:

The Course and Individual Objectives 
Has an evaluation been made oft

the degree of achievement of communal learning objectives?
the degree of achievement of 
individual learning objectives?
the relative 'weighting' of 
main subjects?
the relative value of optional subjects?

Is the student aware of the 
educational services which mi^it 
help his:

the conceptual basis of course -------->design?
course methodology? \
the level at \rh±ch the course

/
is pitched?
role of the course tutor -------- »and other staff?

Ehd-of-course 
review session - 
(l) facilities

Questionnaire as a 
tool for monitoring 
purposes

End-of-cotirse 
review session - 
(2) methods
Questionnaire as a 
tool for monitoring purposes
Curriculum revision 
if necessary

End-of-course 
review session 
(3) objectives

End-of-course 
review session 
(4) content

re-entry to work? 
application of learning? 
continuation of learning?

Preparation for Subsequent Course 
Modules ^if anv^
Are arrangements made for:

preparatory reading or their
work?
Intermediate contact with -------->course staff?

e.g. information packages, bibliographies, continuing contact with course staff, consultancy services

work-related project and 
tutorial visits
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AT THE VQBSPLACE

Candidate and superior 
discuss 'cover* arrangements

Time (1 hr?) set aside for course 
review between stq̂ erior and 
candidate shortly after return 
(within 2 weeks)

Involvement of Trainer

'Action Plans' agreed

Consultation with senior 
managers (l)

General Arrangements
Where appropriate planned 
regular contact of senior 
officers with the course 
team

✓ is the candidate aware of ezpenses- 
claim procedure?
can the candidate identify any 
problems that indicate a need for 
consultation between the course staff 
and the nominating organisation?

V  -----

Superior visits courses in 
progress f ------------

Job Cover
Is there a satisfactory evaluation oft
Performance of 'covering' staff?
handover?
handback?

Has the candidate an opportunity to 
discuss with his superior any problems 
or changes affecting his job which 
have arisen idiilst on the course?
The Qyflanteation and Individual 
Objectives
Has a preliminary analysis been made 
oft

the degree of achievement of the 
candidate's targets fbr learning?

%Aat remedial action mif^t be taken 
to offset any deficiencies?

the candidate's revised plans for 
performance improvement and their 
acceptability to the superior?
the candidate's ideas for general 
organisational developments outside 
his own immediate responsibility?

Research activities, ad hoc 
woxking groups, staff 
development programmes
Consultation with senior 
managers - (2) 'action review'

Participation in local programme 
of seminars organised by 
Training Officer

Contact with Training Officer

POst-Course Opportunities 
Is there opportunity for the 
candidate to;

positively apply his course learning 
in a wider field of activity?
have help with overcoming personal 
and organisational constraints on 
his future performance?
share his learning with his 
colleagues?

recognise the range and availability 
of local education facilities?
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7. APPLYING THE LEARNING AT VOBK
The clear objective at this stage, to which the preceding steps in the sequence 
have been leading, is a significant and permanent inq>rovement in the student's 
managerial performance at work, helped by the practical encouragement and stimulus
of his immediate superior and his colleagues. There is an obvious danger that
manag^ent skills and knowledge, If left unused, will quickly atrophy.

As part of the debriefing process described in section 6 students, together with 
their bosses, will have discussed and Identified what use is to be made of the 
relevant learning accomplished during the course. If continuing improvement is 
to be achieved, support and follow-up by the boss and colleagues, with the help 
of personnel and training officers, and, where appropriate, tutors and former 
students, are essential over a period of many months. A checklist of practical 
suggestions follows as a guide:

1. Has a written plan been drawn up of actions to be taken?
See figure 3 for a basic format idilch has been found useful on a
variety of courses.

2. Itoes the plan include a statement of specific tasks, performance 
standards (quantified where possible) an estimated time scale 
and review dates?

3. Have arrangements been made to give adequate encouragement 
to the student by way of making available time, advice and 
moral support, changes in work or job circumstances, access 
to additional resources if necessary, secretarial or 
administrative assistance, or appropriate visits to sources
of help such as the training centres and other NHS authorities?

4* Have arrangements been made for regular reviews, at say 3» 6 and 
12 month intervals, and to let the student know how he is getting 
on?

3. Are opportunities for 'acting up' needed, attachments or special 
assignments?

6. In what areas will the boss personally coach the student?
7. Are projects an appropriate means of applying learning, and if

so of what type and in vdiat area?
8. Is it practical and helpful for the student to meet with

colleagues who have attended similar training, to discuss 
common difficulties in applying the learning and ways of
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overcoming them; or to form a permanent and expanding problem
solving group?

9* Have arrangements been made for the student to attend any
form of review or follow-up training; or to carry out further 
learning or development in those areas of importance tdiere it 
was not possible to carry out the training in sufficient depth 
on the original course?

There is evident advantage in undertaking some part of the course or its 
follow-up locally (i.e. at district or sector level) in order to relate 
the course learning to specific local policies, procedures and problems.
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ACTION PLANS
In order to assess the value of this course in terms of your particular work, 
it is essential to know lAat use you intend to make of it. This attempt at 
evaluation at the 'job performance' level therefore aims to take advantage 
of \diatever plans you are making to apply at work yha,t you have learned on 
the course.
Would you therefore, first of all please, think for a %diile about your own 
unique job, its importance in your organisation, the problems and the 
opportunities it faces you with, and any particular issues you may have discussed 
recently with your senior officer or service colleagues. Think too of any issues 
you should have discussed but didn't.
Then consider the main things you have learned on this course.
Would you now please set out any plans or ideas you have for managing more 
effectively in your job. These action plans can be large or small: some will 
of course need further thou^t, or depend on the active support of other people.
This listing of action plans is intended to serve two objectives:
1. to assist you in your efforts to use ̂ diat you have learned.
2. to help in evaluating the course, regarding which you will be contacted 

again in some months' time.
You may find it useful to keep a copy of this list for your own use and as a 
basis for discussion with your senior officer and others.
1.

2.

5.

4.

5.

6.

Have you considered - and planned how to overcome - any difficulties in the way 
of achieving these targets?

P i g .  3 :

Action Plans: A simple format of this kind can help to link classroom learning
with workplace practice. Once the initial ideas and plans have been "captured" 
in this way and discussed with the student's boss and others, the agreed plans 
can be extended to incorporate specific tasks and standards, time scale and 
review dates.
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8. EVALÏÏATION
The word "evaluation" sometimes conveys the impression of a hi^ily 
complicated process which can only he undertaken by outside experts. Whilst 
this may be true of certain advanced techniques, the purpose of this section 
is to offer a basic practical method of assessing the effect of a management 
training course on the way someone does his job (his level of competence) \diich 
makes it possible to judge the value of (evaluate) that course.

The method suggested here fits easily into the sequence advocated in Section 1 
for the pre-course assessment of training needs;

Question 1; What are we evaluating? The effects of the training compared 
with its objectives. Consequently if objectives are vague, as has been so 
often the case for both courses and students, evaluation of their achievement 
will be uncertain. However, section 1, under the sub-heading "Use of an 
Assessment Form", offers a method by \diich the student and his immediate 
superior can examine the objectives of the course well before it begins, and 
from them can identify those which most strongly match the student's 
individual training needs.

Question 2; How is the evaluation completed?
The ratings of Importance and Training Need as in figure 2 may not need to 
be reassessed after the course, having served their main purpose beforehand, 
but the central factor (the Level of Competence) should be rated a second 
time, some time after the course. Those who have pioneered this type of 
evaluation at first-line level recommend that three to four months should 
elapse to give enou^ time for any changes in the different characteristics 
to be noticed: a longer period is needed for more senior levels of 
management. Whenever possible this reassessment should be undertaken by 
the same people \dio did this before the course, so that the same standards 
are used. This will indicate what changes if any - up or down - there have 
been in the student's level of competence in each characteristic of 
management by comparison with the pre-course rating.

In addition, the extent to \diich projects have been implemented or action plans 
achieved (see figure 3) constitute further material for the assessment of 
training effects.

In all these judgements, care is needed to distinguish what would have been 
accomplished in the normal course of events from what can be attributed,
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directly or indirectly, to the inqpact of the training.

Question 5: What are the main benefits of this evaluation? Probably the 
main benefit of this relatively crude form of evaluation is that it recognises 
the course member's boss as having a key influence on the effectiveness of the 
training course. It uses his judgement and that of the course member himself 
on a systematic basis and thus encourages a much closer degree of mutual co
operation between them in regard to the training than mi^t otherwise have 
occurred.

However, vdiere very few improved performances are recorded against characteristics 
which were rated as of hl^ importance in the majority of students' jobs, this 
suggests that the training may be inadequate or irrelevant in those respects, 
or that good training has been badly applied. In either case such a situation 
would repay further investigation,

Question 4; Can "value for money" be calculated? Some of the effects of 
management training can be quantified in terms of financial savings or increased 
productivity, but many more are unquantifiable or imprecise, so that value will - 
at least in the present state of evaluation technique - be a matter of judgement 
rather than of calculation. But it would be a major step forward if those 
judgements, \diich it is ultimately for top line management to make, were informed 
by the systematic gathering of evidence on the effects and costs of various 
management training courses. The direct costs of a training course (and the 
value of students' time) can be broadly estimated and should be made widely known, 
so that they can be borne in mind when judging the overall evidence of the effects 
of training gathered in the ways suggested in this section. The result would 
not be a monetary equation but, by bringing together costs and benefits, would 
go a long way towards a reasoned judgement of the value of particular management 
courses to the students and to the NHS as a ̂ ole.
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A P P E N D I X

THE JET QUESTIONS ON PREPARATION AND FOLLOW-UP 
FOR MANAGEMENT TRAINING COURSES



KEY QUESTIONS FOR THE COURSE MEMBER'S IMMESDIATE SUPERIOR 

Op Training Needs and Objectives

1. a) Have you analysed the job and updated its description as a basis for 
joint assessment of the student's training needs with him?

b) Are you aware of the availability of check-lists of management skills, 
etc., which mig^t assist you in this analysis?
On Nominations
2. a) After comparing the student's needs with the course objectives are you quite 
sure that this is the best training at this stage?

b) Does the completed nomination form convey specific information about the 
student's job and \diat you are expecting from his attendance?
On Briefing
3. a) Has there been discussion between you and the student about the course
programme, possible project work or action plans, job handover, etc?

b) Are you quite sure the student understands lAy he is going on the course; 
vdiat is expected of him vdiat he hopes to gain and put into practice later?
On Action before the Course starts
4. a) If any preparation is required, does the student have time to undertake it
and are the right books and materials available?

b) Does he need help and guidance to prepare and who could help?
Linking the Classroom with the Place of Work
5. a) Have you thou^t throu^ various ways in which the student's work activities
can illustrate and reinforce the course learning?

b) Have you ever suggested that the tutors be invited to the worlq>lace to see 
the local activities, management problems, processes, and plans?
On Debriefing
6. a) Has time been set aside within two weeks of returning for an initial 
review of the course, the learning targets achieved and action plan details?

b) What are the student's reactions to the course at this stage and do the 
tutors know of specific points raised by the students or yourself?
On Anulying the Learning at Work
7* a) Are you and the student agreed upon action now to be taken (alone or with 
others) for job improvement and personal development?

b) Are you giving him the necessary support, stimulus and delegated 
responsibility?
On Evaluation
8. a) Has time been set aside, some months after the course, for you both to assess 
how far the objectives of the training have been achieved?



b) After examining all the available evidence - in management performance, 
personal growth, etc - about the effects of this course, will you ensure that your 
senior officer knows your judgement of its value?
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This manual is offered to NHS officers in the hope 
that it will assist them in the task of developing 
their own and their subordinates’ management ability.

There are numerous methods of management development, 
both on and off the job, and each page of this manual 
contains a brief description of one option, with 
suggestions on where it can best be used. The loose- 
leaf format is intended to help keep the contents up to 
date and adapt them to the need: for example the course 
options in section B would vary according to the level 
of management.

Taken as a whole this range of non-course and course 
options is intended to widen the NHS manager's choice of 
ways in which he can systematically increase his competence 
and that of his staff. But it is not a "shopping list", and 
the judicious blending of various options into a personal 
development plan for an individual manager requires careful 
thought, enquiry and judgement. Moreover, participation in 
any management development option needs thorough preparation 
and follow-up, including briefing and de-briefing between 
the participant and his senior officer, if the maximum benefit 
is to be gained and used.

It has been prepared by a joint working party comprising

Wilf Davey W. Midlands RHA
Tony Jefferies S. Western RHA
Richard Skipp Oxford RHA
Don White HSMC

with the active co-operation of many line managers and personnel/ 
training specialists, whose helpful comments are gratefully 
acknowledged.



A
NON-COURSE OPTIONS

Internal development within the organisation is the ongoing foundation 
for management develbopment at any level; and the use of courses, where
indicated at all (see section B), should represent a conscious and
selective building on that foundation. Indeed if that foundation is 
missing or shaky then course attendance may achieve very little of 
lasting value. Consequently, internal development is seen as an 
important security for the investment in external courses, as well as
being essential in its own right.

The following list therefore attempts to illustrate, and briefly suggest 
who could benefit from, the numerous options which exist for non-course 
methods of management development. In essence they apply to managers at 
all levels. Yet their systematic use in the NHS is rare, despite the 
opportunities which abound since they are largely based on the work 
that has to be done anyway.

People are different and learn in different ways: similarly circumstances 
vary and provide varied opportunities for managers to develop. These 
options are therefore arranged in a sequence where the focus of attention 
moves from the learning opportunities of the individual manager’s own job, 
through those which he might share with other managers, to those which are 
founded.in major issues affecting the organisation as a whole. This offers 
various points of entry along the spectrum; but there is a good case for 
regarding the first three options as bedrock, the very least that any 
manager should expect from himself and his immediate superior - and ensure 
for his own staff.

All twelve of the non^course options for management development cited above 
are based on actual examples of successful use within and outside the NHS. 
Many are complementary and, although criteria for the use of each approach 
have been suggested, further advice and examples (with relevant development 
materials in some cases) are available from the authors.



Self-Development in Management A1

Every manager has the primary responsibility for his own development, 
and everyday work is in many ways the most natural continuing source 
of development as experience grows. However, this process of self
development can be greatly accelerated and deepened for managers by the 
use of self-administered questionnaires (e.g. those available from the 
NHS Studies Centre and the Local Government Training Board). These 

I serve as an aid to diagnosis of where further experience or training 
are needed to "grow" in the job, which may in turn lead to the selective 
use of other options for development outlined in this section.

Often self-development can be accomplished very simply: by selective 
use of managers’ guides such as those produced by the British Institute 
of Management and the Industrial Society; by making a log of activities 
the basis of an attempt to manage one's own time and priorities more 
effectively; by working through a "quicker reading" text; or by seeking 
additional expertise from specialists within the manager’s own organisation, 
such as finance, personnel or work study officers. It is vital that 
intentions should lead to action, so that the active support of the 
manager’s senior officer becomes important (see A2), but this option is 
unique in that the initiative lies squarely with the individual manager - 
and remains with him.

The approach is therefore indicated as a continuing activity for every 
manager; but results are likely to be most striking for those who are 
self-reliant and prepared to believe in the possibility of developing 
themselves further by their own efforts. Advice is available from regional 
training services on suitable materials.



Management Coaching A2

"Coaching" in management implies the conscious, systematic, habitual 
effort to derive and create learning from the normal work activities 
of managers. By contrast with A1 the initiative is taken by the 
manager's senior officer who, recognising that managers learn from 
what they find out for themselves - a form of "discovery learning" - 
guides, challenges and stretches his subordinates to higher levels of 
performance, giving constructive feedback and putting work incidents 
into a framework from which principles can be drawn to guide future 
action.

Available materials (such as the Wessex RHA guide to coaching and the 
Training Services’ Agency film "Coaching for Results") can help the 
senior officer to develop this approach and to agree realistic targets 
for each of his subordinates to achieve, with his active support. This 
is more difficult in management than in many other fields because of the 
wide discretionary area in the manager’s work (often undertaken in 
isolation) and the absence of any "one right way" of achieving results.

Coaching is most likely to succeed within a participative management 
climate, and the indications are good where the manager's senior officer 
either naturally possesses, or is willing to acquire, the necessary skills 
- perhaps at a specialised seminar or module in this field of the kind 
described in section B. Practical support can be provided from regional 
training services to help give an initial stimulus to local efforts in this 
field.



staff Development and Performance Review A3

Thi*̂  is the title given to new systems of appraisal and counselling 
being introduced by the four existing National Staff Committees, which 
place a strong emphasis on development action plans agreed between 
appraiser and appraisee following a joint review of current performance. 
Clearl this process is not different in kind from A2 and is likely to 
yeild the best results where an on-going coaching relationship already 
exists. What it uniquely provides to management development is a 
regular (generally annual) and structued opportunity to take stock cf 
performance achievements and targets, which might not otherwise take 
place in any depth.

Both the appraisal/counselling process and the preparation for it can 
in themselves be powerful means of development ; they can lead to the 
clarification of "grey areas" in the manager's role'and agreement on 
his key tasks; they can help identify training needs; and, in considering 
how such needs should best be met they can be assisted by the availability 
of a check-list of management development options of the kind represented 
by this document. Moreover the principles apply, with appropriate 
adaptations, to all health professions. Tape-slide and other training 
materials are available to accompany the introduction of the national 
scheme, and the Video-Arts film "How Am I Doing?" is directly relevant.

The intended general application of the new schemes makes it unnecessary 
to suggest specific indications for use but, since their focus is on 
individual performance, it is likely that the parent organisation will 
benefit most if the review is preceded or combined with à systematic 
assessment of the significant problems, plans and opportunities facing 
the department or division in which the appraised manager works.



Distance Learning A4-

This term is used to embrace several learning methods where no teacher 
or tutor is present at the time of study. A corollary of this, 
significant for internal management development, is that very often 
a high degree of teaching expertise has gone into the distance learning 
materials themselves, so that they can be sufficiently self-contained 
to permit independent- learning by individuals or groups away from the 
classroom.

Examples relevant to management include Open University/BBC courses 
(e.g. Decision-Making in Britain, Industrial Relations, Trade Union 
studies); tape-slide and audio-cassette oackages (e.g. on interviewing 
skills, report-writing, staff appraisal, network analysis); programmed 
learning texts (e.g. in basic mathematics and statistics, communications, 
Health and Safety legislation); and a wide range of management training 
films. Within the same overall definition are correspondence courses 
for professional and management-related qualifications; and the growing 
practice amongst NHS education centre staff of providing tutorial help 
by telephone for management course members between modules.

Criteria for managers most likely to benefit from distance learning 
include those who are sufficiently self-motivated for independent study, 
those who prefer to work at their own pace, and those whose personal or 
geographical circumstances prevent them travelling to other sources of 
high-quality training. Generally speaking the materials which currently 
exist (on which advice can be offered) are most effective as sources of 
knowledge, and least effective in the development of sociaîj skills, 
where it is difficult to substitute for the interaction practice and 
feedback provided by other students and the tutor. \



Job Rotation and Attachments to Other Departments or Organisations A5

The main development purpose of such arrangements is to broaden a manager's 
personal experience and contribution to his organisation in different fields 
of management without the permanency of a substantive change of employment. 
The process tends to introduce fresh ideas, and can also be used to bring a 
succession of able, developing managers into less popular services and 
departments (following the example of medical rotation schemes in this 
respect).

Rotation requires the participation, of a number of people who can share in 
the development opportunity, but there.are often problems of unequal 
commitment, of temporary loss of continuity in the jobs concerned and the 
risk of some irritation amongst staff not included in the rotation. 
Successful examples of rotation schemes can be quoted at junior and middle 
management levels: for senior and specialist managers it is more difficult
to arrange a regular scheme, but individual exchanges and attachments can 
be very valuable on an ad hoc basis.

Indications for this option therefore emphasise situations where it is 
sufficiently important for particular officers to broaden their experience 
to justify the disturbance involved; and the alertness of top managers in 
seeing and seeking opportunities for such arrangements to be made.



Tutorial and Advisory Visits for Management Development A6

This option involves enlisting the help of the regional or local 
officer who acts as the management development adviser or one of 
the education centre tutors who work with management, courses, or 
both.

A visit to the manager's place of work could come about in a number 
of ways. Managers attending a course - and their "bosses" - might 
be visited as part of preparatory and follow-up work (itself a 
developmental experience) to help rela e work practice to classroom 
learning and vice versa. The initiative might be taken by the 
education centre but a specific invitation by the nomintating officer 
is particularly welcome. There might be a request from line managemen 
for advice - in ormed by knowledge of practice elsewhere - on the 
creation of local management development policj.es and plans. Or 
information and opinion might be sought about the various development 
options and training materials outlined in this document to ht Ip select 
the best means of developing individual senior managers,

There is much to be said for a development discussion with every offiver 
within, say, 6 months of appointment to a responsible management post, 
involving his boss and the management development adviser, to work out 
a personal management development programme which makes selective, 
integrated-and economical use of the various options available, whether 
course or non-course.

The major indi.ation for using this source of help for management 
development is simply defined as recognition by top managers that advie 
in this field is available and might be useful.



Briefing from Management Course Participants A7

Those who have attended courses, seminars and workshops of the kind 
described in section B represent an enhanced asset which is often 
underused on return to the organisation. If the course has been 
effective, the participant has information and ideas to share, and 
possibly motivation to take various actions which need the active 
contribution and commitement of others.

To make the fullest use of this resource requires a systematic approach 
to extracting benefit for the organisation from the attendance: this is 
likely to include written or verbal reporting to colleagues, the 
selected distribution of materials and handouts, the formulation and 
discussion of proposals for necessary changes, and explanation of what 
contribution the course could make to personal and organisational 
development plans. It is useful for management to have a record of 
course and conference attendances so as to link up officers who have 
had similar or complementary experiences, in the expectation that they 
could collaborate on particular assignments with the advantage of 
familiarity with the same language, concepts and methods of analysis.

This option is there to be used by any organisation which makes use 
of courses for its managers, at any level, and wishes to get value 
for the money and time expended in this way rather than resting content 
with having made the nomination. A check-list of good practice in 
follow-up of this kind is available through regional training services.



Planned Visits ^3

There is considerable development potential for managers in making, alone 
or with colleagues, visits to other organisations - inside or outside the 
NHS - where there is some good or distinctive management practice to be 
seen and discussed. Absenteeism, the commissioning of new buildings, 
consultative machinery, the functions of sector teams, personnel procedures, 
staff health arrangements, early discharge, flexible bed use between 
specialties, etc. etc. all represent management activities and problems 
where effective action might reasonably start by studying how others 
have undertaken similar tasks. Many managers work in unnecessary • 
isolation and there is an important development opportunity in re-examining 
one's own plans and problems in the light of others' efforts.

Information and ideas for purposeful planned visits of this kind come 
readily from studying the journals, attending professional meetings, 
using the Kings Fund Centre information and lending folder service, 
and generally making others aware of one's concern to find a solution 
to problems, which may themselves have been identified in the development 
processes outlined at A2 and A3.

Indications for this approach focus on those managers, as individuals 
or groups, who face management problems and opportunities in unnecessary 
isolation; others are already using this method and have stopped trying 
to re-invent the wheel.



Local Study Days on Management Issues A9

The need for development through outside contacts, which underlies A8, 
can also be achieved by inviting management .practitioners or trainers 
to lead, or contribute to, study days and discussions within the 
organisation on issues where top management believes, that current 
practice could be improved.

Tne conduct of meetings, ideas for cost reduction, trends in legislation 
ana procedures affecting industrial.relations, legal considerations in 
health care, the effective use.of time, the launching of staff appraisal 
and coaching schemes - these are amongst the issues that have been tackled 
by.this method, which as a format has much in common with nursing study 
days or the lunch-time meetings.in Postgraduate Medical Centres. Advantages 
include the large numbers who can be reached simultaneously, the ease of 
setting up, and the low cost through avoidance of travelling and residence, 
But there needs to be a coherent local plan for the use of this approach, 
and for the follow-up of the outside stimulus it provides, otherwise such 
study days, can deteriorate into isolated-intellectual-debates .or...entertain-, 
ment sessions.

With this caveat, however, the use of the study day method is widely 
indicated, for the many managers at all levels who can develop by comparing 
their current practice and knowledge with the standard presented, and by 
subsequent involvement in introducing any agreed changes. Advice can 
readily be given by regional training services on suitable contributors.



Participation in Special Projects, Problem-Solving and Action Learning Groups
Alo

Assignments of this nature offer a special form of development for 
participating managers due to the extra dimension of working in a 
temporary team. Experience is gained of group problem-solving and 
decision-making and the use of interpersonal skills and styles of 
leadership, often in a multiprofessional setting, as well as the 
gathering, analysis and effective presentation of relevant information. 
There is rarely any shortage of management problems on which an ad hoc 
group of officers could work together and learn from doing so: examples 
include such assignments as commissioning new buildings, re-planning 
the in-patient's day, closing redundant hospitals, devising the 
re-allocation of resources or various service improvement schemes. 
Occasionally a project may be set up primarily to give practice in 
the processes of team working, but generally this is a natural spin
off from the main task of finding a solution to the'problem itself.

The Action Learning approach is also problem-centred, in the sense that 
a group of selected managers of high potential is set up to work on a 
range of tough, complex problems (agreed with top management) regularly 
over an extended period, sometimes in each other's departments. Power
ful forces for personal atnd corporate development can emerge from the 
combination of individual effort with group stimulus and support, aided 
by an outside tutor acting as a "catalyst" to facilitate the team's 
potent 1 and suggest specialist help for participants as required.
A number of examples can be quoted within and outside the MHS.

Participants for groups set up to deal with real management problems 
need to be chosen carefully. One criterion might be a manager's need 
to learn from more intensive joint working with other managers, perhaps 
identified through appraisal (A3); another might be the need to use 
and reinforce the learning and motivation gained from earlier attendance 
at a management course (see A7,c In either case a system for identifying 
such managers capable of benefitting from this approach is vitally 
important. The main indication for the use of this method is therefore 
the organisation which does not simply face management problems but can 
recognise the chance there is for learning and development for those 
invited to work together in search of effective solutions. Advice and 
contacts can be offered to those who wish to pursue this approach.



Participation in Team Development All

In this option the ef-o c is o^^ected principally at increasing the 
effectiveness of the many management and planning teams which function 
on a regular basis for a wide range of purposes (b_y contrast witn the 
problem-centred focus of the ad hoc groups at AlO), Tnese include 
Regional/Area Teams of Officers, CisrpiCt Management Teams, Health Care 
and Joint Planning Teams, Sector and Unit Management Teams, Second-in
line Teams and many others, both uniprofessional and multiprofessional.
For all of them it is critically important to develop and maintain 
cohesion, to agree on the purposes for which they exist, to clarify 
their relationships with other teams, and to conduct their business 
efficiently.

Where necessary, improvements of team effectiveness can be sought through 
the help of a skilled, trusted, neutral outsider who can sit in on team 
meetings and offer feedback on both the acmevement ô' its tas^s and the 
interpersonal processes affecting the team s functioning and cohesion. 
Advice can be given on the determination of the agenda, preparation for ihe 
meeting and ground rules for its conduct: the adviser can also assist the 
team, sometimes away from its normal place of work, in oeveloping its 
corporate objectives, interpersonal skills and problem-solving capacity. 
These team-building skills are scarce, but examples of successful work 
and suitable contacts can be offered by management development advisers.

This development option is for the team as a whole rather than just for 
the individuals in it, and the primary indication is that the team has 
reached the conclusion that it could manage its affairs more purposefully 
(which often means more expeditiously) but is unable to achieve this 
satisfactorily by its own efforts.



Involvement in Organisational Management Development A12

Here we have reached that end of the spectrum of management development 
options where the focus of attention is the total organisation, or a 
significant part of it, rather than the individual manager; and the 
aim is to create a "healthy" organisation̂ -, clear, as. to its goals, open 
in its communication and decision-making processes, and adaptive to 
change. But the organisation consists of its individual members, so that 
the achievement of these corporate purposes requires the commitment of 
people, involves the participation of individuals in setting departmental 
and individual objectives which contribute to organisational plans, and 
depends on the creation of a climate of social processes which encourages 
people to achieve results and derive high job satisfaction.

So this approach represents a comprehensive effort to develop the 
organisation and the participating individuals: indeed each depends on 
the other. And the management function of the organisation is normally 
the central focus of development effort. Examples can be quoted where 
these aims have been achieved to a greater or lesser extent within 
frameworks described as Participative Management, Management by Objectives, 
Management Audit, Management, Development consultancy. Role Negotiation and 
Personal Development Planning; but the descriptions are less important than 
the underlying concept of integrating individual with.organisational manage
ment development.

Typically, a skilled outside consultant or team is used at the initial stage 
of identifying issues which prevent the organisation functioning as 
effectively as it needs to, and a concern about this within the organisation 
is perhaps the initial indicator for this option. Such issues may include 
unclear objectives, over-centralisation of decision-making, excessive paper
work, the effects of RAWP, changes in the organisation's technology, or 
problems ...with .management/staff relationships. Pressures of this Kind oblige, 
the. organisation to adapt.

After this diagnostic stage, top management and consultant may agree on a 
programme of management development which could include goal setting, 
clarification of roles, problem solving and various training activities. 
Experience indicates that a sustained, long-term commitment on the part of 
top management is essential to carry through such a strategy.



B.

COURSE OPTIONS: Suggested Criteria for Off-the-Job Training

National initiatives over recent years have resulted in a wide range 
of choice between management courses at senior level. Yet criteria 
for using that choice in the light of individual senior officers' 
needs, capabilities and circumstances seem not to be generally known 
amongst nominating officers, or even amongst personnel/training officers 
advising them in all cases. For some chief officers and potential 
course members, "senior management development" is still a synonym for 
attendance at a Senior Management Development Course, regarded as an 
automatic necessity or even as a right.

Set out below is a list of factors that might influence the decisicn 
whether to nominate a manager in the NHS for any course at all, rather 
than rely entirely on the non-course options described in section A.
This is followed by a brief description of the various courses available
at senior management level, with indications as to the type of officer
most likely to benefit from each one:

Selective use of courses should be considered where one or more of these 
criteria apply:

a. When skilled teaching or tutorial coaching is needed that cannot 
be made available within the organisation

b. When freedom from day-to-day pressures and commitments is required 
in order to concentrate on learning

c. When time is needed for training to be effective, e.g. social skills 
and attitude changes

d. When library or information room resources are needed

e. When speed is required because in-organisation training is likely
to be subject to conflicting priorities or delays

f. When a multi-professional mix is required on neutral ground

g. When personal development needs are sensed rather than precisely 
identified and an off-the-job course can help to clarify them.



Henley/Business Schools Executive Development Courses B1

These expensive 9/10 week courses are indicated for those at or on the 
verge of top management who have, the potential to make an exceptional 
contribution to the NHS. Amongst nomination criteria for this very 
demanding form of development alongside managers from all parts of 
society are a position of organisation-wide influence, breadth and 
originality of ideas, wide reading, an analytical/numerate ability 
and a firm grasp of the major issues facing the NHS.

An annual DHSS circular defines the eligibility.

Henley/Business School Management Appreciation Courses B2

These expensive 3/4 week courses are indicated for those who are 
experienced in top (as opposed to senior) management but have career 
time and ability, to make a major contribution to the leadership of 
the NHS. The intellectual demands are somewhat less rigorous than 
for B1, the impact being one.of broadening.alongside board-level 
managers from all parts of society. Criteria should therefore 
emphasise maturity in top management, the need for mental refreshment 
and.for an. up-dating review of. the functions of management in its 
international environment.

An annual DHSS circular defines the eligibility.



Specialised Seminars (NHS) B3

This category covers a variety of optional modules, seminars and 
workshops which have in common their concentration on a specific 
topic or theme in greater depth than is possible on a general 
management course, their short duration (generally 2-5 days) and 
consequently their relatively low cost. Whether provided by RHAs 
or by NHS education centres (or jointly) the obvious criterion for 
their use is the need of the nominee for the specific knowledge or 
skills on offer in relation to particular, clearly identified problems 
or responsibilities in ah NHS context. They do not offer a rounded 
or overall view of management and cannot substitute for a general 
management course if that is in fact the requirement; but where an 
adequate foundation exists they are indicated to fill specific gaps 
and, because need predominates over seniority as the major criterion, 
they can bring SNOs, PAAs, clinicians, departmental heads etc. into 
the overall programme of management development.

Short Courses (Civil Service College) B4

These are similar in their rationale to B3, but may be indicated 
where the required topic is not available from NHS sources or where 
a broader "public sector" context is valued more highly then an NHS 
orientation.



Senior Management Development Courses (NHS) B5

These 6-week multi-professional courses at designated national 
management centres offer a comprehensive view of management related 
to health care and to the work of individual course members. Insights 
and methods from the behavioural and quantitative sciences are used to 
form a view of the senior manager's organisation-wide role and to help 
him meet the consequent obligations. They are indicated for those who 
have recently arrived in senior management, have the intellectual 
capacity and potential to develop their role and contribution, and have 
had a foundation of previous management training. There are differences 
of emphasis and style between the education,centres, summarised in the 
profiles distributed with the annual DHSS nominations circular, which 
also defines eligibility.



Experienced Senior Managers* Courses (NHS) B6

These 2%/3-week multi-professional courses at designated centres are 
broadly similar in scope to B5, but are designed specifically for those 
who already have substantial experience in senior management. This, 
rather than previous management training, is the eligibility criterion, 
and indications for nomination include the likelihood of benefitting 
from the sharing of experience with other senior officers of all 
professions, from the placing of that experience in a broad framework 
of management concepts, and from updating knowledge of relevant management 
techniques. Much emphasis is placed on analysing and meeting individual 
needs, recognising the considerable differences between managers at this 
level of seniority.

An annual DHSS circular defines eligibility.



"Occupational" Management Courses B7

This range of uniprofessional courses, in which the NHS Studies Centre 
at Harrogate specialises, lays special emphasis on management in relation 
to the work and culture of one particular health profession. They are 
therefore complementary to multi-professional management courses and 
seminars, but are particularly indicated for senior officers in occupational 
groups where the professional element in the role remains a major determinant 
of the work, or where there has been no tradition of systematic management 
training at more junior levels.

Eligibility is defined in the relevant DHSS circulars announcing such 
courses.



Long Courses leading to a Management Qualification B8

Although no national policy yet exists to guide the selective use of 
such courses, attendance is occasionally and sporadically arranged 
on a full or part-time basis. Eligibility criteria obviously emphasise 
the intellectual capacity to undertake a substantial quantity of self 
study over an extended period of time, and to satisfy examination 
requirements; but this can be reconciled with a high degree of practical 
relevance through work-place projects and individual tutorial support.
What is offered by this method is a comprehensive foundation of management 
studies - chiefly in concepts and knowledge rather than just techniques 
and skills - which would be largely wasted, or atrophy for lack of use, 
if it did not act as a base for career progress towards future, demanding, 
management roles. Indications for nomination in a tough-minded, highly 
selective approach would therefore include not only academic ability but 
also relevance of the qualification to career potential (e.g. DMS for those 
with potential at least for upper middle management. Masters degree for 
those with potential at least for senior management); and look for a 
proven record of achievement and a strong personal well-reasoned motivation 
In this extended, long-term form of development the investment of time and 
energy is such that individual aspirations need careful matching with 
future organisational requirements in the NHS.



APPENDIX 4

A POLICY FOR MANAGEMENT DEVELOPMENT 

IN THE EXETER HEALTH DISTRICT

Guiding Principles

The following principles constitute the foundation of district policy with
respect to the development of management ability.

1. NHS managers themselves carry the primary responsibility for their own 
and their subordinates' management development and this is an integral 
part of their duties.

2. Management development is vital to the efficient and effective working
of the health care system - not an optional extra. It must be con-
,ceived and provided for as part of the planning and policy-making of 
the District.

3. The foundation for management development at any level in the District 
is constituted by the opportunities managers have for learning on the 
job, with the active help of their senior officers.

4. The use of courses should represent a conscious and selective building -
on that foundation; if the foundation is missing or shaky, attendance
at a course may achieve little of value for either the officer or the 
health care provided in the District.

5. Whatever resources can be devoted to management development will be
shared amongst all professions involved in the organisation of health
care and supporting services, on the basis of need rather than histo
rical precedent.

6. Need is seen as embracing the organisation's requirements for improved 
performance as well as the realistic career and job satisfaction 
aspirations of the individual officer.

7. The review of work performance, strengths and weaknesses, in relation
to the present and future demands of the job, is the essential starting*
point for any form of management development, as well as an important
means of subsequently judging its effect and value.
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MANAGEMENT EDUCATION AND TRAINING

\
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MANAGEMENT EDUCATION AND TRA IN IN G  IN THE REORGANISED NHS

This memorandum looks at management education and training arrangements in the existing NHS and the 
principles on which such needs should be met in the reorganised Service, Guidance is given on means of 
integrating such training with practical management performance at the place of work and on areas where 
further study and experiment are needed to help lay the foundations for further development.*

It is addressed primarily to those who have a major, specialised responsibility for management development, 
but in order to encourage widespread understanding of this policy at all levels a summary of the main points of 
the memorandum is given, together with an outline of priorities for 1974/75, in the separately distributed 
document "Management Education and Training in the NHS, 1974/75".

PART A. THE PRESENT SITUATIO N A ND  FUTURE NEED

Introduction

1. The purpose of management education and training is the same as that of other aspects of management 
development - to help improve the quality of management and thus to contribute to better health care, both 
o f individual patients and of the community as a whole, within available resources. Health care is provided 
predominantly through people and, in a labour-intensive organisation like the NHS, the development of its 
human resources to their highest potential, in the pursuit of the Service's health care objectives, represents the 
essential interests both of the individual employee and his organisation. This is the particular province of the 
personnel function and, within that context, "management development" is the general term which embraces 
a number of strategies (including appraisal and counselling, management education and training both on and 
off the job, the systematic acquisition of varied experience and study for appropriate qualifications) designed 
to develop in an orderly way the managerial capacity of an organisation through its members. "Management 
education and training" are less easy to separate either in definition or in practice, since general, broadening 
educative processes frequently accompany training in specific management skills required for the purposes of 
the NHS which, being a human service organisation, needs staff who are educated as well as trained. There 
should be no education so academic as to be devoid of a training component and no training which does not 
have a general educational impact: these processes are closely interwoven and the use of the shorter phrase 
"management training" in this memorandum is not to be regarded as excluding wider educational aspects.

2. Management education and training are not new to the NHS, particularly in the form of short 
post-experience courses o f various kinds which have been provided over a number of years in all parts of the 
existing Service, representing a very considerable investment of time and money. Although objective 
evaluations of the benefits secured by this investment have only recently begun to be possible, there is very 
substantial general evidence from the participants of these courses that they have been helped to manage 
better at their place of work and to make specific improvements. A t the same time many off-the-job courses 
have been criticised for their relatively random selection of skills taught, not necessarily related to the actual 
needs of the individual and his organisation. What is clear is that in the absence of appropriate training 
opportunities there is a great risk o f bad management, with its attendant isolation of the health care 
professions, continuance of out-dated practices and, inevitably, poor organisation of patient care services. With 
integration of the Service, the opportunity has been taken to review the education and training provided to 
date in consultation with those actively involved, to consider lessons learned from the experience gained, to 
agree objectives and to suggest means of attaining these in future arrangements in the new Service.

3. As indicated in paragraphs 150 and 46 respectively of the English and Welsh White Papers on NHS 
reorganisation it is envisaged that a NHS Training Council will be established and in future years reviews of this 
kind will no doubt be undertaken by that Council in consultation with the linked series of staff advisory 
committees proposed in the same White Paper paragraphs. The present review* has been undertaken in 
consultation with the two recently formed National Staff Committees (for Administrative and Clerical Staff 
and for Nurses and Midwives) covering staff from the three parts of the existing NHS; Regional Hospital 
Boards; the Local Government Training Board; the Executive Councils' Association Staff Training Committee;

*This document has been prepared with the English situation primarily in mind. The Welsh Office have been consulted about 
its content and endorse the policies which the document recommends as huving equal application in Wales. Because there is 
no Regional Health A uthority in Wales,^ however, references to levels of organisation involving "the region" cannot literaily 
apply. The respective roles of of the Welsh Office and Area Health Authorities in this important field remain under consideration.

••Parallel reviews are currently taking place of other parts o f the management development responsibility eg staff appraisal, 
professional qualifications, selection and appointment procedures; guidance w ill be issued separately.



the King's Fund College and university education centres providing reorganisation and management 
development training at senior level for officers from the three merging parts of the existing NHS in the 
current academic year 1973/74. It should be recorded that there is little, by way of principle or practice, 
commended in this memorandum which is entirely new, since outstanding examples of imaginative and 
effective management education and training can be found throughout the country in the work of the regions 
and organisations referred to above and the Further Education sector generally. The purpose of this 
memorandum is rather to bring together in a coherent manner the underlying principles behind these examples 
of good practice, to relate them to each other and to management development as a whole, and thus to 
provide a policy framework within which standards everywhere can be raised to the highest level in the 
interests o f the better management of health care.

Existing management education and training arrangements in the Hospital and Local Health Authority services 
and Executive Councils

4. In the hospital service in England and Wales management training has been based largely on 
recommendations made by the previous National Staff Committee and National Nursing Staff Committee in 
their reports on "Recruitment and Management Development of Administrative Staff in the Hospital Service" 
and "Management Development of Senior Nursing Staff in the Hospital Service" in 1967 and 1968 
respectively. Hospital Boards have built on these policy foundations, contributing valuable new initiatives of 
their own, and each year currently well over 12,000 staff spend from a few days to a month or more on
management courses for an increasingly wide range of hospital and community health staff. / t

Vf
5. A t senior level courses have been provided on a national basis at the Kings Fund College and certain 
universities, first as 8-week senior management courses and later as 6-week general management development 
courses. A t the outset these courses catered for administrative staff only but following the introduction of 
the "Salmon" nursing structure places were provided for nurses and midwives and the courses have now been 
opened to members of other professions and to officers from all parts of the NHS.

6. Also at national level places have been provided on an experimental basis for a few hospital service 
administrators and nurses on courses run by the Administrative Staff College, Henley, and the London and 
Manchester Business Schools. Senior members of the professions have also attended 5-day seminars on 
particular topics at the Civil Service Staff College.

7. For the staff of Local Health Authorities the Local Government Training Board has been mainly 
responsible for arranging management education and training. In the wake of the Mayston Report, the Board 
set up a Working Group on Management Training of Local Authority nursing staff, which recommended 
syllabuses for management courses at each of three management levels, viz top, middle and lower middle 
(originally termed first-line).

8. (a) At top level, the Local Government Training Board set up a series of 3-week multiprofessional 
management courses at Leicester Polytechnic. These have been attended by medical officers of health,
dental officers, ambulance officers,' senior hospital nurses, and administrative officers from local health . V.
authorities and the hospital service, in addition to community nursing staff.

(b) A t middle level, the LGTB Working Group recommended 4-week management courses. These have 
been provided at five centres - the University of Aston, William Rathbone Staff College and Bristol,
Huddersfield and Thames Polytechnics - in collaboration with Provincial Council Training Officers.
Where possible course membership has been drawn equally from local authorities and the hospital 
service.

(c) A t lower middle level, two-week courses were recommended and these have been provided at local 
centres (mainly polytechnics) in conjunction with Provincial Council Training Officers. A t this level 
course membership has been limited to community staff.

9. For Executive Council staff in England and Wales, the Staff Training Committee of the Executive 
Councils' Association (England) representing employing authorities and staff organisations has arranged, 
annually, seven residential training courses of one week's duration at training colleges at Durham, Bromsgrove 
and Broadstairs for preliminary, intermediate and senior grade staffs. The Extra-Mural Department of the 
University of Birmingham has sponsored several of the senior courses. Programmes of all these courses have 
been designed to give in-service training, much of it job-oriented, and varied to meet changing needs of the 
Service. A large number of Clerks of Executive Councils have attended computer appreciation courses arranged
by the DHSS at St Helen's College of Technology. .-v,,



10. Experience gained from these courses and findings from researcht both inside and outside the NHS 
demonstrate that attendance at an off-the-job management course is not of itself sufficient to ensure effective 
learning and its application to improved management at the place of work. A  great deal depends too on the 
"climate" within the parent organisation, recognition of the value of training by top management, the quality 
of officer relationships and the involvement of the student's senior officers, particularly in his preparation for 
the course and in follow-up on his return. Equally important is the personal motivation of the student* and his 
capacity to see and develop the relationship between what he learns in the classroom and what he does in his 
job.

Need for management education and training in the integrated NHS

11. In the reorganised NHS services will be planned by multiprofessional teams and the effectiveness of the 
health services will very much depend on the quality of management. This style of consensus-forming team 
management pervading all professions and all levels represents a major training need for many officers, as does 
the introduction of a systematic planning process and cycle. Stress on the need for ability to set objectives and 
standards and monitor performance against them gives fresh importance to management by measurement, the 
development and use of comprehensive information systems and effective financial management.

12. Also in the new Service the development of a strong personnel function is envisaged so that line 
managers will have specialist advice on recruitment sources and methods, on selection techniques and 
induction processes; staff appraisal and counselling; on training, including the identification of training needs 
and arrangements to meet them; industrial relations and staff welfare arrangements. However, as is emphasised 
in HRC(73)3 and HRC(73)37, personnel management is the responsibility of all those who manage people, as 
well as of those who are employed as specialists, and the growth of the personnel function will assist managers 
to discharge more effectively their basic responsibility for staff development. As indicated in paragraph 149 of 
the White Paper on the reorganisation of the Health Service, therefore, management education and training 
need to be designed "to equip all the decision makers with an understanding of the needs of the Service as a 
whole and of its staff, and with skills enabling them to make the best use of available resources". These 
decision makers of course include the medical profession.

13. Whilst the emphasis in the early years of NHS management training has generally been on the training of 
officers as individuals, often expressed in terms of their attendance at off-the-job courses, recent developments 
have shown the complementary learning needs of teams of officers and indeed of organisations as a whole. The 
concept of "fo ie" has been more fully developed, whereby training can legitimately be focussed on the 
particular requirements of the job for which the individual officer (or the team to which he belongs) is 
accountable. All this has implications for the purpose, method and place of management training. The 
conventional short off-the-job course will continue to be of value in the NHS, but a considerably greater 
variety of training strategies and options can be anticipated to meet the changing needs of an enterprise with 
the size and complexity of the NHS, quite apart from its impending reorganisation.

14. It is the clear responsibility of NHS authorities to facilitate the development of all their staff including 
all their managers. Some idea of the scope of this task can be gained from the fact that the number of NHS 
officers who have managerial responsibilities of one kind or another - from first-line supervisors to chief 
officers in all occupational groups - is in excess of 100,000. The management ability of all these officers has 
for the most part to be developed within the NHS itself and the foundations for this logically need to be laid 
during their basic technical training. Systematic training plans should of course form part of manpower 
planning for the future (including recruitment, succession planning and consequent training for the future as 
well as current roles) and this in turn will reflect the overall planning objectives set for the organisation as a 
whole.

f  Amongst those whose work has specially influenced recent thinking about management education and training in the NHS  
are Professors Chester, Rovans and Jacques, Derek Williams, Julia Davies and Alistair Mant,

•Throughout this memorandum the word "student" is used simply to indicate the person learning, however senior or junior 
he is in grade or status. "H o" stands for ' ho or she".



PARTB PRINCPLES FOR MANAGEMENT EDUCATION AND TRAINING
IN  THE REORGANISED NHS \

15. A number o f principles can be identified on which the policy for management education and training in 
the reorganised NHS must be based. This represents a framework for phased development over at least 5 years, 
but although the 1974/75 programme in itself can be no more than a modest step In the right direction, it is 
essential to be clear what that direction is, so that the attention and efforts both of the NHS and of relevant 
parts of the education sector may be similarly aligned. The following propositions may therefore act as the 
early signposts, although the pace of movement must clearly depend on available resources, including finance, 
establishment levels adequate to release staff for training, and expertise in management development.

The long-term strategy for management education and training in the reorganised NHS must aim to become:

16. comprehensive, ie it should extend to all health care personnel with managerial responsibilities, 
irrespective of their occupation, as quickly as their management learning needs can be properly identified, as 
occupational groups, as teams and as individuals. This will require a sensitive and flexible approach to meeting 
those revealed needs, including the needs of those who have had substantial experience but little or no 
systematic management training. Provision should eventually cover both

(a) occupational management training, which can be appropriate in some form at all levels, where the 
focus of study is the management of one function (or a closely related range of functions) such as 
medical and dental services, nursing services, scientific and technical services, laundry, catering and 
domestic services, administrative, supply or works services; and

(b) multi-professional management training, where attention is concentrated on abilities needed by all 
NHS managers, at various levels, regardless of their parent professions. Most management problems, even 
at first-line level, are soluble only by collaboration between members of a number of professions or 
departments, so that NHS staff who manage together should develop and learn to apply their 
management skills together whenever their training needs are compatible.

These forms of management training are complementary, not contradictory, and at any particular stage of an 
officer's development one or the other might properly predominate. Moreover managers (including 
supervisors) can only be effective if they obtain tne co-operation of the staff who work under their control. 
Management should therefore be participative in style and seek to ensure that its objectives and plans are 
understood and backed by subordinate staff. Hence the technical training of junior staff needs to be 
co-ordinated with their management development and should aim not only to achieve efficiency but also to 
identify and encourage potential managers.

17. integrated with work. Management is not a distinct body of knowledge that can be learned like a discrete 
academic subject. Whilst drawing on a very wide range of theory for its concept and techniques, the real 
meaning of management is not learned until it is experienced by actually managing. And as the student 
experiences it the meaning deepens, so that meaning and experience are continuously feeding into each other. 
Consequently the task of management training cannot be discharged fully through the contents of an external 
course, however high its quality: the process begins and is continued at the workplace rather than the 
classroom. Where special relationships emerge between teaching resources and particular health authorities and 
officer teams, the workplace/classroom gap can be bridged by focussing training on the practical problems of 
management faced in daily tasks, by making explicit the links between theory .and practice, and by helping the 
manager to learn how to learn. Without this capacity to learn, experience fails to teach.

18. Means must therefore be found of relating the teaching and the practice of management much more 
intimately than has often been the case hitherto, when for example "going on a course" has been regarded 
perhaps as an isolated experience separate from the real-life problems of managing actual hospital and health 
services. Learning methods appropriate for experienced professionals need to be further developed, on which 
separate guidance notes will be issued in due course. Students must be encouraged to draw upon their past 
experience as managers and it is clear that projects, work assignments, practical exercises and simulations can 
all contribute much to the essential relevance and reality. However, recent research findings and growing 
experience have emphasised the substantial constraint of the working environment itself on the freedom of 
action of all NHS managers. Within this environment a key influence on the student, making for success or 
failure in the transfer of learning into improved managerial performance on the job, is undoubtedly that of the 
student's immediate superior, although senior management, colleagues and subordinates also have a significant 
impact. The active, imaginative support of that superior in reinforcing external management training cannot be 
expected unless he is directly involved in the learning process himself. Of course the individual student remains



responsible for using the management skills acquired, when he returns to work, but ideally the role of his 
superior should include the assessment of training needs and pre-training nomination, preparation and briefing 
of the student; participation in the selection and on-the-job support of projects and work plans; wherever 
possible some involvement in the training itself; and de-briefing and follow-up of the student on return.

19. This calls for a far more positive participation in the training of thçir subordinates than is normally 
found amongst students' immediate superiors and itself demands, careful training and practice, but it clearly 
follows from the line manager's responsibility for the development of his staff. Ultimately management - like 
much o f clinical medicine - is a practical art in which progress is made largely by constant performance under 
the guidance of a trained practitioner. Further guidance notes on nomination, preparation and follow-up will 
be issued in the form of a check-list of good practice.

20. progressive, ie it should develop a clear, stage-by-stage articulation in which, for example, 
first-line/supervisory management training is seen both to build upon relevant training during and after basic 
technical training in the occupation concerned* and in turn to constitute a foundation for subsequent middle 
management training. This should then be the basis for training at senior and top levels although, throughout 
the progression, the precise forms o f training will have to vary according to the needs of individuals and groups 
of staff, bearing in mind the relationship between occupational end multi-professional management training 
referred to in para 16. A distinction should be attempted between training to meet primarily development 
needs (ie for the prospect of greater responsibilities) and training to help experienced officers to manage better 
in existing roles: although equally important, the educational objectives, resources and teaching methods for 
these two types of training often call for rather different approaches, particularly above first-line level.

21. The strategy should be progressive in another sense too, that the educational development of NHS 
managers is to be seen, as a career-long process and cannot be allowed to depend on one isolated training 
experience for the majority who do not proceed through a sequence of management training as a part of career 
development To provide, through training opportunities and otherwise, for the continuing development of 
staff throughout a long period of service is a proper expression of care and concern on the part of a good 
employer. Thus, although the possible need for training should always be in mind, we should move as rapidly 
as resources allow towards the situation where no more than, say, 5 years should go by without one form or 
another of management training,according to need, being considered for each NHS manager, as is already 
common practice for technical updating in certain occupational groups in the NHS. It will be important to 
ensure that such studies,which need not necessarily take the form of an off-the-job training course, meet the 
individual needs of managers with measurable effect and that learning time becomes recognised as a normal 
and legitimate part of management activity.

22. collaborative. What has been said above implies the emergence of new forms of collaboration betv.feen 
the parties to the "management training contract" - the student, his immediate superior and others who 
influence his role as a manager, his parent organisation and the teachers - whose mutual obligations are all 
aimed at integrating the training with the practice of management at the place of work. University and college 
staff, for example, can with great advantage be invited into hospital and community services in order to 
undertake relevant fieldwork, to provide tutorial support for student projects, to co-operate in follow-up and 
evaluation efforts, and to develop health-oriented case studies and teaching exercises, whilst generally 
absorbing the atmosphere of the environment from which NHS students come. Such links may profitably also 
take the form of research or consultancy assignments, or short-term attachments to NHS authorities. It is for 
NHS authorities themselves to take and keep the initiative in specifying what needs exist and in deciding which 
of them should be met from internal resources, and vMch  will need outside help . Equally, collaboration 
between educational institutions in their work with NHS students should be encouraged; for example, 
universities, polytechnics and colleges each aware of what the others are doing in this field are better placed to 
make a complementary contribution to health care management education and training.

23. This degree of joint involvement by health organisations and academic resources calls for a further 
extension of the co-operation between the NHS and the Further Education sector: joint membership of an 
Academic Board or Management Education and Training Steering Committee at regional and area levels is one 
possiblity that merits careful consideration. It  is probable that NHS demand can be met effectively only by 
selected educational institutions which are strong enough in suitable staff for teaching, research and 
consultancy to make NHS work a major commitment on a medium to long-term basis, but a genuine and 
continuing dialogue is essential at all levels so as to guide this selected range of educational institutions in

*  For example the General Nursing Council, the Joint Board of Clinical Nursing Studies and the National Staff Com mittee for 
Nurses and Midwives are currently in discussion on the need for a planned progression of nursing management development 
from  basic to post-basic education, including both registered and enrolled nurses.



developing a balanced teaching, research and consultancy programme, in turn balanced between local and
national commitments. The current development of Regional Management Centres nominated by the .
Department of Education and Science is very relevant in this connexion. J

24. In all of this collaborative activity NHS staff have a great deal to contribute to, as well as gain from, the 
academic world. For a small but increasing number of practising managers, a period of teaching or research 
work at (or in association with) a local or national education centre will form a legitimate and valuable part of 
their own career development, whether on a full-time or part-time basis. For many more NHS officers an 
occasional teaching or tutorial involvement will be highly desirable and a proportion of them will welcome 
specific training for this role.

i
25. Arrangements have already been made to circulate throughout the NHS and collaborating educational 
institutions information on those teaching methods and materials which regional and national centres have 
found effective in management training. In this way everyone involved may profit from shared experience and 
fresh advances made in particular places.

26. related to organisational needs, ie it must take full account of the needs and objectives of the 
organisation in which the actual managing is done. Many aspects of their organisations will of course change in 
the integrated NHS and individual managers need to understand the organisation in which they work, the 
processes it uses, and their role and relationships within it. Management training must contribute to this 
understanding of real-life situations, with their extreme variety and local phenomena, and must not be allowed 
to take place in a vacumn, insulated from sharp realities. Consequently, although there is much that can be 
accomplished during external training, both to explore these organisational roles and accountabilities and to  ̂
equip managers with the tools to help resolve the issues that arise, there is a complementary and equally valid
challenge for management training to work within the organisation itself. It  should seek guidance from the 
officer teams themselves and from the functional divisions, to whatever extent the managers concerned wish 
for help in clarifying the systems and processes of their organisation. A step in this direction has already been 
taken by the Department's arrangements to invite complete teams of chief officers, soon after appointment to 
the new Service, to special seminars at certain education centres.

27. related to individual needs, ie adapted to the varying strengths, needs, personal interests and pace of 
learning of each individual manager. Management training on external courses has undoubtedly represented for 
many participants an opportunity of developing skills and potential (including previously unsuspected talents) 
which they have been able to put to good use subsequently. But in general it is far from easy on a management 
course to take adequate account of the enormous diversity of training need, aptitude and background 
knowledge inevitably present amongst any group of experienced professionals. These individual differences 
cannot be ignored if appropriate learning is to take place and be applied to each manager's actual job.

28. To take just one form of training activity, a greater variety of learning opportunities needs developing on 
management courses. This can be attempted for example by "split level" teaching in certain fields (meeting the 
elementary requirements of one group whilst another group studies at a more advanced level), by individual 
and small group tutorials, by greater use of options and electives, by leaving time unallocated in the basic 
course design so that members' needs revealed during the course itself can be met, and by the development of 
programmed instruction and other forms of self-paced learning. This undoubtedly requires substantial teaching  ̂
time and tutorial support. Managers at all levels must be enabled to recognise and remedy gaps in their 
background knowledge and basic skills before formal training. Some education centres have experimented 
successfully with preliminary briefing and preparation sessions which have helped to clarify each individual's
perception of his role, his accountabilities and his learning needs, and through this to initiate preparatory work 
some time before formal training begins.

29. Some aspects o f this concern for individual needs can be accomplished quite readily - indeed this is 
happening already in a few places - whilst others (such as the application of programmed learning to 
management training) lie in the future. But the requirement itself is clear and must be matched by a concerted 
effort towards identifying and meeting the individual as well as the collective needs of NHS managers. Much 
can be achieved simply by the more careful analysis of jobs and identification of specific areas of management 
performance and knowledge in which the potential student requires strengthening. These can form the basis 
for a statement of training needs, agreed between the student and his superior, which the trainer needs to 
know, at least in general terms, if he is to help the available learning opportunities relate and contribute to 
greater management competence for each individual student.

30. In any case involvement in any form of management training should not be sought lightly, or 
automatically: nominations, reflecting the potential student's specific learning needs and the appropriateness 
of his motivation, should be made only for training from which participants are really likely to gain something



valued highly by the organisation as well as the.student. There is no virtue in training for its own sake and 
there is thus no point, for example, in attendance at a course designed to develop management skills which the 
student already possesses to an acceptable standard. For this reason, amongst others, completion of a 
particular form of management training will not in itself be regarded as a pre-requisite for appointment or 
promotion in the NHS. A t the same time, a much wider range of general and special management training 
opportunities is recommended; this should make nomination decisions more realistic and will require a careful, 
reasoned selection amongst a greater variety of options. Moreover, there will always be some officers who wish 
to diagnose and pursue independently their own self-development needs: it is important that knowledge of the 
educational and training opportunities open to them should be available through skilled counselling.

31. Monitored and evaluated. The investment of resources - including the valuable time of students and 
teachers alike - in the current level of NHS management education and training is already considerable and it 
is obvious that vigorous efforts must be made to ensure that the return on this investment, in the form of 
better management of health services, is as high as possible. This implies that, in spite of the undoubted 
problems, some of which are illustrated in the next paragraph, systematic and widespread evaluation must be 
attempted - not merely on a research or demonstration basis - in order to assess the effectiveness of the 
training and guide its further modification and improvement. Whilst attempts at evaluating the end-of-training 
reactions of students to its content and conduct are now virtually routine, there have been only isolated 
studies at the outcome level of evaluation, ie the extent to which actual management performance has changed 
on the job some time after training and as a probable consequence of it. The latter issue is, however, by far the 
more important in assessing the effectiveness of a management training programme and will require analysis 
and careful judgement by the individual student and those he works with, as well as the health authorities 
which commission the training. It is the concern too of the Department, which has already commissioned or 
itself undertaken a number of evaluation studies, the findings of which are continuously influencing the 
formation of policy in this important area.

32. It has to be accepted that the evaluation of management training musL rest partly on subjective 
judgements about students' subsequent performance. In some aspects of management performance 
"improvement" can be measured: for example, one can measure an increased correlation between a ward 
sister's staffing rota patterns and the actual workload patterns; or an increased proportion of patients who 
have a personal talk with the sister on admission - but one cannot measure the quality of that talk. In any 
case other more general non-measurable effects may be equally important, eg training which broadens the 
ward sister's view of her role within the hospital may result in her taking wiser decisions. On these aspects 
evaluation has to rely chiefly on the judgement of students' superiors, taking account also of the views of 
other colleagues and of the student himself. Evaluation is naturally particularly difficult in respect of 
developmental training, where the objective is the improvement of potential for the next level of management 
more than the improvement of performance in the present one.

33. What is essential is that the objectives of each training scheme should be clearly defined. Ineffectiveness 
in management training has frequently been traced to the vagueness, or complete absence, of objectives, 
whether of an individual teaching session or an entire training course, or in the minds of students themselves. 
It is important that objectives are defined in terms which give due importance to the less tangible effects of 
training (including the development of critical reflection, analytical approaches to management and creative 
attitudes, so vital amongst senior and top managers in particular). It follows that evaluation - the comparison 
of performance against objectives - must avoid the danger of seizing on the quantifiable at the expense of the 
unquantifiable. But it is equally important not to allow the unquantifiable element to serve as an excuse, 
either for omitting beforehand to define precisely those objectives susceptible of measurement, or for omitting 
afterwards to measure all that can be measured as part of the evaluation process in both the short and the long 
term.

34. Clearly there is a great deal of work to be done on the further development of appropriate techniques of 
evaluation, and indeed on defining the standards of performance expected of managers. Definitive methods 
can therefore not be recommended with confidence, but the need at least to reduce the area of uncertainty is 
so great that guidance notes v/ill be issued on possible ways of evaluating the effectiveness of management 
training locally, in the existing state of knowledge and practice. This is one aspect of the general responsibility 
for monitoring performance against previously agreed objectives - in training as in other functions of the 
organisation - which will ultimately apply throughout the reorganised NHS. No progress can be assessed 
towards an unspecified goal.



PART C. CONSIDERA TIONS AFFECTING FURTHER DEVELOPMENT

35. Following the introductory outline given in Part A on the present stage of development and the future 
needs in NHS management education and training. Part B has offered seven principles on which the long-term 
strategy should be based, namely that it should be comprehensive, integrated with work, progressive, 
collaborative, related to organisational and individual needs, and monitored and evaluated. Within this 
framework of policy, the objectives and arrangements for the academic year 1974/75 - the first of the new 
Service - are discussed in a separate document entitled "Management Education and Training in the NHS, 
1974/75": this also summarises the arguments of this memorandum as a whole for the convenience of those 
whose responsibility for management education and training is only one aspect of their role. But there are 
some general pre-conditions for the successful interpretation and development of these policy principles in the 
reorganised NHS, which are the subject of Part C.

36. Objectives for Management Development

it has already been stated that management training is but one element within management development. 
Consequently a basic requirement is to establish clearly the objectives of management development as a 
whole - at first-line middle and senior levels - to which management training is designed to contribute^in 
other words, what abilities are or will be required of NHS managers at various levels, both now and in, say, 5 
years' time. Attached as Appendix 1 is a set of guidance notes entitled Objectives for Management 
Development (the first of a series of such notes to which reference has already been made in this 
memorandum), offering checklists of such abilities. These will doubtless need revision from time to time. It is 
hoped that they will be found useful for identifying training needs, for designing development activities, and 
for assessing effectiveness: they also offer the prospect of determining eligibility by reference to the 
individual's training needs rather than the grade of post he holds. It  will be noticed that these checklists place 
special emphasis on what NHS personnel have to be able to do in order to manage competently, and do not 
just list a series of relevant subjects to be studied. They thus form a foundation on which specific educational 
objectives can be built up to satisfy +he most typical needs and the desired "terminal behaviour" defined, ie 
what the student should be capable of doing at the end of the training. These guidance notes will be used as a 
source of reference for the intended objectives of the various training activities outlined in "Management 
Education and Training in the NHS, 1974/75". Amongst these forms of training are management development 
courses at first-line/supervisory, middle and senior levels and notes on these are attached as Appendix 2 of this 
memorandum.

37. Forms of Management Training

There is a great variety of possible forms of management training itself, ranging from individual home study 
suppoited by group discussion and teaching and tutorially supported projects or assignments; through courses 
of various types and duration run by educational institution with NHS help (or by health authorities 
themselves with academic help) at or av/ay from the place of work; to study days on management issues and 
multiprofessional groups tackling actual local problems with or without outside support. In addition the 
Department, through the Special Schemes Training Unit and the Training Development Group, is developing 
new forms of occupational management training for an increasing range of senior managers in functional 
departments: corresponding training provision for other managers will be required on a regional basis. Very 
often management training as such will overlap with other strategies aimed at improving management 
effectiveness: for example the discipline involved in management by objectives, management survey and audit, 
work study and operational research has been recognised as a valuable work-based learning experience. There 
should be a natural affinity between the work of the management trainer, whose background often lies in the 
behavioural sciences, and that of the management analyst, who makes extensive use of quantitative techniques. 
A synthesis of these approaches is essential to enable each to contribute more to managerial effectiveness: 
Training and Management Services need to develop a close collaboration in the reorganised NHS.

38. Training of Multiprofessional Teams

Moreover, the close interdependence of the activities of different professions in health care management, 
which now has a specific embodiment in the role given to multiprofessional management and health care 
planning teams, is an indication for the identification and meeting of collective as well as individual training 
needs. Arrangements already initiated in the academic year 1973/74 for the training of groups of officers and 
clinicians as multiprofessional teams will thus need to be reflected at various levels in the NHS, as the need for 
such team skills as the development of consensus, policy formation and group problem-solving is increasingly 
recognised.
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39. Training Nearer the Place of Work

The diverse learning needs of NHS managers must influence both the objectives and the form of training 
activities: this requires considerable skill on the part of the training team in identifying the most useful forms 
in a great variety of circumstances. Morevoer, much of the required management training is essentially local in 
nature and requires the involvement (as speakers, seminar chairmen, coaches or tutors) of senior and middle 
managers at the place of work. The effective use of such local resources, which can provide an invaluable 
learning experience for the managers themselves, requires expertise, tact and judgement on the part of trainers. 
All these considerations emphasise the need for a suitable training organisation to emerge at district leve> as 
well as at area and region.

40. Analysis of Needs '

Careful, systematic analysis of learning needs is an essential pre-condition of an effective long-term 
management training strategy. This work is necessary at all levels and amongst national studies recently 
completed or in hand are a number dedicated to the analysis of the management learning needs of 
occupational groups which have only recently become involved in systematic management training (eg 
community physicians, laboratory technicians and ambulance officers). Although this type of work cannot be 
undertaken in haste, it is important to ascertain precisely what these needs are so as to design new forms of 
management training - and adapt existing provision - where necessary to meet the requirements of each 
occupation.

41. Updating In New Developments and Techniques

Increased emphasis needs to be placed on the updating of NHS managers at all levels, on new policies, patterns 
of organisation and changing management techniques, whether through locally organised study days or 
through the specialised short seminars referred to in "Management Education and Training in the NHS, 
1974/75". A checklist of suggested seminars is attached as Appendix 3 of this memorandum.

42. Collaboration with Local Government

It is important that the NHS should not be wholly inward looking in developing its managers. The Service does 
not operate in isolation from society as a whole and many of its activities inter-relate with other parts of the 
public and voluntary services. Some local authority functions, for example social services, housing or 
education, touch the lives of citizens as directly as does the NHS. There are others, dealing with the quality of 
the environment for example, which relate to the NHS at broader policy levels. Links should therefore be 
established both with management development activity in local authorities and at the centre with agencies 
such as the Local Government Training Board, in order to develop the necessary cooperation. A start has 
already been made through "bridging seminars" to bring together top managers in the NHS and the local 
authority social services departments. But the need exists at other levels too and important benefits may be 
anticipated from jointly arranged training, v/orkihg groups and secondments.

43. The Place of "Long" Courses

It is intended to investigate carefully during 1974/75 the possible place of long courses (leading to relevant 
certificates, diplomas and degrees in the wider educational world) in the management development of NHS 
staff. The major emphasis has so far been placed on short, job-related episodes of management training at 
various career stages and management levels and in this way very large numbers of NHS managers have been 
reached. However, time is an essential factor in the development of managerial competence to a high level and 
in some occupational groups at least the "backlog" has been overcome to the extent that the complementary 
contribution of longer courses of study to the future needs of the Service can now be considered. It v/ill be 
necessary to establish criteria for identifying those who could benefit from a considerably longer period of 
study than short courses can provide. Relevant factors to be taken into account include the currently planned 
revision and extension of the junior administrative grade scheme and the considerable amount of management 
training required by the syllabus of the Faculty of Community Medicine.

44. Organisation Development

Another necessary study is of the relationship of organisational development strategies, including 
team-building and process consultancy, to those of NHS management education and training. Research and 
evaluation will be needed to explore some of these issues, and much of this should and could take place under 
regional rather than national auspices, although the Department would like to be consulted at an early stage 
regarding such proposals.



45- Training Needs of Members

It is important that the impetus given by the seminars commissioned by the Department for members of the 
new health authorities should bo sustained regionally, in the light of the distinctive role which such members 
will need to play in the reorganised NHS, and the training needs of members, not only of authorities 
themselves but also of the Community Health Councils and Joint Consultative Committees, will need to figure 
in the overall regional strategy.

46. Liaison Arrangements

The Department finds considerable advantage in meeting representatives of the national education centres at 
least quarterly for discussion of the design and conduct of training. Similarly there is little doubt that regular 
contact at regional level with the education institutions will be essential in the working out of the policy for 
the reorganised NHS, whilst the advice of specialist officers of the Department of Education and Science's 
Inspectorate and the Regional Advisory Councils is readily available. The Department also hopes to have 
regular contacts with professional and staff organisations concerned with aspects of training, as well as with 
representative groups of senior NHS officers, to obtain advice and feedback on the strategy and effectiveness 
of the NHS management education and training policy. Other methods of monitoring performance will need 
to be developed, appropriate to the service planning requirements of the reorganised NHS. The level of 
resource allocation needed to implement a comphrensive management .education and training policy is 
substantial and must o f course be matched by adequate mechanisms for monitoring the extent and quality of 
service provided.

47. Management Training and Doctors

The relationship of medical and dental staff to management and management training is complex. Some 
doctors (eg community physicians) will have defined management responsibilities and associated training needs 
of the same general kind as senior and top NHS managers of other professions, as well as their own specialised 
training needs. The work of clinicians has of course a fundamental influence on the whole organisation and 
some clinicians need in particular representational and teamwork skills to take their place in "Cogwheel" 
committees and management and planning teams on behalf of their colleagues. Important recent developments 
have involved members of the medical and dental professions in certain forms of management training in a 
multiprofessional setting, including national and local preparations for reorganisation and, in some regions, 
conferences of senior officers in which the skills of team management have been developed. The whole area of 
doctors' and dentists' management training is currently under active consideration and further advice will be 
issued in due course.

48. Management Training Expertise for the Future

Attention is being given to various methods of developing an adequate number of management educators and 
trainers, primarily from within the NHS, in order to support the future level of activity envisaged. 
Arrangements have already been made on a pilot basis to enable suitable NHS officers to read part-time for 
relevant higher degrees whilst occupying certain posts at university education centres providing management 
training at senior level. A development scheme for training officers is also contributing to management training 
expertise and further efforts in these directions will be encouraged.

49. Identifying Potential

The wider variety o f training activities referred to in this paper places a premium on the nominating officer's 
skill in matching needs to opportunities. Although advice will increasingly be available locally from personnel 
and training officers, the perception potential for higher management responsibilities amongst subordinates 
will represent the major challenge and must not be allowed to depend on unwarranted predictions of career
success. Systematic staff appraisal will considerably assist in this but other methods can also be utilised,
including secondment and opportunities for acting up temporarily within a higher level of management. 
Another approach to this responsibility for identifying potential is to set tasks, problem-solving exercises or 
projects which simulate to some degree the challenge of the higher management role to which the subordinate 
aspires. Although not easy, it is important to take time and trouble in the objective selection of staff for 
nomination to expensive courses of training designed to develop their potential.

50. Level of Organisation of Management Training

As far as the organisation of the various management training courses is concerned, the Department will 
continue to arrange direct with universities certain national training activities at senior and top levels; 
moreover Regional and Area Health Authorities will no doubt look increasingly to nearby universities.
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polytechnics or other education institutions for training, research and advisory work at all levels of 
management, including senior. Training at middle management level, and to meet specialised requirements 
where the number of students may be small, will need to be organised from Regional Health Authorities in 
most cases. The position with regard to first-line and similar level training will properly vary from place to 
place In accordance with local circumstances: whilst the long-term aim may well be that this should be 
organised and conducted as close as possible to the health organisation from which students come (eg 
organised from Area Health Authorities for provision in each separate district), the extent and timing of 
decentralisation must be limited by such factors as geography, number of students, the quality of available 
teaching resources, the type of training provided and the local expertise in the form of personnel and training 
officers and others who can effect the necessary liaison with the Further Education sector and with NHS 
officers capable of assisting in the training of managers. Until these conditions can be satisfied it will be 
necessary for this level of training to be organised, or co-ordinated, by the Regional Health Authority. There is 
particular reference to the organisation of training, within the personnel function, in HRC (73)37.

Concluding Remarks

51. The separately circulated document "Management Education and Training in the NHS, 1974/75"  
outlines minimum target objectives for the first academic year of the new Service*. Whilst identifying a 
number of areas where significant advances should be aimed at, this will not necessarily represent a major 
increase in the total volume of external mangement training. There v;ill be in that year a proper concern with  
the process of managing the re-organisation itself and in training, both general and specialised, for the new 
management arrangements being introduced into the NHS: this will no doubt lim it the release of staff for 
longer-term management development training, so that the total number of nominations may not greatly 
exceed the present in spite of major extensions of eligibility and provision. Much of the needed expansion is of 
training on the job and at local level, where net additional costs should be limited, whilst emphasis has been 
placed throughout this memorandum on the need for all managers to plan carefully for the development of 
their subordinates. Further growth of this essential local "climate" for staff development is of greater 
significance than any increase in off-the-job training courses.

52. It  is hoped, however, that the policy outlined in this memorandum will contribute considerably to the 
evolution of management development for health care personnel in the longer term, by offering a coherent 
philosophy of management education and training that is comprehensive,integrated with work, progressive, 
collaborative, related to organisational and individual needs, monitored and evaluated.

53. Further guidance notes - including those on teaching methods; nominations, preparation and follow-up,' 
and evaluation techniques; referred to in paragraphs 18, 19 and 34 above - will be circulated in due course, 
following those on objectives for management development which form the Appendix to this memorandum.

March 1974

•This will be updated annually and will provide the opportunity to develop further the policy for management education and 
training, in the light of the changing needs of the new NHS, growing experience, research and evaluation, the reactions of those 
directly concerned and the in-built monitoring process.
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G U ID A N C E NOTES

NO 1 - OBJECTIVES FOR M A N A G EM EN T DEVELO PM ENT



OBJECTIVES FOR MANAGEMENT DEVELOPMENT

Some introductory notes may be helpful to accompany the three attached statements of objectives for 
management development at first-line/supervisory*, middle and senior levels in the NHS,

1. They are interim hypotheses (based on experience, analysis and discussion with health service staff, but 
subject to revision in the light o f further study) of requisite managerial performance characteristics at the three 
broad levels of management that have come to be distinguished in the NHS. In other words they basically try 
to answer the question "in what does a manager at this level have to be competent in order to be a good 
manager?"

2. It  is important to seek a consensus of opinion on such statements because only thus can there be

a. general agreement on the objectives of management development

b. a framework for thorough training needs analysis

c. a firm  basis for curriculum development

d. a criterion of need to help determine eligibility

e. a yardstick for evaluation.

3. No attempt has been made here to weight the relative importance of the characteristics, or to identify 
standards of performance. Moreover this broad analysis of performance characteristics which might be 
improved through management development is not intended to devalue the fundamental significance of 
personality to a manager's effectiveness.

4. It is not claimed that these three statements exhaust the possible classifications of the characteristics 
required at each level in the NHS. For example the most senior (or 'top') managers can be regarded as likely to 
have particular requirements within, but not distinct from, the range of abilities listed in 'Objectives for 
Management Development at Senior Level'. A t the other end of the spectrum it is clear that some (but not all) 
of the listed first-line management skills need to be developed by, for example, senior students in the health 
professions who are responsible for supervising the work of others or are being prepared for such roles.

5. These characteristics, modified if necessar'/ to suit various occupations and circumstances, could perhaps
form the basis of a total programme of management development. It  must never be assumed that the
development of these areas of competence (or their further improvement amongst those who already have 
substantial ability at the appropriate level o f management) can be accomplished by external training courses in 
isolation from careful nomination, preparation and follow-up, or from other elements of management 
development such as staff appraisal, task setting, the progressive acquisition of varied experience and the 
pursuit o f appropriate professional or management studies. Nevertheless good management training, on or off 
the job, if designed specifically to raise the actual level of ability in some or all of the areas listed, can 
contribute significantly to meeting a manager's development needs.

6. The post-1974 situation calls for redefinition of training objectives in terms of some or all of these 
characteristics. In this process there must be provision to meet any special needs of those who have not 
previously attended formal management training appropriate to their new roles: there might, for example, be a 
temporary need for composite training of two types, ie combining defined aspects of both first-line and middle 
level training on the one hand or middle and senior level training on the other.

7. Study of the statements will reveal that most of the same skill areas are repeated, in one form or 
another, in all three sets of objectives. This leflects the fact that, for the most part, more senior managers do 
not need to practice different skills from those of more junior managers, but need to exhibit the same skills in 
a different environment, or in a fresh form, or in a longer-term context: generally speaking the circle of 
relationships broadens, and the time-span of decisions lengthens, with increasing seniority. This accounts for 
apparent repetitions and overlaps, which are deliberate and inevitable since the sequence is intended to be 
progressive and reinforcing.

•T h e  core of skills required by the first-line manager in controlling the v.'ork of his subordinates is essentially supervisory. Since 
in practice the words "first-lino manager" and "supervisor" have different connotation to different occupations, it is important 
to appreciate that in thesa notes the phrase "first-line/supervisory" is used simply to define the operational level of management 
where patient care and supporting services are organised and provided, v.'ithout any particular NHS staff groups or grades in mind.



8. Though not in itself a separately definable skill, the application of all the skills and knowledge listed 
must be regarded as an intrinsic part of the total development process, without which any formal training is 
incomplete. Similarly the capacity to learn is itself an underlying ability which can and should be developed 
through training, to the permanent benefit of the student.

9. Mention is made of attitudes in each statement, without elaboration. To be effective a manager must 
certainly develop and exhibit attitudes appropriate to his objectives (eg willingness to listen and learn, 
imaginative concern to find solutions to problems, openness to feedback and so on). Whilst such attitudes are 
for the most part "caught", rather than "taught" in a formal sense, they can be identified and encouraged as a 
product of certain types of participative learning which highlight forms of individual or group behaviour which 
students can experience. Although less tangible than skills and knowledge from the training point of view, 
attitudes appear to be increasingly amenable to assessment and modification with the help of semantic 
differential scales, behaviour analysis and group training techniques.

10. Within each characteristic of managerial performance referred to in these check lists, it should be 
possible to express as behavioural aims a range of instructional objectives that are realistic, testable, noticeable 
and typical of the competence being developed. For example, here is a partial and simplified breakdown of 
two of the skills required in a first-line manager:

Instruction o f Staff

Aim  A supervisory manager should be able to teach his subordinates simple skills and procedures in
the circumstances of his daily work.

Sub-Objectives By the end of the course the student will be able to:

1. write out a training timetable;

2. write a training breakdown sheet for a simple skill or procedure;

3. teach a subordinate or learner that skill or procedure by using the breakdown sheet and a
step-by-step method of instruction.

Simple Method Study

Aim  A supervisory manager should be capable of improving existing routines and procedures.

Sub-Objectives By the end of the course the student will be able to:

1. write out a simple flow chart of a typical "job" or "routine";

2. examine that job or routine, by using the standard critical work study approach;

3. devise an improved method of working from the above;

4. write out the improved method;

5. submit the proposals for consideration effectively (linked at this stage to skills of 
communication);

6. recognise when to seek expert help.



OBJECTIVES FOR MANAGEMENT DEVELOPMENT AT FIRST-LINE/SUPERVISORY LEVEL

Aim  The overall aim of management courses at first-line level is to contribute significantly to the 
development of the range of abilities required for the effective management of professional services and 
supporting functions. The skills identified must be firm ly based on relevant knowledge and used with 
appropriate attitudes, and are concerned primarily with the direct management of the particular discipline 
concerned (eg nursing, "hotel", finance, supply, patients services, laundry, works, technical and diagnostic, 
rehabilitation, pharmaceutical, ambulance services etc).

Assumption It  is assumed that the first-line manager should be technically competent in order to supervise 
the work of subordinate staff. Nevertheless the need for technical progress and updating must not be ignored 
in the overall development of all officers and for some categories of staff this might be carried out alongside 
management training rather than in isolation from it.

Ski/Is These relate to the basic question "what does a first-line manager have to be able to do in order to be 
good at his job?" modified by the supplementary question "what will a first-line manager have to be able to do 
in (say) 5 years' time?" They comprise principally the following:

1. Leadership, including delegation, motivation and co-ordination of the staff providing 
the service

2. Supervisory skills including

a. organisation and control of work and allocation of duties

c. interviewing of patients, relatives and new staff

All
strongly
related b. deployment of staff
to the
environment
within d. appraisal and counselling of staff
which e. induction and instruction of staff
the
particular f. techniques of securing and maintaining discipline
SGrvicG 3. Effective communications, with own and outside staff
is
provided 4. Systematic decision-making and problem-solving (immediate and local)

5. Simple method study and analysis of the discipline's local activity

6. Recommending and implementing necessary Changes

7. Effective utilisation of local resources - accommodation, equipment, staff and
finance - including the understanding of cost effectiveness.

These skills are capable of being learned and developed by a combination of instruction and practice. Their 
possession is noticeable and can be measured by the appraisal of managerial performance on the job. They are 
managerial as distinct from technical skills. Significantly, they cannot be taught effectively in the abstract but, 
at least at this level, can only be learned in relation to the context within which the service or function is 
actually provided.

Knowledge The above list of skills calls for comprehension of certain background areas of study, related to 
the question "what does (and will) a first-line manager need to know in order to be good at his job?":

1. The nature of the local organisation within which the manager works

2. His role and accountabilities within that organisation

3. The financial constraints surrounding his particular job

4. Functions and problems of unfamiliar but related parts of the organisation



5. The changing environment of health care (eg industrial relations, reorganisation and
socio-economic/technical trends in society as a whole) |

6. Appreciation of behavioural sciences (eg individual and group behaviour, the nature of motivation 
ar.d morale, and the process of learning)

7. Appreciation of quantitative sciences (eg budgeting, basic survey methods, and work study)

8. Legal responsibilities and considerations of safety

9. Technical and professional developments and research findings in the particular discipline 
concerned.

Attitudes To be effective, a first-line manager must develop and exhibit appropriate attitudes, displayed for 
example in a willingness to listen and learn, active concern to find solutions to problems, openness to 
feedback, imaginative interest in others' welfare and so on.



OBJECTIVES FOR MANAGEMENT DEVELOPMENT AT MIDDLE LEVEL

Aim  The overall aim of multidisciplinary management courses at middle level (ie the broad management 
sphere above that of first-line/supervisory management but below that of the more senior managers with  
organisation-wide responsibilities) is to contribute significantly to the development of the range of skills, 
knowledge and attitudes required for the effective management of health care functions, departments and 
Institutions.

Skills These relate to the basic question "what does a middle manager have to be able to do in order to be 
good at his job?" modified by the supplementary question "what w/7/ a middle manager have to be able to do 
in (say) 5 years' time?" They comprise principally the following:

1. Skills of Managing People, eg

Job analysis, description and specification 

Interviewing and selection of personnel 

Appraisal, counselling and disciplinary action 

Staff development and training

Leadership (including delegation), motivation and co-ordination of the department's staff 

Initiating and handling change

2. Skills of Communication, eg

Report writing and presentation of information 

Public speaking and public relations

Group discussion leading, chairmanship and working in committees 

Conveying information and instructions and securing feedback 

Effective staff relations and negotiation

Group decision-making and problem-solving (departmental and inter-departmental)

Effective liaison with other departments and external services

3. Skills of Organising Work, eg

Medium-term planning, forecasting and programming of workload 

Setting objectives and standards (medium-term)

Monitoring individual and departmental performance, including quality control

Method study and analysis of department activity

Collection and processing of quantitative data

Survey methods

Running an office



4. Skills of Managing Resources, eg , i

Deployment and utilisation of accommodation, equipment and staff ■

Budgeting and cost control

Basic cost benefit analysis and understanding of cost effectiveness

Selection and use of supplies.

Knowledge It is evident that the areas of skill at 1 and 2 above are closely related in calling for a background 
understanding of behavioural sciences (eg individual and group behaviour, motivation and morale, learning 
process, group interaction and dynamics. Similarly skill areas 3 and 4 are closely related in their reliance on an 
appreciation quantitative sciences (eg work study, statistics and financial management).

Additionally the following areas of knowledge, less closely related to any specific managerial skills, need to be 
incorporated in the development of competence in a middle manager:

1. Understanding the organisation of his employing authority as a whole, including the functions and 
problems of any unfamiliar systems within it, and its place in the NHS

2. His role, accountabilities and relationships within that organisation

3. Developing trends and research findings, in medical science and in society as a whole 
(technological and environmental, social and demographic, economic and industrial, legislative and 
political) which affect the provision of health care

4. The legal responsibilities of his role.

Attitudes To be effective, a middle manager must develop and exhibit appropriate attitudes, displayed for 
example in a willingness to listen and learn, active search for solutions to-problems, imaginative concern for 
the future of services provided and so on.



OBJECTIVES FOR MANAGEMENT DEVELOPMENT AT SENIOR LEVEL

The overall aim of multiprofessional management courses at senior level is to contribute significantly to the 
development of the range of concepts and skills required for the effective management of organisation-wide 
health services.

The list responds to the basic question "in what does a senior manager have to be competent In order to be 
effective in his job?" modified by the supplementary question "in what will a senior manager have to be 
competent in order to be effective in his job in (say) 5 years' time?" These abilities include the following:

1. Policy formation and forward planning

2. Setting objectives and standards (major and long-term)

3. Consensus management and group interaction

4. Innovation and the management of change in the organisation

5. Identification, analysis and solving of problems (major and long-term)

6. Effective co-ordination and utilisation of the-organisation's total resources, human and material

7. Evaluation of information and decision choices

8. Leadership (including delegation), motivation and co-ordination of the health team

9. Selection and development of subordinate staff

10. Collective bargaining, joint consultation, productivity and effective industrial relations

11. Analysis of roles and relationships within the organisation

12. Monitoring of individual and organisation performance

13. Understanding the organisation's environment.

Implicit in this list are areas of underlying knowledge (eg understanding of behavioural sciences, information 
and financial systems, computer applications etc), and there are undoubtedly other appropriate areas of study 
less directly connected with any specific competence (eg the changing social, economic, political and legal 
framework within which health care is provided).

At this level, managers will have a wealth of experience and,increasin'gly^-substantial training. Their primary 
need will be for development of a kind that fosters a creative, analytical approach to situations, a firm grasp of 
principle and a broader horizon.



APPENDIX 2 
T o  D .  H  ^  . 
D O C U M E N T

NOTES ON MANAGEMENT DEVELOPMENT COURSES

A t first-line/supervisory level. The required areas of competence at this level* emphasise supervisory skills, 
which Imply that there is a significant team of staff to be supervised or co-ordinated in the management of the 
relevant service or function. There will, however, be others who work with few or no subordinates (eg many 
community nurses and single-handed members of the professions supplementary to medicine) who, whilst 
having less need for supervisory skills, carry important responsibilities in such areas as organising their own 
work, communicating effectively with others, problem-solving, analysis of professional activity and the 
management of resources. Quite apart from the increasing mobility of people in employment and rapidly 
changing needs for skills, it is essential to avoid excessive fragmentation of courses at the same level and to 
promote integration vyith each occupational group. It  is therefore preferable to blend both types of course 
membership (supervisory and non-supervisory) and to employ the various techniques suggested in 
paragraph 28 of the main memorandum for meeting diverse needs within the same basic course design. This 
will be found easier by breaking the course into sections, some of which represent a common core for all 
members whilst others are options to meet particular needs.

In order to facilitate learning from real-life situations and the professional environment with which course 
members are familiar, it is advised that membership should normally be confined to one health care discipline 
or a group of related disciplines, but evaluated comparisons would be welcomed on an experimental basis. This 
type of course is a basic form of occupational (as opposed to multiprofessional) management training: 
however, the participation of representatives of other disciplines in individual sessions or sections of the course 
is of considerable importance in developing a wider managerial viewpoint.

Much useful development work has been carried out recently in the training of domestic, nursing, laundry and 
ambulance staff at this level, from which experience of alternative forms and methods of teaching has been 
gained, including the use of training kits.

A t middle level. The required areas of competence at this level* are much less closely associated than at 
first-line/supervisory level with the original profession or the immediate environment of particular ser\'ices. 
Consequently such courses gain substantially from a multiprofessional membership and the plan should be to 
phase out any remaining uniprofessional development courses at this level during 1974/75.

This is a critically important level of the NHS for the quality of present and future management and it is 
essential that training should be systematic, rigorous and meet precise educational objectives.

A t senior/top level. The required areas of competence at this level are for the management of 
organisation - wide responsibilities. Senior Management Development Courses are being arranged (evolving 
from the present General Management Development Courses, on which evaluative research has been 
commissioned) and will have a wide professional membership, including medical. Previous management 
training will normally be expected: for those who have had no opportunity for such prior training, but are 
otherwise entirely suitable, preparatory study will be prescribed according to individual needs. Moreover these 
courses should be used only for the limited number of staff who already have substantial management 
experience and the potential to assume even greater responsibilities in the future. They will thus be primarily 
developmental and here too evaluated experiment as to course design, pace and teaching method is to be 
encouraged, as appropriate to the high standard of learning expected.

Continued use will be made of executive development and senior management courses at the Business Schools, 
the Administrative Staff College, Henley, and possibly elsewhere, for selected senior and top managers likely 
to benefit from learning alongside managers from all parts of society.

•These are set o u t in detail in  Guidance N otes N o  1 on Objectives fo r M anagem ent D e v e l o p m e n t , .com prising A ppend ix  1 o f this  
m em orandum



APPENDIX 3
i ' To D.H.S.S.

Do c_uM€"wT
CHECK LIST OF SPECIALISED SHORT SEM INARS

1. Improving industrial relations and negotiating skills

2. the manager's responsibility for staff development

3. quantitative techniques of management

4. identifying and monitoring standards

5. appreciation of new planning and financial procedures

6. problems of commissioning new buildings and services

7. modern techniques in the supply function

8. the management o f clinical resources

9. local Integration of community and hospital services

10. teaching methods for NHS lecturers

11. performance appraisal and counselling techniques

12. the computer in management

13. public speaking and public relations techniques

14. manpower planning

15. appreciation of research, survey and investigation methods

16. introduction to management by objectives

17. chairmanship and discussion leading

18. the management of change

19. reducing waiting time for clinic consultations and admissions

20. quicker reading methods

21. discipline and appeals - skills and procedures

22. leadership and managerial effectiveness

23. management team building

24. financial management for the caring professions

25. collaboration of local health and social services

26. using management information

27. creativity and innovation in the NHS

This list is neither exhaustive nor in any significant order. Some of the suggested seminars are highly specific 
and could readily be undertaken separately, whilst others are more general and might be linked up with 
advantage. However, it is clear from their variety that, depending on the depth and standard aimed at to meet



Identified needs at different levels, between 1 and 5 working days might be appropriate for each and it is
hoped that health authorities, working with selected academic institutions, will considerably extend existing ; 1
activities of this kind as resources and opportunities permit. For some senior and top managers certain training
needs of this kind will be met by the continuation of opportunities for participation in specialised seminars at
the Civil Service College.

All the seminars listed are potentially multiprofessional in membership and some should be of special interest 
to clinicians.

\



APPENDIX 6

THE mDDHE MAHAGERTENT ( SKILLS ) COURSE

GUIDELINES FOR ’’IlMEDIATE SUPERIOR" OF COURSE MER/IBER

This course will serve only as a phase in the develop
ment of any member. Knowledge can be increased in a 
variety of ways, both in an academic and a work situation.
Skills on the other hand are developed as a result of 
practice. This practice comes in the work situation and 
develops best through opportunities provided and guidance 
given on the job by the learners manager.

As the manager, we suggest that you can
1) help to assist in the transference of learning 

from the course to the job.
2) reduce the uncertainty of the course member to 

a minimum
a) about the course, its aims, and content.
b) about the place of the course in their 

working life.
3) to develop themselves in their own job.
4) to assist the Polytechnic and the Training Department of the 

- ■ Regional Authority tutors in relating the course to the 
‘needs of the individual member.

RHA/371



2 .

ACTIVITIES RELATED TO THE ROLE OF THE IMMEDIATE SUPERIOR

Before the Course
T iminq
As soon as 
the place 
has been 
allocated

Have talked with the course member about 
the course and the particular aspects 
which would prove most useful to them.
Ensure that member understands the project 
work pattern although detail at this stage 
might not be necessary.
Ensure that member realises that they are 
committed to about a year’s programme with 
this course.

About 6 weeks 
before the 
Course starts

Be prepared to help member with questionnaire 
related to gathering information for a job 
description, e.g. clarifying resources 
available and the limits of authority the 
member has in committing these resources.

Meet the individual tutor who will assist 
with the job related project work - generally 
discuss the details of this and any other 
aspect of the course as necessary. Clarify 
ideas and have personal queries related to 
course and project settled.



Timinq

ACTIVITIES

On return from 
Block 1

Discuss with member their reactions to the 
course, the relevance of the content to 
their work, and plans for tackling the 
projects - both job and course related.

Tutorial Visit 
between 
Block 1 & 2

Arrange to discuss the project work with 
member and tutor - assisting in identifying 
problem areas and/or areas for new 
development.
This is one of the crucial activities.

On Return from 
Block 2 
(Management 
Technique 
Theme)

Discuss with member their reactions to this 
block, the relevance bf content to their job, 
and plans for project work.
The job related one has now reached a stage 
of planning to improve a problem area or to 
start a new development.
Your help could be needed in putting the 
plan into action - help in form of providing 
resources or of using your authority within 
the organisation.
The project should preferably be related to 
a system of working where a management 
technique might be practiced; but if a 
personnel problem or development has greater 
priority for the job then this obviously 
should take precedence.

Tutorial Visit 
between 
Block 2 & 3

Arrange to discuss the project work with 
member and tutor. This would be an opportunity 
to discuss the plan and the progress of 
implementation with someone from outside 
the organisation.



ACTIVITY

Timinq
On Return 
from 
Block 3 
(Personnel 
Technique 
Theme)

Discussion with member on the relevance 
of this last block to their work.
The gob related project at this stage 
has reached the second action plan - 
preferably one related to personnel techniques 
This time there will.be no tutorial visit 
but it is expected that the action plan 
either for improvement or development on the 
job will be implemented with your guidance.
The experience gained from these activities 
should prove a useful point from which to 
continue that individuals own development

RHB/371
Training Department, 
Highcroft,
Romsey Road, 
Winchester.
December 1973



APPENDIX 7

The proposed learning objectives for each area are as follows:

1. F U N C T IO N S  OF HEATLH SERVICE O R G A N IS A T IO N , UNITS A N D  M A N A G E M E N T

OVERALL OBJECTIVE

1 Course members w ill be given the opportunity to learn to analyse the
organisation/unit in which they work and identify the implications of environment 
for their ov/n ro le .

SPECIFIC OBJECTIVES

1.1 Discern the purpose and important result areas of the 
department in v/hlch they w ork. Establish the departmental 
indices of performance and operational efficiency and 
identify the control systems required.

1 .2  Identify and describe those functions and jobs in the service 
which affect their job performance.

1 .3  Describe the various functions/relationships of Health Service
" organisations and discriminate advantages and disadvantages

of contrasting forms of organisation.

1 .4  Identify leg a l, social and economic constraints to unit
purpose and activ ity  and assess the like ly  impact of technological 
oncf organisational change.

2 . - PR O B LE M S O LVIN G  A N D  PERFORAAANCE IMPROVEM ENT

O'/ERALL OBJECTIVE.

Course members w ill be given the opportunity to learn to demonstrate a 
systematic approach to improving perfonnance.

SPECIFIC OBJECTIVES

2 .1  Analyse and describe jobs in terms of major result areas, 
a ctiv ities , relationships, resources and limits of discretion.

2 .2  Identify the major functions in the systematic approach to 
. management.

2 .3  Assess their own job priorities and identify the constraints and 
opportunities for effective job performance.

2 .4  Set specific targets for maintaining and developing the work of
their u n it.

2 .5  Identify and clarify  work problems.

2 .6  C o llec t, sift and weigh information related to work problems.

2 .7  Perceive and evaluate various solutions to problems and decide
on the best a lternative.

2 .8  • Plan and control the implementation o f  action plans.



3. MANAGEMENT OF PEOPLE

OVERALL OBJECTIVE

Course members w ill be given the opportunity to learn to Identify  
various factors which influence human behaviour and to perceive and analyse 
the process of interaction between people.

SPECIFIC OBJECTIVES

.3 .1  State the various components in an individual's psychological
make-up e .g .

M otivation , Attitudes

3 .2  Identify and analyse interpersonal relationships, and
group structure and processes (formal and informal).

 ̂ 3 .3  Analyse and use various managerial styles and interactive
skills  in specified roles and relationships (e .g . line and staff 
management. Trade Union representatives).

3 .4  Analyse specified departmental objectives and staff needs and
„ suggest management solutions which may resolve conflict

between these.

3 .5  Identify learning opportunities in work situations both for 
themselves and others.

3 .6  Identify and plan to cope w ith changing situations.

4 .  C O M M U N IC A T IO N  ,

OVERALL OBJECTIVE

Course members w ill be given the opportunity to lea rn to use a systematic 
approach to communication.

SPECIFIC OBJECTIVES

4 .1  Identify situations where communication is needed.

4 .2  State the main elements in the process of communication.

4 .3  . Identify the major barriers to effective communication.

4 .4  Set an objective for communication and systematically plan to 
achieve i t .

4 .5  Listen and summarise oral messages.

4 .6  Lead a discussion.

4 .7  Conduct an interview .

4 .8  Present a case.

4 .9  Prepare a piece of written communication.

— 6 —



5 . PERSONNEL TECHNIQUES

OVERALL OBJECTIVE

Course members w ill be given the opportunity to I earn to identify and 
implement appropriate personnel management techniques.

SPECIFIC OBJECTIVES

(a) Recruitment and Selection

5 .1  Use a systematic approach to recruitment and selection,

5 .2  Participate in a selection interview .

(b) Appraisal of Performance

5 .3  Describe the role of staff appraisal in the overall system of 
human resource management w itli special reference to the 
N .H .S .  schemes.

5 .4  Identify the potential problems and difficulties in appraising staff.

5 .5  Prepare for and conduct appraisal counselling and coaching 
interviews.

(c) Training and Development .

5 .6  Identify the role of the middle manager in training.

5 .7  Analyse staff training needs for individuals ond/or groups and 
design and prepare programmes of training.

5 .8  Preparing and running a training session for a member of staff on 
0 topic -  e .g .  induction, acting up.

(d) Industrial Relations

5 .9  Describe the contemporary N .H .S .  industrial relations scene 
both nationally and at local leve l.

5 .1 0  Identify the roles and responsibilities of various levels of 
management and trade union representatives in industrial relations

. w ith particular reference to middle management level in N .H .S .

5 .11  Describe and apply those aspects of industrial relations agreements 
and procedures relevant to their own work situations.

5 .1 2  Prepare for and participate in consultation and negotiation 
procedures. . . .

6 .  M A N A G E M E N T  TECHNIQUES '

OVERALL OBJECTIVE

Course members w ill be given the opportunity to learn to apply a 
lim ited range of management techniques to job problems and/or have sufficient 
knowledge of common techniques to be able to prescribe their use within fheîr 
unit/organisation.

- 7 -



MANAGEMENT TECHNIQUES continued.

SPECIFIC OBJECTIVES

6.1  Identify the need for and purpose of collecting quantitative dcta<

6 .2  C o llect, classify, interpret and present quantitative data both 
original and from existing sources in order to assist decision 
making or monitor performance.

6 .3  Apply simple survey methods.

6 .4  Construct a simple network to meet a work ob jective .

6 .5  Determine the critical pu'h and the contribution to be made by 
their unit in carrying our a plan related to their own work 
situation.

6 .6  State the range of services to be found in O  & A/i and
Work Study Departments and recognise situations in which these 
services could be of help to the Monoger.

6 .7  Apply critical examination technique in order to devise a new 
method in a problem area.

6 .8  Specify the extent of c work load on a department and match 
resources to i t .

- 8 -



a p p e n d i x 8

SKILLS OF MANAGEMENT

COURSE 42 BLOCK 1

WEEK 1 31st October - 5th November 1976
WEEK 2 8th - 12th November 1976

Regional Education and 
Training Department,

Wessex Regional Health Authority, 
Highcroft,
Romsey Road,
Winchester,
Hampshire.
Tel: Winchester 63511

Portsmouth Management Centre, 
Portsmouth Polytechnic,
141 High Street,
Old Portsmouth,
Hampshire.

Tel: Portsmouth 812611



ME. C.G. CHAERON Senior Lecturer, School of Management 
Studies, Portsmouth Polytechnic

ME. C. CUNNINGHAM Senior Lecturer, School of Management 
Studies, Portsmouth Polytechnic

MRS. S; EVERS Lecturer, School of Management Studies, 
Portsmouth Polytechnic

ME. B.M. FOSTER Senior Lecturer, School of Management 
Studies, Portsmouth Polytechnic

MISS A.M. GOULD Regional Nurse, Personnel / Training, 
Wessex Regional Health Authority

ME. H.M. HOWARD Principal Lecturer and Deputy Head of 
School, School of Management Studies, 
Portsmouth Polytechnic

ME. A.W. INGRAM Senior Lecturer, School of Management 
Studies, Portsmouth Polytechnic

ME. D.W. PHILLIPS Senior Lecturer, School of Management 
Studies, Portsmouth Polytechnic

ME. W.J. SKENE Principal Lecturer, School of Management 
Studies, Portsmouth Polytechnic

MR. G.W. SMITH Regional Education and Training 
Officer, Wessex Regional Health 
Authority

MISS P.D. THORNLET Senior Lecturer and Course Manage^, 
School of Management ̂ Studies, 
Portsmouth Polytechnic

TUTORS



NAME 

MR. A.J. AUSTEN

GRADE/DESIGNATION

Senior Administrative 
Assistant '

DISTRICT/HOSPITAL

Hanpshire Family 
Practitioner Service

MISS A. CLARK Assistant Catering 
Manager

Queen Alexandra 
Hospital, Cosham

MRS. J.H. COOKE Nursing Officer 
(Theatres)

Royal South Hants 
Hospital, Southampton

MRS. P.E. CROUCH Nursing Officer 
(Midwifery)

Basingstoke District 
Hospital

G.L# 1 KFjP Administrative 
Assistant /

Isle of Wight Area 
Health Authority

MRS. J. FIGG Warden Westwood House 
Southanpton

MRS. B. GRAY Numng Officer 
(Community)

St. Mary’s Hospital 
Newport

MR. J. GRAYSON Prinicpal Pharmacist Royal Hanpshire 
County Hospital, 
Winchester

MR. W.A. HICKMAN Superintendent Southanpton Ambulance 
Station

COURSE MEMBERS

Continued



NAME GRADE/DESGNATION DISTRICT/HOSPITAL

MISS J. HOLLOMAN Nursing Officer 
(Community)

Central Health 
Clinic, Poole

MR. A.T. KALHJOSKI Principal Management 
Services Officer

Wiltshire Area 
Health Authority

MRS. P. McAIEE Nursing Officer 
(Community)

Petersfield
Hospital

MR. R. OWEN Senior Administrative 
Assistant ‘'(Finance)

Wiltshire Area 
Healtl̂  Authority

MR. D. SCAMMELL Divisional Ambulance 
Officer

Dorset ^rea Healtl̂  
Authority

MISS K.M. SHARPE Nurse Tutor School of Nursing, 
Salisbury

MR. T. SHORTEN Nursing Officer 
(Psychiatric)

Basingstoke District 
Hospital '

MISS L. STANLET-WELLS Nursing Officer 
(Geriatric)

Claverton Down 
Hôpital, Bath

ME. V. STONEMAN Nursing Officer 
(Night Duty) .

Pewsey Hospital

MR. E. TRIPP Chief Medical 
Laboratory Technician

Basingstoke Dis,trict 
Hospital



ACCOMMODATION

Residential accommodation has been arranged at the Portsmouth 
Management Centre, 141, High Street, Old Portsmouth. All 
sessions will be held in the Centre and the exact location of ■; 
the lecture and syndicate rooms will be announced at the 
beginning of the course.
The Library and Reading Rooms are located on the First Floor,
Rooms 138 and 139.
ARRIVAL
Members of the course should arrive in time for the reception 
at 1830 hours (6.30 p.m.).
TRANSPORT
A regular bus service, runs from the Guildhall (two
minutes from Portsmouth and Southsea Town Station) to the 
Centre (a distance of 1-g- miles). The nearest bus stop is 
Cambridge Junction which is opposite the Management Centre.
Refer to map enclosed if travelling by road.
CAR PARKING
Limited car parking facilities are available at the rear of 
the building, and on-street parking is available within 
reasonable distance.
CORRESPONDENCE
Correspondence should be addressed to you at 'The Portsmouth 
Management Centre', 14I, High Street, Old Portsmouth P01 2HT.
TELEPHONE
Portsmouth 812611 - STD 0705.
NEWSPAPERS
One newspaper can be ordered upon arrival from Reception, this 
will be delivered daily with the compliments of the Centre.
MEAL TIMES

BREAKFAST - from 7.30 a.m. to 8.30 a.m.
LUNCH - from 12.30 p.m. to 2.00 p.m.
DINNER - from 7.00 p.m. to 8.30 p.m.

EXPENSES
Full accommodation is provided for all students attending 
residential course run by the School. This includes single 
study/bedroom, with self-contained bath or shower, and own 
toilet. All meals are provided and radio and facilities for 
early morning tea-making are available in all bedrooms, 
which are designed and furnished to optimise comfort and 
learning conditions.
Course fees and residence costs (excluding car parking and 
any drinks obtained from the bar) will be paid by the Regional 
Health Authority. Travelling expenses, at public transport 
rates will be payable by member's own District/Area Health 
Authority and should be claimed_ in accordance with the Authoritys ' 
normal procedure.

GENERAL INFORMATION AND ADMINISTRATIVE.. DETAILS



ONE

Sunday 31st October
1830 Course Assembles

1843 Welcome and Introductions
1900 Dinner

1945 Introductions to the Course

Monday 1st November

0915
1030
1100

1230
1400
1530
1600
1900

Setting Performance Standards 
Coffee
Setting Performance Standards (continued) 
Lunch
Setting Objectives 
Tea
Setting Objectives (continued)
Dinner

Tuesday 2nd November

0915
1030
1100
1230
1400.
1530
1600
1800
1900

Managerial Functions 
Coffee
Managerial Functipns (continued)
Lunch
A Structure for Tackling Problems 
Tea
Categorisation and Location of Problems
Job Related Project Work
Dinner

Continued

PROGRAMME



Wednesday 3rd November

0915
1030
1100

1230
1400

1530
1600
1730
1900

Problem Analysis and Fact Finding 
Coffee
Creative Thinking 
Lunch
Identifying Communication Situations 
Tea
Elements of Communication and Overcoming Barriers 
Systematic Approach to Planning Communication 
Dinner

Thursday 4th November

0913

1030
1100
1230
14C0

1530
1600
1900

Testing Communication Plans (Instruction/Interview) 
Coffee
Testing Communication Plans (Discussion Leading) 
Lunch
Written Communication - Report Writing 
Tea
Written Communication - Report Writing (continued)I
Dinner

Friday 3th November

0913
1030
1100
1300

Exercise in Planning Report Outline 
Coffee
Presenting a Case 
Lunch and disperse

Continued



WEEK TWO

Monday____ 8th November

0913 Introduction to Management Information
1030 Coffee
1100 Graphic Presentation of Information (Introduction to Statistics)
1230 Lunch
l400 Influences affecting organisations

1330 Tea
1600 Growth of organisations and effects of changek
1900 Dinner

Tuesday 9th November-.

0915 Processes of Management
1030 Coffee
1100 People as Individuals
1230 Lunch
l400 People as Individuals (continued)
1330 Tea
1600 People in Groups
1800 DiS\CUssion on job related project
1900 Dinner

Wednesday 10th November

0913 Groups at Work
1030 Coffee
1100 Groups at Work (continued)
1230 Lunch
1400 Groups at Work (continued)
1330 Tea

1600 Groups at Work (continued)
1900 Dinner Continued



Thursday 11th November

0915 Problem Tackling in Groups
1030 Coffee
1100 Problem Tackling in Groups (continued)

1230 Lunch
l400 Problem Tackling in Groups (continued)

1530 Tea
1600 Project on Tackling a Problem - Syndicate Preparation
1900 Dinner

Friday 12th November

0913 Project Work Planning - Discussion wit& tutors
1030 Coffee
1100 Project on Tackling a Problem - Presentation
1230 Review of Block 1.
1300 Lunch and disperse*



APPENDIX 9

SKILLS OF MANAGEMENT

COURSE 37 BLOCK 2

26th - 30th January 1976

Regional Education and 
Training Department,

Wessex Regional Health Authority, 
Highcroft,
Rorasey Road,
Winchester,
Hampshire

Portsmouth Management Centre, 
Portsmouth Polytechnic,
141 High Street,
Old Portsmouth,
Hampshire.

Tel: Winchester 63511 Tel: Portsmouth 812611



NAME

MR. R. ATTIWELL

g r a d e / d e s i g n a t i o n

General Office Manager

D IST R IC T /H O SP IT A L

Royal Victoria 
Hospital, Boscombe

MRS. L.M. APPLIN Nursing Officer (Nights) Basingstoke District
Hospital

MR. G. BUNN Catering Manager St. Mary*s Hospital 
Newport

MISS E. COHEN Nursing Officer 
Accident & Emergency Poole General 

Hospital

MRS. M. COTTER-CAIRNS Nursing Officer Roundway Hospital 
Devizes

MISS B. FORDY-SCOTT Higher Executive Officer Dept, of Health,
London.

MISS J. GEARY Nursing Officer 
Ophthalmic & E.N.T.

Queen Alexandra 
Hospital, Cosham

MRS. W. GLYNN Nursing Officer Southampton General 
Hospital

MRS. E.J. HARVEY Head Occupational 
Therapist Whitecroft Hospital 

Newport

MRS. J. HITCHCOCK 

MR. R.H. HUNT

Nursing Officer Lyme Regis Hospital

Senior Chief Technician Southampton General
Hospital

Continued



NAME GRADE/DESIGNATION D IS T R IC T /H O S P IT A L

MRS. M.B. MIILMAN Nursing Officer 
Medical Unit

Salisbury General 
Infirmary

MR. P.H. PENNYCOTT Administrative Assistant 
Personnel

Wiltshirea Area 
Health Authority, 
Chippenham

MISS K. TAYLOR Instructor Q.A.R.A.N.O#
Aldershot

MR. A.F. ROWE Assistant Group Medical 
Records Officery

Southampton General 
Hospital

MR. V.R. STONE Principal Management 
Services Officer

Dorset Area Health 
Authority, Pemdown

MRS. P. UNDERWOOD Nursing Officer Shanklin Hospital

MRS. R.M. WRIGHT Nursing Officer Quems Hospital 
Cirencester .



MONDAY 26th January
0915 Introduction to Block 2.
0930 Management and Management Services
1030 Coffee
1100 Management Services and Us - (Group Discussion)
1230 Lunch.
1400 Management Services and Us - (Group Reports and

General Discussion)
1530 Tea
1600 Study of Working Methods in an ENT Dept.
1730 ENT Dept. Exercise (continued)

Discussion 
1900 Dinner.

TUESDAY 27th January
0915 ENT Dept. Exercise - Group Reports and General

Discussion
1030 Coffee
1100 Network Analysis as an aid to organising resources

effectively
1230 Lunch
1400 Network Analysis (continued)
1530 Tea
1600 Network Analysis (continued)
1730 Briefing for X-ray Department Exercise
1900 Dinner

Continued

PROGRAMME



WEDNESDAY 2 8th January
0915 Matching Resources to workload
1030 Coffee
1100 Matching Resources to workload (continued)
1230 . Lunch
1400 Analysis of information for X-ray Exercise
1530 Tea
1600 Progress Reports on Project Work
1900 Dinner

THURSDAY 29th January
0915 Making the best use of resources

Syndicate exercise to operate X-ray Department 
1030 Coffee
1100 X-ray Department Exercise (continued)
1230 Lunch
1400 X-ray Department Exercise (continued)
1530 Tea
I6OO X-ray Department Exercise (continued)
1900 Dinner

FRIDAY____30th January
0915
1030
1100

1230
1300

Preparation for Project Work 
Coffee
Management Services in the Health Service 
Review of Block 2 

Lunch and disperse.



APPENDIX 10

SKILLS OF MANAGEMENT

COURSE 36 BLOCK 3

19th - 23rd January, 1976

Regional Education and 
Training Department,

Wessex Regional Health Authority, 
Highcroft,
Romsey Road,
Winchester,
Hampshire.

Portsmouth Management Centre, 
Portsmouth Polytechnic,
141 High Street,
Old Portsmouth,
Hampshire

Tel: Winchester 63511 Tel: Portsmouth 812611



M ISS V .M . ALSOP Principal Radiographer School of Radiography,
Southampton General 
Hospital.

MRS. P.L.E. DURKEE Nursing Officer Victoria Cottage 
Hospital, Emsworth

MR. R.L. PAULL . Catering Officer Old Manor Hospital 
Salisbury

MR. D.R. FORBES Principal Pharmacist Southampton General
Hospital

MISS J.B. GREGORY , Nursing Officer 
Theatres Southampton General 

Hospital

MR. S.S. GUY Senior Chief Technician Royal Hampshire County 
Biochemistry Lab. Hospital, Winchester

MR. M.R. HILL Nursing Officer 
Patient Training

Burderop Hospital 
Wroughton

MISS C. HOWLETT Nursing Officer Community Services 
Friarsgate, Winchester

MR. J.W. JAYCOCK Unit Administrator Western Hospital, 
Southampton

MRS. Y. JERVIS Nursing Officer 
Acute & Long Stay

T/hitecroft Hospital 
Newport

MRS. M. LERCH Nursing Officer Community Services 
Salisbury

MR. I. M cCaffrey Nursing Officer 
Admini stration

Psychiatric Division 
Basingstoke District 
Hospital

C o n t i n u e d



MR. A . MACE Ambulance Liaison 
Officer

Royal South Hants 
Hospital, Southampton

MRS. J.S. MacLEOD Nui’sing Officer 
Post-Natal & Special 
Care Bajpy Unit

Basingstoke District 
Hospital

MRS# P.A. MaoNAUGHTON Nursing Officer
_ Infection Control

Royal Hampshire 
County Hospital, 
Winchester

MR. M. NAGI Domestic Services 
Manager

Burderop Hospital 
Wroughton

ms. A. RICKARD Deputy Chief 
Pharmacist

Swindon Health 
Centre.

MRS. J. M. TOMS Nursing Officer Community Services 
Havant -

MR. M.R. TUCK Assistant Treasurer Herrison Hospital
Dorchester

MISS J.A. WEST Nursing Officer 
Medical & Intensive 
Care

Royal Victoria 
Hospital, Boscombe



MONDAY 19th January
0845 Introduction to Block 3
0920 Staff Selection '
1030 Coffee
1100 Staff Selection (continued)
1230 Lunch
1400 Staff Selection Exercises
15.30 Tea
1600 Staff Selection Exercises (continued)
1900 Dinner

TUESDAY 20th January

0915 Industrial Relations
1030 Coffee
1100 Industrial Relations (continued)
12.30 Lunch
1400 Industrial Relations (continued)
1530 Tea
1600 Industrial Relations (continued)
1730 Group Discussion on the role of the Personnel
1900 Dinner

WEDNESDAY 21st J anuary
0915 Staff Appraisal and Counselling
1030 Coffee
1100 Staff Appraisal - N.H.S. Schemes
1230 Lunch
1400 Appraisal and Counselling Exercise
1530 Tea

Continued



WEDNESDAY 21st January continued
1600 Appraisal and Counselling Exercise (continued)
1730 Course Review Questionnaire
1900 Dinner
2015 The Role of the Personnel Specialist -

Discussion with N.H.S. Personnel Officers

THURSDAY 22nd January

0915 Review of Management Techniques
0945 Training and Development of Staff
1030 Coffee
1100 Training and Development of Staff (continued)
1230 Lunch
1400 Training and Development of Staff (continued)
1530 Tea
1600 Training and Development of Staff (continued)
1730 Personnel Management Te cliniques questionnaire
1900 Dinner

FRIDAY 23rd January
0915 Project Work - presentation of reports by course

members
1030 Coffee
1100 Project Work - presentation of reports by course

members
1230 Lunch
1400 . Course Summary and Review
1530 Course disnerses.



APPENDIX 11

OTDDLE MAJUGELTENT FOUNDATION MODULE , , ' - : '
LEARNING OBJECTIVES. ' .
(Members. Y/ill be able to,....)

DAY! ■ .
1) Describe two or more ways of handling incoming mail and 

allocating priorities.
2) Define the role and functions of managers.
3) Summarize managerial problems shared by the group.
4) List bureaucratic features of the NHS and some influence^ of 

this type of organisation on managerial effectiveness.
DAY 2
1) Describe the communication process,
2) List barriers to effective communication.
3) Use index of written clarity.
4) List the functions of an effective chairman.
5) List the features of an effective report.
DAY 3 & 4
1) Describe and use in exercises a systematic approach to management.
2) Describe and evaluate the motivational theories of McGregor,

Herzbarg, Maslow and McLelland.
3) List the essential steps in effective delegation.
4) List the characteristics of effective teams.
5) Identify by observation a range of appropriate and inappropriate 

management actions by group leadere and members.
6) Decide on the effective management < sĵ yle in a variety of situations. 
DAY 5
1) Describe an appropriate managerial action on their return to work.
2) Develop a broad understanding of their project subject - the NHS 

structure; Community Health Councils; McCarthy Report.
3) List six reasons for carrying out job. analysis,
4) List the main elements of job descriptions.
5) Distinguish between subjective and objective, input-abased and 

output-based job description.
DAY 6
1) State six rules of effective time management.
2) Understand by experience the roles of top and middle management 

and workers in an hierarchical organisation.
3) Understand by experience the importance of clear v/ritten 

coimnuni cat ions and feedback systems.. . . .
4) Improve their skills in the presentation of ‘information.



_ 2 - '

DAY 7

1) Experience the impact of role conflict in team decision making.
2) Develop a systematic approach for problem solving.
3) Understand more of the limitations of statistical evidence.
4) Describe some current developments in the NHS.

.
DAY 8
1) Plan and deliver a talk
2) Explain and use visual aids effectively.
3) Carry out effective interviews using a .systematic approach.
4) . Distinguish the aims and feature of fact-finding, grievance,

counselling and disciplinary interview.
DAY 9
1) List some possible causes of industrial conflict.
2) Summarize the respective roles of trade unions officials.

Shop stewards and line managers in the industrial relations 
process.

3) Summarize the role df middle management in I.E.
4) Describe the negotiating machinery of the NHS.
DAY 10 . * . •
1) Summarize and use a systematic approach to problem solving.
2) Use brain-storming as a creative thinking technique.



APPENDIX 12 .

MIDDLE MANAGEMENT 
FOUNDATION MODULE 
17-28 November 1975

Peppard Hospital 
Nr Henley-on-Thames 
Oxfordshire

Regional Training Department Course Tutors
Oxford Regional Health Authority Richard Skipp

Ken Wright



AIMS 'OF THE COURSE

The aims of the course are to provide an opportunity 
for ’middle managers’ to clarify their role within 
their organis ation and to develop their awareness 
of the essential sîdLlls of Managers at that level.

Follow-up modules supplement the Middle Management 
Foundation Module by providing training in specific 
general management sldLlls or areas of knov;ledge.

COURSE STRUCTURE AND METHODS

The Middle Management training programme is provided on 
a modular basis. The first part is a two week foundation 
module. This course (which is residential) is designed 
to give an opportunity for discussion and learning of 
mauiagement skills which are of general value to middle 
managers.

After attending a foundation module, course members are 
asked to consider their need for further specific management 
training. A number of short follow-up modules will be 
available, each one designed to teach specific skills. 
Managers will be free to chose, in consultation with their 
line managers and training officers, which modules to attend. 
They will be provided on a continuing basis, so that it will 
be possible to attend a module at a time which is convenient. 
It is our wish that course members should attend any modules 
which offer training in skills they need, but in any case 
we expect those managers who take part in the foundation 
module to attend at least two further specialised modules.

A variety of teaching methods, including lectures, exercises 
and films will be used.

ACKNOWLEDGEMENTS

The Training Department would like to thank all speakers 
for participating in the course, and the staff cf Peppard 
Hospital.



MIDDLE MANAGEMENT FOUNDATION COURSE 
17 - 28 NOVEMBER 1975 
Peppard Hospital

COURSE PROGRAMME 

MONDAY 17 NOVEMBER 1975

10.00 - 10.30 Course Assembles

10.30 - 11.00 Coffee

11.00 - 12.45 Aims of the Course and
Introductions

12.45 - 1.45 Lunch
1.45 - 3.30 Introductions continued Course Tutors

’Which Managerial Functions 
and Problems Do the Members 
of the Group Share?’

3.30 - 3.45 Tea
3.45 - 5.30 Session continues

TUESDAY 18 NOVEMBER 1975

9.00 - 10.45 Job Analysis P Smith
- Why Analyse Jobs?
- Job Analysis and Job 

Description
- Practical Exercises 
^ Role Analysis

10.45 - 11.00 Coffee

11.00 - 12.45 Session continues

12.45 - 1.45 Lunch

1.45 - 3.30 Session continues

3.30 - 3.45 Tea

3.45 - 5.30 Session continues

7.30 - 8.30 Individual Work
- Self Appraisal



WEDNESDAY 19 NOVEMBER 1975

9.00 - 5;30 ACTION CENTRED LEADERSHIP Course Tutors
These two days will be devoted to an integrated 
programme of exercises and dicussions during which 
the following concepts will be examined

- Leadership
- Motivation
- Delegation
- Management Styles
- Group Dynamics

THURSDAY 20 NOVEMBER 1975 
9 * 0 0 - 8 . 3 0  As above

FRIDAY 21 NOVEMBER 1975
9» 00 - 10730 Hier air ch - An exercise in

Communications

10.30 - 10.45 Coffee

10.45 - 12.45 Session Continues

12.45 - 1.45 Lunch
1.45 - 3.30 Review of first week

The Effective Use of Time 
- film and individual exercise

Course Tutors

Course Tutors

3.45 End of day



WEEK 2

MONDAY 24 NOVEMBER 1975

10.00 - 10.30 Course Re-assembles - Coffee

10.30 - 5.30 Industrial Relations Alistair
Neilson

The day will be used to examine 
various aspects of industrial or 
employee relations, including 
the nature and causes of 
industrial conflict and the 
respective roles of line managers 
and trade unions.

TUESDAY 25 NOVEMBER 1975

Personal Development Planning will be arranged during
the Communications sessions which are shown below.

9.00 - 10.30 Communications P Parsons
- Discussion and exercises 

on various aspects of com
munications including :- 
Barriers to communication 
The process of communication 
Effective speaking and writing 
Running meetings

10.30 - 10.45 Coffee
10.45 - 12.45 Session Continues

12.45 - 1.45 Lunch

1.45 - 3.30 Session Continues

3.30 - 4.45 Tea

4.45 - 5.30 Session Continues

6.45 - 7.30 Dinner

7.30 8.30 Session Continues



WEDNESDAY 26 NOVEMBER 1975

9.00 - '5;iS0 Communications continued P Parsons

THURSDAY 27 NOVEMBER 1975

9.00 - 5.30 Management Exercise
An opportunity for Course 
Members to practice some 
management theories

7.00 End of Module Dinner

Course Tutors

FRIDAY 28 NOVEMBER 1975

9.00 - 10.30

10.30

10.45
12.45 

1.45 
3.30

10.45

12.45 
1.45 
3.30

Problem Solving and Decision Course Tutors 
Taking

Coffee
Session Continues 
Lunch
Course Evaluation 

Tea and Close of Course



GUEST SPEi\KERS

P Smith
Lecturer in Mcuiagement Studies 

High Wycombe Colleoe of Art and Technology

A Neilson 
Lecturer in Management Studies 

Oxford Polytechnic

? Parsons 
Management Consultant 

Peter Parsons Associates



COURSE MEMBERS

NAME

Miss P J Bates 

Mr P Thomeis

Miss R Kwich 

Mr G Cooke 

Mrs J Wile

Mrs J Morton

Mrs A Bray

Mr D Bartlett 
Mrs M Nash

Mrs M Fennimore

I4rs E Turner

Mrs J Clay

Mrs S Gregory

Mrs E Humphries 
Mr R Childs 

Mrs A Boutall

Mrs Y Frank

TITLE

Nursing Officer 
Gen & Midwifery

Senior Administrative 
Assistant

Nursing Officer

Nursing Officer

Nursing Officer 
(Paediatrics)

Administrative Assis
tant , Community 
Services
Deputy Supervisor 
Physiotherapist
Catering Officer
Group Medical Records 
Officer

Nursing Officer 
(Health Visiting)

Nursing Officer

Trainee Area Nurse 
Child Health/Local 
Authority Liaison

Nursing Officer 
(Health Visiting)

Catering Officer

Transport Officer

Senior Administrative 
Assistant, Royal 
Berkshire Hospital

Deputy Hospital 
Secretary

AREA/DISTRICT 

Kettering Health District

Northampton Health District

Oxfordshire AHA(T) 
Oxfordshire AHA(T) 

Oxfordshire AHA(T)

Oxfordshire AHA(T)

Oxfordshire AHA(T)

Oxfordshire AHA(T)
High Wycombe Health 
District

Bucks AHA

High Wycombe Health 
District

Area HQ Northants

Kettering Health District

Northarptonshire AHA

Berks AHA

West Berkshire 
Health District

East Berkshire Health 
District



COURSE MEMBERS (Continued)

NAME

Mr N Smith

Miss J Moore

Mrs M T Heaird 
Mr J DunLeavey

Miss J King.

TITLE

Senior Nursing Officer 
(Community)

Nursing Officer 
(Community)
Nursing Officer

Senior Systems 
Designer

District Dietitian

AREA/DISTRICT
East Berkshire Health 
District

West Berkshire Health 
District
West Berkshire

Regional Health Authority

Aylesbury Health 
District

Mrs J Silvester Nursing Officer Bucks AHA
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APPENDIX 16

Wessex RHA/Portsmouth Management Centre 

Middle Management Training

Note of meeting held February 4 1975 to discuss evaluation research 

with Don White, review experience and plan next steps.

Present: Claude Charron, Stuart Dimmock, Sheila Evers, Brian Foster,

Angela Gould, Bill Skene, Pam Thornley, Don White

(This is not a record of the meeting but an attempt to pick out those 

points which are directly relevant to the conduct of the research and 

require action by lecturers and myself. DKW)

1. The research framework had been read and attracted no adverse 

comment. There was a general positive interest in collaborat

ing with the research because of the potential benefits to the 

teachers and sponsors of the training, and a willingness to 

help the researcher.

2. The Action Research implications on approach and method were 

appreciated: for example, if the Wessex middle management train

ing requirement altered in its forms the evaluation research 

would not be jeopardised, it could monitor the changes and their 

effects.

3. Value was seen in evaluation as a feedback on the effectiveness 

of teaching by becoming an integral part of the learning process. 

The learning tests could reinforce the initial teaching, and the 

feedback to students of test results could provide a further 

reinforcement.



4. Pam, Claude, Sheila and Stuart were willing to initiate learn

ing tests of their material in collaboration with the researcher, 

who will draft tests for block 3 and to whom test results will 

be provided.

5. The impact of the evaluation process itself on the parties con

cerned was agreed to be an important factor (illustrated in point

3 above) and the researcher is at liberty to question the lecturers 

on how their work and approach is affected by the evaluation, just 

as evidence is being gathered on students' reactions to it. (Pam 

distributed copies of Course 32's end-of-course comments on the 

reactions and learning level testing.)

6. There was willingness to incorporate time for evaluation and its 

feedback as a normal part of the timetable, probably by building 

in a guaranteed minimum of course time but allowing for the 

possibility of optional spillover into "private" time.

7. The value of level 1 (reactions) testing to the staff was doubted,

in its present form, although its potential importance to the

researcher (for purposes of correlating reactions with learning 

for example) was accepted. There was some interest in securing 

student reactions to the detailed handling and methods of the 

teacher.

8. Concern was expressed that any instruments devised should be water

tight in validity and reliability.

9. Level 2 (learning) was seen to be the major concern for a teaching 

institution and the learning test approach regarded as the most 

promising innovation so far. Intangible learning unlikely to be 

detected by these tests was referred to.



10. Levels 3 (job behaviour) and beyond were seen as important to 

teachers primarily as feedback on the transfer of achieved 

learning and also insofar as it might induce a more detailed 

brief by the RHA on what is sought at level 2. Whilst the 

"spiders web" of influences upon the course member at work 

was in need of study as a whole, the major significance of 

the upper middle/lower senior level of management (i.e. the 

bosses of typical course members) was emphasised. Instruments 

needed to provide for assessing the affective/attitudinal domain, 

(The researcher referred to the evident pessimism of Course 32 

members as to the likelihood of noticeably improved managerial 

performance following the course.)

11. Advantages were seen in extending the evaluation to another 

region or centre for the prospect of helpful contrasts.

D. K. White 
February 20 1975



APPENDIX 17
‘»m-ework of

Questions Used In Interviews with Top Managers in the Oxford Region

1.1, Who 4o you understand to be the middle managers in this organisation?
1.2, How much contact do you have with them and by what means?
1.3, What are you expecting from your middle managers?
1.4, What do you find middle managers generally do well in the organisation?
1.5, Are there things you would like to see them do better?
1.6, Have you seen or used this check-list of middle management competences?

(from the.management training policy document) Is it useful?
1.7, What skills, knowledge and attitudes (if any) from this check-list do

your middle managers particularly need to develop further?

2.1, What kind of things go wrong at middle management level?
2.2, How far have your organisation's objectives and plans been formed, at 

the strategic and the operational levels?
2.3, . What is needed to achieve these aims? Does it include greater ability

amongst middle managers?
2.4, Are there any training implications for middle managers in these 

objectives and plans?
2.5, What is needed for the reorganised NHS to work properly? Are there 

middle management training implications in this?
2.6, Are there any other trends which have training implications for 

middle managers?
2.7, How often is management training discussed by your management team?

Or by others in the organisation?

3,1., What use (if any) does this organisation make of the RHA's middle
management training courses? Should they be continued or not? Wliy?

3.2, What other forms of development are available to middle managers?
3.3, Can: any benefits of middle management course attendances be traced 

in the organisation? Where does this show, and how do you know?
3.4, What value do you place on the effects of the training? Wliat criteria 

are you using in making this judgement?
3.5. How would you spend yoi^organisation's share of the region's middle 

management training money if you had a free hand and other competing claims?
3.6. How are middle managers selected for nomination? What is the stand surd of 

preparation and follow-up? What reports do you call for?
3.7. What changes (if any) would you advocate in the middle management training 

system?
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LP1

Department of Health and Social Security
4 0 6Friars House 157-168 Blackfriars Road London SEl

Telex 22106 Telegrams Healthmin London SEl
Telephone 01-407 5522 ext 7836 7O87

Your reference 
P/H
Our referenco
Eval/Oxl/Pop
Data

January 1976

Dear
RESEARCH INTO MIDDLE MANAGEMENT TRAINING
I have been invited by the RHA*a Training Division to extend to the Oxford region 
an evaluation project on which I have been working part-time for the past I8 months, 
whilst on secondment to the DHSS. The purjxise of this letter is to seek your 
personal co-operation in this study, which is registered for a Ph#D of the 
University of Bath so as to ensure that it is conducted on a sound and rigorous basis#
A summary of the research plan itself is attached and I am already securing plentiful 
information from course members and their immediate superiors# What is needed now 
is the opportunity of assessing the extent to which current middle management training 
is relevant to the overall objectives and problems of the organisations to which 
those officers belong; and for this I am anxious to have your own personal views 
and experience, by means of an interview to last no more than an hour# If you can 
agree to this, I would subsequently appreciate your help in putting me in touch 
with heads of functional departments and certain second-in-line officers# I would 
expect to offer to those interviewed a summary report of such discussions at top 
management level in the Oxford region, if you would welcome this.
I have set aside the weeks beginning February 9 and 23 and March 15 for these 
interviews in order to offer you a wide choice; and unless I hear to the contrary 
within the next fortnight I shall ask my secretary to contact yours to find a 
suitable date# I hope you will feel that this effort to improve the effectiveness 
of middle management training is worth sparing some time for#
With thanks in anticipation#

fours sincerely

D K White
Management and Education Adviser



J»1
Department of Health and Social Security 
Friars House 157-168 Blackfriars Road London SEl

Telex 22106 Telegrams Healthmin London SEl
Telephone 01 -407 5522 ext 7836

Your reference 

Our reference 

Date
February 1976

Dear
MIDDLE MANAGEMENT' EVALUATION RESEARCH

There has been a very gratifying response to my request for interview facilities 
with top managers in the Oxford region ^ d  I am writing to confirm arrangements 
made by telephone for our interview at your office on

In case you are able to give any thought to the matter in advance, my questions 
fall into three main areas:

1. What kinds of ability does top management expect middle managers
. in general to develop?

2. Are there any training implications for middle managers in your 
organisation's objectives, plans and problems?

3* Can the impact of current middle management training provision be 
traced in the organisation and what value do you place on it?

Thank you again for agreeing to see me* I look forward to our discussion*

Yours sincerely

Don White
Management Education Adviser



APPENDIX 18

NHS MIDDLE MANAGEMENT TRAINING: THE VIEWS OF ONE REGION'S TOP MANAGERS

This report attempts to summarise the opinions held by top managers about the 

need for, and value of, middle management training in the Oxford region.

Purpose sold Method

During February and March of 1976 interview facilities were sought and obtained 

with the administrator and nurse members of all the top officer teams in the 

Oxford region, as part of long-term evaluation research into the effectiveness 

of middle management training courses in the NHS.

*
Nineteen separate discussions took place, with 3 of the 4 AAs, all 4 ANOs, all 

6 DAs and all 6 DNOs, thus comprising the top managers who are responsible 

directly or indirectly for the nomination of more thah 80% of middle managers 

attending the courses being evaluated, which are briefly described on page 9.

By way of definition for the purposes of the interviews it was assumed that:

Middle Management is constituted by those who are eligible for the region's 

middle management courses, defined on page 10.

Senior Management covers those who are responsible for the performance of 

middle management and are themselves in second-tier relation to 

Top Management, comprising district/area team members.

The interviews lasted an average of an hour and a quarter and were loosely 

structured around three areas of questioning, notified in advance:

1. Wiiat kinds of ability does top management expect middle managers 

in general to develop?

2. Are there any training implications for middle managers in your 

organisation's objectives, plans sind problems?

3. Can the impact of current middle management training provision

be traced in the organisation, and what value do you place on it?

*  AA — Area Administrator DA — District Admin trator
ANO - Area Nur&in^ Officer D W o  —  District Uursin^ Officer



In interviewing of this kind, with officers at this level, the search is 

necessarily for considered judgements on general evidence rather than for 

specific quantified dita or for information regarding any particular middle 

manager. Moreover, when these 19 different sets of judgements are set along

side each other, any summary is bound to do less than justice to local 

variations or particular points of view, which tend to be submerged in the 

generalisations,so none of the officers interviewed is likely to find their 

individual opinions precisely conveyed in this document.

What it does attempt, however, is to reflect the broad spectrum of opinions 

- sometimes conflicting - expressed by top management generally on the major 

issues discussed in these 19 interviews. Along this spectrum it should be 

possible for top managers to recognise (or decide) where they stand.

The material is arranged under headings which lead from -

A. top management’s expectations of middle management, through

B. current practice in middle management development, to

C. the ideas suggested for a better match between A and B.

It does not intentionally contain any interpretation or opinion from the 

researcher himself, but aims simply to distill the essence of the facts, and' v 

judgements, given to him by those who were interviewed.



A. Top Management’s Expectations of Middle Managers; and the Training 

Implications of the Organisation’s Objectives, Plans and Problems

In Brief

The broad conclusion from this area of questioning is that currently increasing 

pressures on middle management require a higher level of general performance 

than is normally achieved; but that the need to build up middle management 

ability to cope with the organisation’s plans and problems has not generally 

been examined systematically, except to an extent in the field of Industrial 

Relations training.

The Work of Middle Mamagers

Several top managers spoke of the pivotal position of the middle managers, the
expected

’’lynch pin’’ between policy and its implementation/to turn plans into executive 

action, to feed back to senior management the response and feelings at the 

operational level of the service and to keep those operations running smoothly 

and economically. To that basic set of responsibilities had been added, over 

recent years, the additional demands arising from functional management, the 

extended processes of communication aind decision-making in the reorganised 

Service, an entirely new industrial relations scene, the requirement of a more 

consultative and participative style of managing, and extra financial control 

responsibilities at a time of restricted or ’’negative’’ growth.

The Need for Clarification

Though a couple of respondents said that most middle managers are largely insulated 

from the outside environment and community pressures that challenge their seniors, 

there was widespread acceptance that the additional responsibilities illustrated 

above create a degree of uncertainty, in some cases confusion, amongst middle 

managers within the districts as to what is expected of them, how they should



respond to the new situations and what support they can count on. Several 

top managers argued that role clarification is needed to establish what the 

mutual expectations now are between middle managers and their seniors. At 

the same time it was clear chat the more sophisticated planning processes 

being introduced would demand new skills and insights amongst many middle 

managers, yet the training and management development implications of service 

plans currently being formulated are generally, it was said, considered 

superficially if at all. Apart from industrial relations, where special efforts 

had been made locally and regionally, there was little evidence of conscious 

attempts to raise middle manager^ ability to cope efficiently and imaginatively 

with the organisation's objectives, plans and problems affecting them.

What Top Management Wants

Yet both efficiency and imagination loom large amongst the list of areas for 

improvement which built up during the interviews. The efficient organisation 

of the professional/technical work of the department or service was more often 

than not mentioned as the first expectation that top management has of the 

organisation's middle managers, and as the one where there is least to complain 

of. Beyond this core of "technical" competence, certain managerial abilities 

were commonly.said to represent major unfulfilled needs amongst middle managers:

1. the ability to communicate effectively, verbally and in writing,

2. the ability to estimate emd control financial and manpower allocations,

3. the ability to handle human and industrial relationships sensitively,

including discipline aind consultation,

4. the numeracy required in forecasting, analysing and monitoring levels of 

service,

5. the need to understand where their department or service "fits" within

the total organisation.



Less often mentioned separately, but evidently of concern to some top managers,

were the following middle management needs (some of which may simply represent

other ways of expressing the five major areas set out above):

- to manage their own time, and their own office work, more effectively

- to improve the appraisal, counselling and motivation of their subordinates

- to undertake selection interviewing more ably

- to analyse the costs and benefits of alternative plans more rigorously

- to better understand the legal implications of their responsibilities

- to contribute more to team management and consensus decisions

- to delegate more responsibility to their subordinates

- to use a more systematic approach to analysing work and jobs

- to achieve more effective relationships with doctors and other professionals

- to learn when to seek, and how to use, advice from more senior or specialist staff

- to be more familiar with national and local agreements and procedures

- to keep abreast of professional developments and research findings

- to achieve greater knowledge of the NHS as a whole.

Underlying Needs

So much for the abilities which top managers wish, to a greater or lesser extent, 

were more often possessed and displayed by»middle managers, and which are capable 

of being analysed into skill and knowledge elements for comparison with the 

learning objectives of the Oxford RHA middle management course, or other forms of 

available training*

However, the major concern expressed by roughly a half of the top managers was

not so much at the level of specific abilities as at the level of the imagination,

initiative and energy with which middle managers interpret their role. More

leadership, more self-confidence, more foresight, more readiness to "grasp
:

nettles" and deal with problems at their own level, more innovation and 

responsiveness to new situations - these were amongst the attitudes and approaches



to management most often spoken of as being too rare amongst middle managers.

By contrast a few top managers expressed themselves as satisfied with the 

general quality of middle managers, or at least as accepting any limitations 

as inevitable, often relating the situation to the number of middle managers 

inherited in 1974 by assimilation from similar pre-reorganisation posts. But 

many more were critical of a passive middle management, lacking in vision; and 

the need for developing middle managers to be "proactive", i.e. actively seizing 

opportunities to direct events, rather than "reactive", i.e. merely responding 

to events imposed by others or allowed to occur, was one of the pervading 

themes of these interviews.

Possible Solutions

Management training was not seen as the sole means of improving the situation 

described above; Improved job descriptions, clearer organisational structures 

and fresh recruitment standards as vacancies occur were mentioned by some as 

sources of amelioration, whilst others regarded the situation as simply having 

to be accepted and, as far as possible, accommodated. But it was evident that 

much is expected from management training - in conveying knowledge, in developing 

skills and in changing attitudes - by those top managers (in the minority so far 

as could be judged) who had formed any systematic plans for securing higher 

standards of performance at middle management level.

Top Management's Responsibility?

Questioning on the extent of top managers' policy-making for middle management

development showed that, whatever its importance, it has not so far secured

much attention by comparison with issues which press more urgently on their

time such as the aftermath of reorganisation, cost reduction and industrial
health authority

disputes. Only in one area^was training said to be likely to feature on the 

management team agenda from time to time and several top managers mentioned that



their contacts with middle managers of high potential were regrettably fewer

now than before reorganisation. The chain of responsibility was clearer in

nursing than in administration, and two DNOs personally secure assessments

from all middle management course nominees on their attendances; but by

contrast the multi-district ANOs appeared to feel most keenly the reduction

of direct influence on management development implicit in their post-reorganisation

role.

Someone Slse's Responsibility?

Since policy for the systematic development of middle management's level of 

competence was evidently not, in practice, conspicuous amongst the priority 

concerns of top managers, the question arose whether that responsibility could 

be regarded as having been delegated to senior management - the level immediately 

above that from which middle management course members come - or to the personnel/ 

training specialists within area health authorities. If so then it would have 

been unreasonable to search for middle management development policy at top level. 

But this was not supported by the evidence gathered in additional discussions 

associated with those summarised in this document:

1. discussions were held with four separate groups of second-tier (senior) 

managers - nurses in a district, administrators and department heads 

in the same district, nurses in a multi-district area headquarters, and 

nurses in the single-district area. One conclusion from these is that 

senior managers, although able to provide more specific evidence on the 

effects of current training,have not taken over policy-making for middle 

management development for the organisation as a whole from top managers, 

to whom they continue to look for the broad direction and parameters of such 

policy, whilst expecting to contribute to its formation.



2. discussions took place with each of the area personnel officers, and 

several of their personnel or "graining colleagues who have a particular 

interest in management development. Some of these conversations were 

brief and unstructured, but a consistent theme in all of them was that, 

although substantial specialist contributions can be and are being made 

by the: personnel/training function, a management development policy for 

the organisation could only be stated by top management, and would be 

unlikely to succeed without top management's active leadership.

In Conclusion

Indeed, none of the top managers interviewed denied having overall responsibility 

for staff development policy for middle managers, as for managers generally, There 

were differences in how important,or urgent, they regarded the definition of such 

a policy; but no -one discussed their overall responsibility in a way that would 

contradict one DA's statement that, however much might be delegated to senior 

managers or personnel specialists, top managers inevitably retain and express 

responsibility for middle management development through, at the leaSt;

1. significantly influencing the overall organisational "climate",

2. setting the general performance standards of management expected in 

the organisation,

3. requiring to be satisfied that senior managers are in fact developing 

their subordinates.



B. Current Practice in Middle Management Training:
Its Perceived Impact and Value

In Brief

The broad conclusion from this area of questioning is that top management is 

generally content that middle management training courses are available and 

welcomes the "common foundation plus selected modules" concept introduced in 

1975. General benefits 'co the individual participant are recognised, but 

tangible evidence of organisational benefit from the training is limited.

The Course Outlined

The training department of the Oxford Regional Health Authority normally 

provides 5 middle management courses each year at its Regional Training Centre 

at Peppard Hospital, Each course stsurts with a two-week foundation module, in 

which the major themes are the Role of the Manager, Communications (including 

Written, Verbal, Meetings and Interviewing), Leadership (including Motivation, 

Delegation, Management Styles and Group Dynamics), Job Analysis, Management of 

Time, Industrial Relations, Problem-Solving, Decision-Making and Creative 

Thinking; with project work on NHS issues throughout the module. This is 

followed by a choice of at least two from a range of optional 2 to 3 day modules 

in the following topics:

Staff Selection Appraisal and Staff Development

Chairmanship and Discussion Leading Inter-Personal Skills

Industrial Relations Office Management

Budgetary Control

The general aimsof the course as a whole are stated as "to provide an opportunity 

for middle managers to clarify their roles within their organisation and to
*develop their awareness of the essential skills of managers at that level.

"X" During an early stage of the evaluation research the need for more precise 
learning objectives was recognised and a list of the "terminal behaviour" object
ives for the foundation module has been produced by the regional training 
department..
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Follow-up modules supplement the foundation module by providing training in 

specific general management skills or areas of knowledge."

Eligibility extends to:

Administrators ............. senior and principal administrative grades,
exceptionally general administrative.

Nursing  ................ nursing officers and senior nursing officers.

Medical ....................  senior house officers and registrars.

Others .................... . heads of departments or others in posts of
similar management responsibility.

In current practice attendance by general administrative grade officers is now 

common, by principal administrative grade and senior nursing officers uncommon, 

and by medical staff unknown. The courses have been offered for eight years and 

the more senior of the eligible administrative and nursing officers who wish 

to attend have, generally speaking, already done so.

Each foundation module has 24 places and each of the Area Health Authorities can

expect an average of 6 places, 3 of them for nurses. Nominations for the course,
is

which/residential, are sought by the regional training department when 

circulating its annual programme of courses addressed to area and district 

administrators and nursing officers, copied to area personnel officers and area 

nurses (personnel).

Staff of the regional training department undertake about 60% of the teaching 

themselves on the foundation module, initiating syndicate and project work, 

securing general continuity and providing an individual tutorial for each parti

cipant. The remainder of the teaching is provided by regular outside contributors, 

principally for Communications and Industrial Relations. Work extends into a 

number of the evenings during the course. The general style adopted by the tutors 

is informal and participative. There is no'testing of learning gained, and no 

report back on course performance by the tutors to the nominators.



11

about
The direct cost of each foundation module is stated to be/£1200, comprising 

£800 for accommodation and £400 for fees to the outside lecturers. This 

excludes the value of the Regional Health Authorities training and clerical 

staff time involved, and that of the course members themselves: these items 

might be estimated notionally at say £500 and £4000 respectively, although 

one view of costing is that such indirect costs should be excluded from 

calculation on the grounds that they would not be reduced if the training 

ceased.

The Organisational Context

The summary description set out above concerns the course itself, but the 

discussions with top managers were deliberately focussed on their perceptions 

of the use made of the training by the nominating organisations, and on the links 

between classroom and workplace.

Nominations result from initiatives taken by senior managers, personnel specialists, 

the middle managers themselves - or some combination of. these - in response to the 

circulation of information about forthcoming courses. Course attendance is widely 

regarded as having something to contribute to personal development and work 

performance - including an improvement of promotion prospects for those seeking 

career advancement - and evidence of middle managers being nominated against their 

will is nowadays rare, it was said, although the degree of initiar enthusiasm 

would vary a good deal.

Nurses

Nurshg management has been the most systematic user of management courses over the 

past 10 years and in this profession the nomination process was said to come nearest 

to being "automatic", in the sense that it has become customary to assume that all
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officers at a particular level will be nominated in turn, over a period, unless 

there is some strong contra-indication: to do otherwise might be seen as denying the 

officer concerned a career opportunity.

This remained the starting position as described by the 10 top nursing managers 

interviewed, but there had of late been movement (to varying degrees in each 

organisation) towards a more selective approach in nominating only those nursing 

middle managers who have development potential and/or clearly identified training 

needs which the course appears capable of meeting. Means of recognising this 

readiness for management training were also seen to exist more obviously in nursing 

management where staff (performance) appraisal had generally been in systematic use 

for some time, albeit currently in a "discretionary use" situation pending new 

recommendations from the National Staff Committe for Nurses and Midwives.

Administrators

Middle managers from the administrative grades were seen as less likely than nurses

to be nominated on an automatic basis or within the context of any systematic staff

development policy. The link with promotion was regarded as more tenuous - indeed

one District Administrator doubted whether his organisation was nominating its best

eligible middle-grade administrators - and the administrators' staff reporting

system, which had never been as universal in scope or thorough in application as

the nurses' equivalent system, was currently in disuse awaiting new national

recommendations. In these circumstnaces nomination was regarded as depending less

on a system than on the officer's own initiative, on such (very limited) personal
strator

talent-spotting and encouragement of promising young officers as the top adminiy 

was able to undertake, on the activity of local persoqnël departments, and on the 

attitude to staff development held by senior adimistrators. This last v/as regarded 

as of prime importance and, if negative, likely to result in no use at all being 

made of middle management courses by a number of administrative departments and 

services.
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Other Course Members

The third major source of nominations, the para-medical and technical services 

(e.g. pharmacy, physiotherapy, radiography, engineering) were regarded as further 

still from any conscious staff development policy, without any experience of 

systematic performance appraisal to help identify training needs, and including 

health professions which have only in recent years begun to define their managerial 

role and development requirements. There appeared to be occasional problems for , 

some of these departments in being provided with the requisite information about 

management development opportunities. There were also problems in securing the 

support and involvement of the "boss" of middle manager heads of small departments, 

who might report to both an administrative and a clinical senior colleague without 

either of them feeling responsible for their management performance and development

Preparation and Follow-up

Almost universal recognition was apparent amongst the top managers interviewed that
- ion

preparation and follow-up of middle management course members within the organlsaty

was sporadic and generally inadequate. To some extent this was related to the 
absence the

yof personal contact between the tutors andycourse members and their senior officers

before and after the course, and to the failure of the regional training department

(at the time of the interviews) to make available information to nominating

organisations about what kinds of learning could be expected from attendance and how

the course is actually conducted.

But major responsibility for preparation and follow-up was accepted as lying within

the organisation. In several cases this task was regarded as one for the local

personnel or training officer, but for an assessment of training needs based on
intc^rs tmg

existing performance, strengths and weaknesses, and for follow-up aimed aty 

the middle manager's learning into Improved performance, the course member's own 

”boss'was seen as the obvious source of help; and in this respect there were only
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rare instances of this responsibility being discharged at a level deeper than 

brief generalities. This appeared to be due less to any lack of goodwill and 

interest than to the absence of any specific requirement to be involved and of 

guidance on what is needed in this respect. In this connexion documents used in 

the research with the aim of securing an assessment - joint where possible - of 

middle management performance, against a check-list, before and after the course 

were commented on favourably by those top managers who were aware of them.

Beyond this general concern about the limitations of current practice in preparation

and follow-up a few top managers stated their belief that middle management training

of the type under consideration had little to do with workplace problems. By this

they meant that returning course members could be readily perceived as having

gained personally from attendance, without any assumption that they could, or should,

attempt to apply their learning to the solution of problems affecting their

dep&rtment or service. Indeed when a critical organisational problem did emerge,
-able

as in the case of the urgent requirement for MHS managers to become more knowledgey 

about industrial relations and relevant procedure^ other forms of training (such 

as special study days) had to be used to reach large numbers over a short time span.

A similar approach of bringing tojgether in a training situation all those who face 

a particular problem should be, it was said, more effective in dealing with wide

spread management problems than reliance on course attendance by middle managers 

one at a time.

Contact between Trainers and Top Managers

More generally, it emerged from the interviews that there is no forum at present 

for the regional training staff and representativesîof top line, management in the 

areas and districts to identify major issues requiring training initiatives and to 

assess the effectiveness of training provided. A number of top managers said they 

would welcome a visit by the Regional Education and Training Officer or Management
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Development Officer. Current practice in management development elsewhere, 

within or beyond the region, appeared to be little known amongst top managers, 

as was also true of the national policy documents on management education and 

training in the reorganised NHS outlined in circularsHSC(IS)47 and HSC(IS)189.

The Effectiveness of the Training

The great majority of top managers found it difficult to point to concrete instances

where their organisation had become more effective as a result of the training made

available to the middle managers nominated. To a limited extent this was related

to the "organisational distance" between top management and middle management

course members, the assumption being that the intervening level (senior management)
position

has the major responsibility for developing middle managers and is in a bettery 

to observe any specific improvements in the functioning of departments and services 

that might be attributed to the effects of training received by individuals. But 

top managers generally recognised that they were in a position to observe any 

cumulative impact on organisational functioning from the use of the middle management 

courses over the years by a succession of nominees. The more usual explanation given 

for the lack of evidence of organisational benefit was the generally intangible, 

unquantifiable nature of some of the advantages derived from attendance at 

management courses: these were widely seen as extending beyond the acquisition of 

particular knowledge and the development of specific skills to include -

1. a growth of personal sèlf-confidence and assurance.

2. a cross-fertilisation of ideas and information between course members.

3. a realisation that one's own problems are not unique.

4. an opportunity to stand back from normal work pressures and take stock 

of one's job and career.
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Individual or Organisational Benefit

Such benefits were regarded primarily as focussed on the individual and, whilst 

they might be reflected in the better management of the department or service 

to which the middle manager belonged, this would be a welcome extra rather than 

the central intention behind the nomination.

Nominations were made with individual development, rather them organisational

benefit, primarily in mind; and any line leading from individual to organisational
vj'ewefiL

performance improvements was, in the view of the great majority of those inter/
• -ibie

difficult or impossible to trace with any assurance and most unlikely to be tan^ 

enough to measure in financial or other quantitative terms as a return on the 

investment in training. Indeed top managers generally did not see the value of 

this kind of training in financial terms.

Three adjustments of this general position - that benefits can derive from middle

management course attendance for the individual but do not noticeably extend to the

nominating organisation - should be registered. One is the belief of some of the

nursing managers interviewed that management training courses generally (i.e.
Eirst-

y line, middle and senior) have, over the decade since they began, encouraged a 

frankness of self-expression and a participative style which have contributed,along 

with other factors, to the greater degree of openness in communication and 

independence of viewpoint believed to exist now in the nursing profession. A 

second caveat made by several top managers was that specific, probably quite modest, 

improvements in the functioning of departments and services may well have resulted 

from project work or personal initiatives decided upon during a middle management 

course/l^^ implemented where the back-at-work situation has been favourable, 

without necessarily having had sufficient organisational impact to attract the 

attention of top management. Thirdly - and related to the second point - mainy 

top managers prefaced their replies to questions in this area by saying that the 

evidence on which they could judge the effectiveness of middle management course 

attendance, even cumulatively, was limited and impressionistic: the evidence was
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not generally being gathered systematically by senior managers for the information

of top management; nor was it positively sought by top managers, who had more

pressing priorities to concern themselves with; and evaluation methods used in

the organisation did not generally extend beyond the reactions of course members 
. includeto/any assessment, by course member or his senior officer, of what use was actually 

made of the learning in terms of practical management performance at the place of 

work. In such circumstances thevunfamiliarity of top managers with the impact 

of course attendance was not .to be taken necessarily to mean that no evidence 

existe^, merely that it did not ordinarily come to the attention of top management.

Standards for Judging Effectiveness

A few others, however, expressed themselves as, on balance, disappointed that the.' 

course attendance of middle management nominees from their organisation in 

substantial numbers over the years had not been more noticeably effective in 

helping to raise the general standards of management. Questioned on what criteria 

they used to form that opinion, these respondents made it clear that they would 

judge the quality of middle management involved in running departments and services 

by

- the clarity of standards for the care or service provided

- the smoothness of their organisation (absence of friction and complaints, 
prompt provision of accurate information, economical use of resources)

- the contentment of their staff (kept fully informed, low turnover, high 
morale)

- the solution of most problems by local initiative (rather than referring 
them up to senior/top management)

- appreciation of the problems and needs of other parts of the organisation

- a ready response to the need for change.

Those (the minority) who had formulated their expectations of middle management 

training's contribution to organisational performance with this much precision 

were disappointed that the impact against such criteria was not more substantial.
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The majority, however, appeared to expect rather less, and were not generally 

requiring senior managers to use organisational necessities and current management 

problems as the source of specific briefing to middle management nominees with a 

view to using the course learning as a resource for improvement against the kind 

of criteria indicated above. The one organisation identified in discussion as 

having endeavoured to move in this direction was well pleased with the result and 

rated the organisational impact of the training much higher than the others.

Value of Courses

However the majority view - that tangible organisational benefits from the training 

could not easily be discerned - was not accompanied by any noticeable demand for 

the termination of such middle management courses. On the contrary the courses 

were widely viewed as worth continuing, and the re-design of the course to consist 

of a foundation core for everyone followed by a selection of two specialised modules 

from a choice of seven was welcomed by all who knew of the change, chiefly on the 

grounds that individual needs could be met more precisely than on the previous 

3 - w e e k  standard block and that the shorter separate periods of training made 

release from work easier to arrange. Whilst recognising that course attendance 

in itself signifies no particular level of competence, top managers as a whole 

saw the courses as desirable and of value in a general, non-economic, sense. Indeed 

the "currency" being used by top managers to assess the work of the courses seemed 

not to be primarily financial, value being attached rather to the opportunity for 

personal development and mental refreshment represented by attendance, the desira

bility of appropriate training being provided by the NHS as "good employers", and 

at least the possibility that some welcome improvements in the management of 

departments and services by middle managers might follow the training where 

favourable circumstances existed.

Because of the particular difficulty of clarifying the concept of value for money, 

or return on investment, in respect of management development activities, a District
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Finance Officer known to be interested in the problem was interviewed at an 

early stage. Whilst confirming that no scientific method of discerning and 

valuing all the effects of training in this field suggested itself (e.g. those 

effects that are measurable may well be less important in the long run than 

those that are not measurable), he regarded the judgements involved as similar 

in nature to many others that are taken in the^management of health care, where 

the weighing of possible benefits against the costs of alternative courses of 

action cannot be reduced to a purely financial valuation. One possible approach 

recommended was to enquire what top managers would do with the funds currently 

devoted by the RHA to providing middle management training courses given a fyee 

hand and a variety of competing claims. By this criterion the top managers asked 

this question appeared to value the courses highly, insofsur as they claimed they 

wOuld\at least maintain, if not increase, the expenditure, hoping in particular 

cases to increase the benefits by adopting some of the suggestions listed in the 

following section.
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C . Top Managers' Suggestions for Improvement 

In Brief

During the course of the interviews a wide range of ideas and proposals were

put forward by top managers on how the existing provision for middle"management

training might be improved. Whilst it was not possible to assess retrospectively
have

how much general endorsement each of them would^secured,their existence and 

nature suggest that there is a disposition on the part of.many managers to help 

increase the effectiveness of middle mansigement training.

Fifteen of the 19 top managers interviewed made spontaneous suggestions of some

kind and those which, in their essentials, were mentioned by more than one officer

are listed below.

1. That top aind seniors managers should involve themselves more fully 

in middle management training, e.g. by showing that they expect a 

greater pay-off for their organisation from the training courses; 

by stating to the trainers what they would like the courses to be

aiming at; and by requiring senior managers to brief middle managers

more fully before attendance and follow up in more detail afterwards.

The underlying theme of these suggestions was the need for a tougher, 

hard-nosed attitude to extracting more value from the courses.

2. That there should be explicit local policy for management development 

showing e.g. which forms of education and training, on and off the 

job, are supported by the authority or management team; whether there 

are to be equal opportunities for members of all health professions 

with managerial responsibilities; what criteria should be used in 

nominating officers for different forms of development; and generally 

what expectations and attitudes towards management development within 

the organisation are supported. The existence of other, explicit.
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staff policies (e.g. for grievances, professional study leave, 

selection procedures) was contrasted with the absence of any 

systematic policy for management development.

3. That more management training is needed within the organisation 

including basic on-the-job training and "coaching" by the middle 

manager's senior officer on a continuing basis, seizing the 

learning opportunities which arise at work; training which starts 

from real management problems; study days to meet specific needs, 

and on the local application of learning achieved on the middle 

management courses. Such in-organisation training was seen as a 

necessary complement to the courses.

In this context the divided viewpoints concerning the devolution 

of responsibility for middle management training course from the 

Regional to the Area Health Authorities must be referred to. At 

the time of the interviews opinion for and against area-based 

training was about even: arguments for emphasised the desirability 

of relating the training directly to local problems and practices, 

the potential economy of a non-residential course, and the general 

desirability of area autonomy; arguments against stressed the 

benefits of a broad mix of officers from the various areas in 

residence well away from normal work assumptions, the problem of 

ensuring viable nujnbers for a local course, and the scarcity of 

expertise (at least in the short term) for tutoring such a course.

Not many top managers appeared to feel strongly one way or the other.

4. That the effectiveness of the existing coursesshould be improved by 

better nomination, preparation and follow-up. e.g. by adopting a 

more discriminating approach to nominating only those officers who
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have training needs directly related to the course objectives, and 

have the committed support of their senior officers; the senior 

officer and his nominee spending time before the course identifying 

individual and organisational development needs and projects on which 

specific targets for improvement can be based; and by their jointly 

undertaking follow-up action after the course to promote the achievement 

of those targets and the application of course learning generally. This 

range of suggestions strongly emphasised the key role of the course 

member's "boss" in securing a good return on the training investment.

(The usefulness of the pre-course research instrument "How Is the Middle 

Manager Managing?" in securing the involvement of the senior officer in 

preparing the nominee for the course was commended by several of the top 

msuiagers who had seen the documents.)

5. That more contact between the Regional Education and Training Officer and 

his staff on the one hand emd top and senior managers on the other would 

be welcomed, the suggestions being aimed at increasing knowledge of what 

can be expected from the courses and at reducing any gap between that 

and what the nominating organisations Eire in fact hoping for.

Two other suggestions were made by individual top managers interviewed but not 

mentioned by anyone else: that management development strategy should aim at a 

5-year frequency of attendance at some form of course throughout the manager's 

career; and that the documents currently distributed by the regional training 

department before the course could usefully be held locally to give accepted 

nominees more time to prepare properly.



APPENDIX 19 
Evaluation Research Project

THE EIGHT MAIN POINTS 

from the report

"NHS Middle Management Training: The Views of One Region's Top Managers"

Whilst the views of 19 top managers in the Oxford region analysed in the report 
are diverse and wide-ranging, the researcher believes that the salient features 
can be presented; in 8 conclusions and propositions which would command general 
- though not necessarily universal - support.

1. Demands on middle managers continue to increase and a higher level of 
managerial performance is needed, both in particular areas of ability 
and in the use of imagination and initiative.

2. Training can make an important contribution to better middle management 
performance, but it has not generally been given high priority attention 
at management team level as a potential resource for organisational 
improvement.

3. Nominations for the middle management course are made - and the benefits
of attendance are seen - chiefly in relation to the individual's development 
rather than to the organisation's specific objectives, plans and problems.

4. Evidence of course impact as seen by top management is limited and not 
viewed in quantitative or financial terms, but the courses are regarded 
as worth continuing.

5. Top management has the ultimate responsibility for stating the organisation's
*policy for middle management development, and should devote more effort to 

this, supported by its senior managers and personnel/training specialists.

6. Line management generally within the nominating organisation is not
systematically involved in the preparation, support and follow-up of middle

*managers' course attendance, and should be called upon to do more in this 
respect.

7. Direct contact between the regional training ctpatni-ng' department and line
*

management in the nominating organisation is very limited and should be 
increased to help integrate workplace and classroom activities.

8. More management development activities within the nominating organisation
*should be undertaken, complementary to the regional courses.

* Although use of the word "should" in these 4 propositions is justified as the 
clear implication of the views of top managers set oqt in the report, the degree 
of commitment to pursue these aims no doubt varies from person to person.
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A COMMENTARY

on the report

"NHS Middle Management Training:
The Views of one Region's Top Managers"

(Appendix is)
The report itself^is confined to a descriptive account of the 

opinions held,early in 1976, by top managers in the Oxford 

region about the effectiveness and value of middle management 

training courses (themselves briefly described) in relation to 

what performance is required of NHS middle managers generally.

That account deliberately excludes any comments or views from 

the researcher: and the suggestions for improvement, made in

Part C (pp 20-22) and listed as the last four of "The Eight Main 

Points" summary (see Appendix 19)come from top managers 

themselves, not the researcher.

However, it is necessary and possible to interpret these 

findings within the conceptual framework and methodology of the 

research as a whole, and to place the descriptive account of 

top managers' opinions in the context of current trends in NHS 

management development generally. This may be achieved by 

focussing attention in turn on three major issues raised by the 

evidence summarised in the report.

1. Means of Securing Evidence from Top Managers

One fundairiental issue concerns the extent to which data

can be secured from NHS top managers at all given the pressures

on their time, the existence of personnel or training officers

to whom an enquiry deliberately intended for line management might

in practice have been diverted, and the relatively low priority

which top managers might attach to an external approach on
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middle management training.

Following discussion with the Regional Education and Training

(RETO) and Management Development Officer (MDO), and in the

light of previous experience of seeking information and opinion

from top managers in the NHS both by interview and by 
*questionnaire , it was decided to seek a personal interview 

with each of the 20 area and district administrators and nursing 

officers in the region. The m ajor considerations in this 

decision were that the data sought - predominaitJy views and 

judgements - were of a particularly subjective and elusive 

nature; would need probing through discussion for the underlying 

evidence on which they were based; were related to a sphere 

of activity (middle management training) in which the top 

managers seemed to have little direct involvement: suid could

not readily be structured into a written questionnaire, the 

use of which in such an enquiry was thought likely to risk 

some irritation and non-response amongst recipients.

This decision appears to have been justified by the 95% response 

on the peurt of top managers to the request made by letter (copies 

attached in Appendix 17) for a personal interview. In an

attempt to give form to the discussions, and to provide a basis 

for comparing the views of the people interviewed, a schedule 

of questions was drawn up (copy of the final version attached

* see White, D.K. "Business Management for Administrators"

Health and Social Services Journal, October 12, 19, 26 and 

November 2 1974, summarising an evaluation report for the 

Department of Health and Social Security "Hospital Managers 

at the Business Schools, Henley and Sunningdale".



as Appendix 17) within the three areas of enquiry notified in 

the letter. But no attempt was made to pose

every question to every top manager. A free-ranging expression 

of each manager's views was encouraged within the broad bounds 

of the questioning, the researcher "steering" the discussion 

back to relevance if necessary but able to follow promising 

leads as they emerged and probe for supporting evidence and 

examples.

This exploratory semi-structured approach enabled broad 

statements to be made of the kind which constitute the bulk 

of the report, where the strength and balance of opinions held 

by top managers are necessarily expressed in general rather 

than precise or quantified terms. In particular the suggestions 

for improvement set out in Part C emerged gradually throughout 

the series of interviews, so that it was not possible - especially 

with suggestions first made towards the end of the series - to be 

certain how much support each would have commanded had they all 

been identified in advance and put systematically to each top 

manager. This would have been one of the major aims of a pilot 

survey but this was rejected on the grounds that sufficient 

experience of top managers' perspectives on NHS management 

development generally was available to suggest that their opinions 

and ideas would be very diverse and unamenable to prior classification 

through a sample approach. This proved to be the case insofar as 

original comments and suggestions, not previously made, arose up 

to and including the final (19th) interview.



Of course each series serves as a pilot for subsequent series; 

and it would now be possible - in this or related research studies

- to re-cast the questions used, incorporating the suggestions 

recorded in part C of the report, for systematic use in future 

interviews with top managers. This would be with a view to 

assessing more accurately the stmgth of opinion behind each 

identified proposition without in any way ignoring the possibility 

that further original suggestions would be made.

On this occasion an alternative approach to analysis was used. 

Reasonable deductions were made by the researcher, when 

analyzing the contents of all the interview notes, in order to 

identify those broad proposals in Part C most likely to 

command general support (e.g. by postulating that, since a 

majority regarded existing practice in preparation and 

follow-up as inadequate - see pp 13 and 14 of the report - 

there would be general endorsement of the proposal that it 

should be improved, even though only three top managers actually 

offered specific suggestions to this end).

But such interpretations need to be checked with the interviewees

- and modified where necessary - in order to provide a valid 

foundation, both for research purposes and for any executive 

action that may be decided on to improve middle management 

development in the Oxford region. Adjustments may in any case 

be necessary because since the interviews time has passed 

during which opinions on the issues raised may have developed 

further, conceivably due in part to the researcher's own 

intervention, which is in action research recognised as a 

factor to be taken into account, utilized suid monitored.
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There was too, from the outset, a commitment (see Appendix 17) 

to provide those interviewed with a summary of research findings 

based on the discussions.

The RETO plans to hold a meeting with all the top managers and the 

researcher in order to discuss the report and its implications.

It is intended to serve simultaneously as a feedback of provisional 

findings from the research as a whole, an opportunity to assess the 

effect of the researcher's involvement, and a means of deciding on 

further elements of action and/or investigation. As an aid to the 

conduct of that meeting the one-page statement "The Eight Main 

Points" (Appendix 19) has been prepared as a brief summary of the 

report and potential agenda, but pending firm arrangements for the 

meeting the full report has been sent for comment to the top mana

gers, whose replies indicate general agreement with it and with 

the Eight Main Points, with the exception of some reservations 

about Point 7 from those who would not welcome closer contact with 

regional training department staff. This interactive process bet

ween researcher and clients has been used more explicitly for 

purposes more consciously focussed on the management development 

of a particular organisation (rather than on individuals attending 

a particular type of management course) in research within the 

Devon Area Health Authority to which reference is made on page 27 

of this commentary.

As a foot-note to this issue of securing evidence from top managers 

it should be recorded that, in preliminary discussion with regional 

training staff, the possibility was envisaged of interviewing top 

managers other than administrators and nurses, such as the finance
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and medical members of the area and district management teams or other 

heads of major departments such as works and supplies, or the pharma

ceutical services. On this question the researcher took advice from 

top managers interviewed early in the series, who considered in 

general that there would be little of strict relevance to the research 

to be gained from this because very few nominations of middle managers 

came from such sources. This was accepted at the time, and links were 

sought instead, and obtained, with particular senior staff (i.e. in 

a second-tier relationship to top management) whose evidence promised 

to bear more directly on the evaluation of the middle management 

training courses, namely the four area personnel officers and four 

groups of senior staff (whose views on the responsibility of top 

management are referred to on page 7 and 8 of the report).

However, in a broader view of the research study, it would be 

relevant to question top and senior managers in services which 

make little or no use of the courses in order to establish the 

reasons and monitor the effect of any attempt to increase the 

proportion of nominations (currently 12%%) from health professions 

other than nursing and administration.
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2. The Gap between Top Management and the Trainers

A major purpose of this part of the research was to assess the

extent to which

(a) the broad objectives of the training are influenced, and

(b) the broad effects of the training are observed,

by top management of the parent organisations from which the course

members come, and to which-they return. The need for such an

assessment lies in its relevancy to three of the seven principles
*set out in the national policy document , namely that management 

training should be integrated with work (paras 17-19), related to 

organisational needs (para 26) and monitored and evaluated (paras 

26-30). Such principles would be specially difficult to follow in 

the case of middle management training courses if the top management 

of course members' employing authorities were neither influencing the 

broad objectives, nor monitoring the broad effects, of the training.

This appears close to being the case in the situation depicted in the 

report where, as to objectives, it is clear from the evidence of 

Part A that the training offered for individual middle managers is 

not based on objectives which sire directly detemined, or noticeably 

influenced, by the top management of the organisations in which they 

work, or specifically arising from their organisations' own plans and 

problems. And, as to effects, the evidence of Part B makes it clear 

that most top managers, whilst they are content that the training is 

provided, find it difficult - even on a general or cumulative basis 

- to identify situations where the learning has been applied to 

management performance at work in such a way as to show tangible 

organisational benefits. (This last characteristic is important not 

only in its own right but because the evidence on the 
* DHSS "Personnel Management in the National Health Service. No. 1 
Management Education and Training" 1974. Circulated to health 
authorities with HSC(18)47.
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effects of the training beyond the basic level of learning 

is all at the workplace, not in the classroom, so that information 

for the monitoring and evaluation of the course depends on line 

management's observations and experiences.)

It must be remembered that the courses in question are organised, 

financed and directed, not by the area health authorities (AHAs) 

which employ virtually all the course members, but by the regional 

health authority (RHA) on their behalf. Both the general aim of 

the course as a whole (Report, p. 9) and the lesirning objectives 

of each session (the most recent available version of which is 

attached as Appendix 11) are determined by the regional training 

department. Irrespective of this situation's pros and cons,

(Report, p. 21) the effect is to create a gap in the determination 

of objectives between the RHA's training department and the top 

managers of the AHAs which nominate the course members.

This can usefully be examined in terms of Hsimblin's cyie of 

evaluation, which for the purposes of this research is expressed 

in the form shown as fig u re  31. On the left-hand (Objectives) side 

of the model the ultimate objectives of the organisation as a whole 

(05) are seen as the context and source of objectives for the 

departments, functions and services of which the organisation consists 

(04) suid whose needs for effectiveness determine the job performance 

objectives of the individual (03) working in that department. Insofar 

as training is envisaged as having a contribution to make to that 

individual's performance the appropriate learning objectives (02) 

derive from requisite changes in his work performance.
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Of course it is not to be assumed, in the case of the middle 

manager, that attendance at the course under consideration 

is the only, or even the main, source of training to meet 

his or her learning objectives. But the salient fact for 

this discussion is that the source of the course learning 

objectives at level 2 cannot be traced back to the parent 

organisations of course members along the route described 

above but is instead to be found in the regional training 
department acting as proxy for the area health authorities 
(and their constituent health districts) to whom the course 

places are offered. The effect on the model may be shown thus

REGIONAL
TRAINING
DEPARTMENT^
052

Î
LEARNING
OBJECTIVES

JOB PERFORMANCE 
OBJECTIVES

DEPARTMENT
OBJECTIVES

Î

02

03

04

ORGANISATION 
OBJECTIVES' 05I

where the regional training department's determination of learning 

objectives can be seen as substituting for the theoretical origin 
of those objectives within the middle manager's own organisation.
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This "displacement gap" - represented by the distance between 

05^ and 05^ - may be inevitable to some degree in any off-the-job 
training situation and would not necessarily be avoided if a 

training department within an area health authority had the 
resources to mount an equivalent course for employees of the 
organisation. But the existence of a displacement gap at all 

means that the regional training department has to make assumptions 

about the broad objectives and needs of the organisations the 

courses serve (05); has no direct knowledge of departmental 

objectives and problems (04); gains impressions of course members' 

work objectives and training needs (03) only after,the course 
has begun; and has a particular problem in communicating course 

learning objectives (02) to all the nominating organisations.

The regional training department is not without some means of 
bridging that gap. The course tutors accumulate ever-increasing 
experience of middle management work and common training needs 

through contact with course members and occasional selective 
workplace visits. As NHS officers they are inevitably aware of 

national trends (such as pressures in industrial relations, new 
employment legislation, financial restrictions etc. etc.) which 

NHS authorities face and have obvious management training 

implications. The contents and methods of the course have been 

steadily modified over the years (since its origins in 1967/68 in 

the syllabi recommended by the two original National Staff 
Committees, for administrators and for nurses) in the light of 

such trends and of feedback from course members. The most 
recent major change, in 1975, to the present ''fbundation plus
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optional modules" design was endorsed by a joint Working 

Party with AHA officers (chiefly personnel specialists whose 

main concern was the devolution of responsibility for first- 

line management training from the RHA to the AHAs).

Nevertheless these efforts at reconciling the objectives being 

pursued by the regional training staff with the needs of the 

health authorities served are insufficient to give them 
confidence that they are adequately interpreting the objectives 

and needs of their "customers", whether at the level of the 

organisation, the particular department or the individual. In 
this uncertainty lies one of the mainsprings of the present 
research, since the regional training department wanted a 
firmer information base on which to consider options for improving 
its contribution to management development in the region. 

Discussions between the researcher and the RETO and MDO have 

consistently revealed their concern about the gap - in credibility 

£is well as the direction of management development - between the 

regional training department and top management in the AHAs, the 

possible effect of this on the usage and quality of their work 

in management development (whether through' the middle management 

training course or through other existing or potential endeavours) 
and their wish to bridge or close that gap.

The evidence of the research confirms the grounds for this concern 

insofar as it shows how little the majority of top managers are 
involved in directing middle management development activities.
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how little "ownership" they feel for the middle management training 

course system (which currently places no demands on them) and - 

with a few exceptions - how little they are demanding in turn of 
their senior staff who have more immediate responsibility for the 

work of individual middle managers before and after attending the 

course.

Causes and Effects of the Gap

It is possible to hypothesise that in this limited involvement, 
ownership and use of authority on the part of top managers lies 

the reason why in general they can point to only limited organisational 
benefit from attendance of their middle managers at the courses.

The existence of a break in the chain of training objectives behind 

02 may induce a break - or at least a weakening - in the chain of 

trainin effects beyond E2.

This question extends the discussion to the right-hand (Effects) 

side of Hamblin's model (figure 31 ) where the purpose of learning 

gains (E2) from the training is seen as the improvement of the 

individual's work performance (E3) which may be reflected in the 

greater effectiveness of the department or service in which the 

individual works (E4) and thus contribute to increased organisational 
effectiveness (E5) i.e. enable the organisation more readily to 

achieve its ultimate objectives, thus completing the cycle.
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*Charles Foley calls this sequence the Classical Mansigement 

Development Model, in which the attendance of a manager on a 

course is in furtherance of the ultimate aim of helping the 

authority to achieve its objectives, and depicts the 

intermediate steps thus:

(Education ^ Knowledge
MANAGER + MANAGEMENT ^Training ------  ̂ CHANGED < Attitudes

(Development (_ Skills

i
INCREASED INCREASED INCREASED CHANGED
ORGANISATIONAL <--MANAGERIAL <---  MANAGER k  MANAGER
EFFECTIVENESS EFFECTIVENESS EFFECTIVENESS BEHAVIOUR

Foley found that the water represented by course members' 

learning on a 10-week management development course had quickly 
run into the ssind when he interviewed 6 to 9 months later; and, 
judging by his concluding summary, was in little doubt as to the 

reasons -

"Overall a general picture emerges which shows 
little formal management development activity 

in local government at the time of the study 

(1974/75). Little evidence is available to 

suggest any systematic approach to management

* Foley C. "The INLOGOV Ten Week Course Evaluation",

Institute of Local Government Studies, Birmingham University 1975
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training or development either in local 

government as a whole or in the 

authorities studied in depth. There 

seemed to be hardly any link between the 

course and activity within the authorities.

There was scant evidence to suggest any 

attempt to re-inforce what had been learnt 

on the course. Accurate knowledge of the 

course's objectives did not prove to be 

widespread.

In the face of this lack of activity by 
the authorities, crude selection procedures 

amd failure to assess the value of the 
training undergone, the course faced many 
handicaps. The (limited) degree of success 

it had in bringing about behaviour change in 
these circumstances is not surprising..... "

TVhilst these statements are echoed to a degree in the present 

NHS middle management training study, the latter provides no 

conclusive evidence of a cause-and-effect relationship, where 

minimal top management involvement results in minimal 

organisational benefit. Although both factors are present, 
the nature of the relationship could not be clarified without 

studying a range of situations including some where the 

complementary proposition can be tested - that high top 

management involvement produces high organisational benefit;
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this was not possible in the Oxford region study, where such 

involvement in the middle management training system was not 

being actively sought from top managers. Another uncertainty 

lies in the source of evidence on the organisational effects 

of the training, insofar as many top managers stated in the 
interviews that they would not necessarily know what impact 

course attendance makes in their organisations (Report, 

pp 16/17). Accordingly it is the function of another phase 

of the research to assess whether, and if so to what extent, 

the effects of the training can be traced beyond learning 

(level E2 in the model) through job performance (E3) to 

department/service performance (E4) and even to organisation 
performance (E5), in the judgement of staff working at levels 
of management which may be better placed than top managers to 

observe and evaluate such effects.

What we do have, in the evidence from the Oxford region^s top 

manajgers, is one rather tantalising glimpse of a possible 
connexion between top management involvement and a significant 

organisational impact contributed to by middle management course 
attendance. This is the case of nursing management in the 

single-district Oxford Area Health Authority, where the 

researcher was invited, following the initial interview with 

the Area Nursing Officer, to question a meeting of the ANO and 

second-tier nursing managers (Divisional Nursing Officers and 
Area Nursing Specialists) at which evidence was given of wide

spread middle management performance improvements, verified by 

the meeting as a whole and attributed to a substantial degree
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to course attendance, including:

- a more systematic and successful approach to the solution 

of problems

- greater awareness of good and bad standards in wards and 

departments

- improved organisation of nursing care, e.g. better use of 

health visitors' time
- more positive attitude to maneigement • s contribution to 

nursing

- less impulsive decision-making
- a greater capacity to use a participative style of 

management
- the successful discharge of heavier responsibilities

- readier acceptance of the need for change in e.g. the 

shift of emphasis from hospital to community care, the 
reduced level of service consequent on financial 

restrictions, the extending role of the nurse, and the 

need for explanations to the public.

These training effects, principally at the E4 and E5 levels, were 

noticeably greater than any identified elsewhere, whether in 

individual or group interviews, yet the ANO and senior nursing 

managers in the Oxford AHA were no more involved than others in 
the determination of the course objectives, i.e. the displacement 

gap remained:
indeed the meeting claimed to want to know much more about the 

design and conduct of the courses by the regional training 

department, sind generally to be more fully involved. What did 

uniquely characterise this situation, however, was that the ANO

and her second-tier officers
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regarded the course as a resource which could be used to help 

further the work of their part of the organisation, that the 

ANO was known and seen to expect a return on the investment 

made in nominating nursing middle managers to attend, and that 

there was (as far as could be judged from investigation at 

this level) some pressure down the nursing management hierarchy 

to see that organisational as well as individual performance 

improves, the effects being looked for and reported back up the 
hierarchy.

Reducing the Gap

One feature of action research is that important hypotheses often 
emerge during the fieldwork itself, rather than being defined 
beforehand, and a consequence of this is that it may be left for 
subsequent research to test them. This is so in the situation just 

described, where alternative explanations for unusually high 

organisational benefits from middle management training course 
attendance must await fresh opportunities for comparative assessment, 

What is alreay clear, however, is that the more typical situation 

described in the report is one where top management can see little 

organisational benefit, is expecting little, and is little involved 

in determing objectives. Whatever the relationship between these 

factors - and it is just as possible that top memagement is 

uninvolved because it cannot see organisational benefit as the 

other way round - the reduction of the displacement gap between top
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management and the regional training department would seem to 

be a logical element in regional policy and would - judging by 
the fifth suggestion for improvement in part C (Report, p 22) - 

be welcome to a number of top managers.

In taking initiatives towards the reduction of that gap the
RETO and MDO might find reference to the model on page 9

of this discussion useful insofaæ as it identifies the levels

in the objective-setting process where the gap may have

consequences for the quality sind effectiveness of the training, 
may

and /thus suggest strategies for reducing it. For example - 

at 05 the reconciliation, or joint setting, of the strategic ; 

objectives for training at this organisation-wide level may 
require the establishment of a management development committee, 

such as exists in some other regions, where top managers and 

regional staff can discuss from time to time the present and 
potential contribution of middle managenent development to 

health authorities' longer-term plans and priorities.

At 04 - the level immediately above that from which course 

members are drawn - the need may be for an on-going working 

relationship between senior management groups and the MDO whereby 

the training and development implications of more immediate plans 

and problems can be identified in such a way as to facilitate 

a more discriminating use of the course - and other management 

development methods.

At 03 the evaluation research itself appears to have been of some 

use in securing an agreed view of individual performance objectives 

insofar as the pre-course instrument "How Is the Middle Manager
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Managing?" (designed to involve each course nominee and.his "boss" 

together in identifying training needs) was adopted for continued 

use by the regional training department following completion of 

the fieldwork.

At 02 it may be anticipated that in time the implications of a 

closer relationship at the preceding levels would be seen in 

pressure to make the learning objectives more flexible and 

responsive to organisational, departmental and individual 
performance needs. For the present the demeuid is for wider 

understanding amongst nominating organisations of the objectives, 
contents suid methods of the middle management training course, 

and appropriate documents have been drafted for distribution by 

the MDO, prompted in part by the evidence of demand for this 
information revealed by this phase of the research study.

By methods of this kind it may be possible to reduce the gap between 

the regional training department's contribution to middle managers' 
development and the needs and objectives in the organisations where 

those middle meinagers work. That such multi-level collaboration is 

possible has been demonstrated already in the request from nursing 

management in the High Wycombe Health District, arising from the 

researcher's interview with the district nursing officer, for help 

in raising the general standard of staff development ability amongst 

nursing managers so as to improve the preparation, follow-up and 

reinforcement generally of management course attendance. This 

request was responded to jointly by the researcher and the MDO 
conducting a series of study dsiys attended by the district nursing 

officer, the divisional nursing officers and the senior nursing 
officers. Methods and materials used in this endeavour included
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those developed for incorporation in the report (attached as 

Appendix 2) of a DHSS working party, chaired by the researcher, 

which was set up because of requests from various parts of the 

NHS and the education sector for a codification of good practice 

in the preparation and follow-up of management courses at all 

levels. This may have potential in subsequent research in testing 

the hypothesis that improved preparation and follow-up withiq, the 

parent organisation would significantly increase the effectiveness 

of management training courses.

Contacts of the type outlined above might serve not only to reduce

the displacement gap but also to enhance the credibility of the
regional training service. This underlying problem of credibility
is widespread suid appears to have its roots in the intrinsic
difficulty of demonstrating that training can and does contribute

to the ultimate purposes of an organisation. When those purposes

eure themselves elusive emd varied, as in health care, there is the

extra difficulty of securing a clear brief from top management on

what exactly the training is to contribute to; although the credibility
*issus as described by Pym , is critical enough in industry:

"I have observed that managerial training 

administered by the industrial concern 

usually lies physically and politically 

outside the mainstream of its life. I

* Pym, D. L. A. "Organisation Evaluation and Management Training" 
Journal of M a n a g e m ^ t  Studies, 5(2), 167-1Q3
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believe that its political and social isolation 

causes it to be of little consequence"

Nevertheless there are some indications from this research and other
interventions that top management in the NHS is able to recognise

training as a credible contribution to its policies, plans and

problems in situations where its relevance to specific "burning"

issues has first been demonstrated. This goes considerably beyond

the scope of the present middle management evaluation and is
*discussed elsewhere .

* White, D. K. "New Directions in Health Service Management 

Education, Training and Development" Health Service Manpower 

Review October 1976 pp 15-20.
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3. The Match between the Course and Top Management's Expectations

The final issue for examination arising from the report is 

represented by the apparent anomaly that, as summarised in the 

fourth of the "Eight Main Points", evidence of course impact as 

seen by top management is limited and imprecise, yet the courses 

are regarded as worth continuing. It might well have been expected, 

from the situation described in 2. above/ top managers are largely 

isolated from a training system which seems not to be contributing 

noticeably to the effectiveness of their organisations, that they 

would place a low value on the courses and be arguing for them to be 

abolished or substantially changed. This was not the case; and four 
possible explanations for this had emerged by the end of the interviewing.

One possibility is that, since the courses in question are financed by 

the regional health authority, there is no pressure to evaluate a form 

of training which has no (direct) coat to the top manager's own 

organisation: the courses might be viewed far more critically if they 

had to be paid for from area or district funds. However, when 

challenged on what use they would make of their "share" of the regional 

funds devoted to this training given a free hand and competing claims 

for that money, all twelve of the top managers asked this question said 

they would maintain or in some cases increase the expenditure on such 

courses (Report, p. 19) in spite of considerable current pressures on 

their budgets. This has to be accepted at its face value for lack of 

evidence to the contrary; but these favourable responses were given 
very readily, without prior questioning on how much the courses in 

fact cost, which suggests that they had their origins in general goodwill 
rather than a careful balancing of costs and potential benefits.
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This then merges with the second possible explanation of the 

favourable view of the courses taken by top managers, namely that 

it was an expression of the generalised approval given to training 

of all kinds in the NHS, where it is rare to find any criticism of 

the prevailing view that training is essentially desirable and, as 

an investment in the future where the returns will not always be 

easy to trace, needs protection against too rigorous an appraisal.

A third explanation could be that the training course is in fact 

focussed substantially on the abilities which top managers believe 
to be necessary for the improved middle management performance they 

want to see. Comparing the list of major unfulfilled needs amongst 

middle managers (Report, p. 4) together with the list of less 
frequently mentioned training targets (Report, p. 5) against the 

actual content coverage of the foundation core sind optional modules 
(Report p. 9), the match is considerable, particularly in the 

"behavioural" area underlying communications and the management of 

people. If a course were designed, within the same general pattern 

and constraints as those affecting the existing course, to the 

specification implied by top managers' discussion of middle management 

training needs, probably two-thirds at least would represent common 

ground between the present course and the postulated one. The major 

sureas of study which would need greater attention to meet the top 

managers' specification are:

- the numeracy required in forecasting, analysing and 

monitoring levels of service.

- the management of financial and other resources, 

including the capacity to analyse the costs and 

benefits of alternatives.
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- understanding the legal implications of course members' 

responsibilities (apart from the "industrial relations 

legislation" already presented in the foundation module)

The emphasis placed by top managers on the quantitative/analytical/ 

financial skills of management was considerable: at present there 

is virtually no time allocated to these areas in the foundation 

module and the listed option in budgetary control has proved difficult 

to provide satisfactorily.

This broad comparison of content areas has its dangers insofar as it 

fails to specify the precise training objectives and standards aimed 

at. Top managers want to see training needs met by a demonstrated 
increase of skill and knowledge, not just an "awareness of the 
essential skills of managers at that level" offered in the general 
aims of the course, and the tutors are in fact aiming somewhat beyond 

the appreciation level, whilst recognising that time does not allow 
course members to master all the management skills introduced.

Another part of the research is concerned with establishing the 

perceptions of course members and their immediate superiors about 

training needs, and the extent to which there are noticeable changes 

in work performance attributable to the training.

At the deeper level of attitudes and approaches to their work, middle 

managers need to develop more imagination, initiative and energy, in 

the view of top managers. It may be unrealistic to expect the course 

to contribute significantly in these respects: although the sessions 

on Action-Centred Leadership encourage a more proactive style of
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management, and a growth in self-confidence is often regarded as 

a major spin-off benefit from courses of this kind, the organisational 

climate and expectations of the role set of the course member within 

the parent organisation are likely to be particularly powerful factors, 

so that any systematic attempt to meet top managers' wishes in this 

area of performance would require a depth of sustained collaboration 

between the trainers aoid the organisation that the middle management 

course system in the Oxford region does not provide for at present.

Nevertheless it is possible that top managers' approval of the course 

stems from a general assent to the type of training provided. Although 
many top managers are unfamiliar with the content and conduct of the 

course it is reasonable to assume that any substantial measure of 
seriously inappropriate training would have come to their notice over 

the years. Instead they can be regarded as generally satisfied, 
although areas for possible development have been identified above 

which would achieve a more exact fit between their diagnosis of need 
and the training offered.

The fourth possible explanation for top managers' approval of the 

courses despite their apparently very limited impact on organisational 

effectiveness is simply that :the majority of top managers are not 

expecting such an impact and are viewing the course system in the more 

limited terms of individual development. This explanation is supported 
by the evidence presented in pages 16 to 18 of the report. Although 

a minority of top managers expressed a wish to see more than this, the 

middle management training system as a whole focusses on the individual.



25.

The nomination process presents the AHAs 'with places to be filled,

and before the research began required no significant involvement
by the nominee's immediate superior (who to a considerable extent

represents and channels the organisation's requirements to the

nominee): a system intended to make an impact on the organisation

would presumably start from the manager-in-his-role and from the

problems and issues to be addressed with the help of training. Jones 
*and Anderson stated that training should be evaluated in the "currency" 

recognised by line management, and in this case the value recognised by 
many top managers may be principally the career opportunity and status 

recognition represented by attendance, with little or no expectation 

that the organisation should be the better for it, save in the presumed 
contentment of course attenders that they have been accorded that 
opportunity and recognition.

In the NHS generally over the past ten years, since management courses 
began to be offered on a substantial scale, attendance has been seen 
as part of a status system rather more than as a task system activity 

related to specific work requirements. There has been something 
approaching the assumption of attendance as an automatic right, 

particularly amongst nursing managers for everyone in a particular 

grade of management. This is analogois to the "ticket effect" recognised 

by Burgoyne as a valued end in its own right for many trainees and.

* Jones, J. A. G. and Anderson, W. T. "Progress in Evaluation and Cost 

Benefit Research" Industrial Training International, 1974.

^ Burgoyne, J. G. "The Evaluation of Managerial Development Programmes, 

with special reference to the Manchester Business School",

Unpublished PhD thesis, 1973.
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although in recent years it has been officially condemned ^ in 

favour of a more selective choice amongst various development 

methods, the habits and assumptions behind it persist.

This emphasis on the individual, whilst it does not preblùde the 

possibility of tangible benefits from the training extending to 

the department in which the manager works, and conceivably to the 

organisation as a whole - perhaps cumulatively from numerous 

attendances, as was the case in some of the Oxford AHA nursing 

management examples cited in discussion of the second issue above - 
does not actively facilitate such effects. If benefits at levels 

E4 and E5 are wanted it is to be expected, in the light of the 
history and assumptions outlined above, that a systematic and 
sustained effort would be needed, jointly by trainers and line 
managers, to relate the course learning opportunities to the needs 

and problems of the organisation providing nominees, that these 

needs and problems would be brought to bear on the course member 
in his preparation and follow-up within the organisation, and that 

top and senior management would be seen to be expecting results 

from such an effort. Unless and until such a shift of emphasis is 

attempted the course seems bound to be viewed and valued largely in 

in terms, of an experience for the individual attending it; and Foley's 

classical model of management development shown on.page 13 seems 

little more than a pious hope.

^ DHSS circular HSC(IS)189 "Management Education sind Training: 

Updating of Guidelines" 1975.
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An Alternative Approach

Since the middle management course system, as currently used in 

the Oxford region, is seen as a vehicle for individual more readily 

than for organisational development, the question must inevitably 
arise whether other vehicles would be more apt for seeking greater 

departmental or organisational effectiveness through management 

training.

This fundamental question was the starting-point for a separate 

research project, funded by the DHSS at the Health Services Management 

Centre, aimed at identifying and testing alternative methods of 
management development for the NHS. This has been active since the 
reorganisation of the NHS in 1974 and the researcher has contributed 

to it largely through fieldwork in the Exeter Health District of the 

Devon AHA. The approach chosen, in the light of colleagues' earlier 
successes and failures in identifying management development issues 

within an organisation, was to work with and through the District 
Management Teeim (DMT), each member of which was interviewed separately 

in addition to a range of second-tier officers suggested by the DMT. 

These were not extensive role analyses but centred on the question 

"what prevents this organisation being more effective?" From these 

interviews (nineteen in six working days) it was possible very quickly 

to draw out the main perceived issues in a diagnosis

presented by the researcher to the next DMT meeting, which accepted 

the statement as accurate and asked for recommendations on a number of 

management issues to which training might contribute.
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It is too soon to judge the effectiveness of the training itself, 

but features of this approach, which depends on enlisting top 

management's active involvement, are that

- the problems analysed do not generally suggest a 

straightforward training intervention: usually any 

training would be an accompaniment to some form of 

management action.

- the problems analysed involve a variety of management 

levels and professions so that the layered concept of, 

say, "middle management training" has little obvious 
relevance.

- some understanding of the local work situation by the 
researcher, and acceptance by the staff concerned, appear 
to be a necessary precondition for any training offered.

- a general management course of the Oxford region middle 
management training course type would not often suggest 
itself as a relevant contribution to the solution of 

particular organisational problems,, although it might 
have a less specific role to play in providing an enhanced 

level of general managerial competence in the organisation 

which could then be drawn upon.

However the early indications of prospective success in facilitating 

the development of management through this in-organisation, problem- 

centred approach should not bo taken too readily as an alternative to 

the present individual focus of the general management course. The 

timing and sense of priority are largely in the hands of the client, 
so that momentum is sometimes difficult to maintain; individuals may 

develop through association with the problem-centred training, but
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there is no assurance that a specified range of training needs

can be met for anyone if exclusive reliance is placed on this

approach; the general, longer-term educational development of

managers may be under-rated because it is not immediately

relevant to organisational issues; the time and expense of

consultancy could be considerable; and certain favourable
at ieaft

circumstances, includingya minimal level of DMT interest, are 

needed which suggest that many organisations would not seek or 

accept help of this kind.

Consequently it would appear, on present limited evidence, that 

top managers who want to secure more organisational benefit from 
management training than they are currently seeing accrue from 
off-the-job management courses should not lightly abandon their 
use in favour of a more consciously organisation-centred approach. 

It may be preferable to see these two distinctive strategies as 

potentially complementary resources for both organisational and 

individual development, (the synthesis of which is essential given 
that organisations are composed of individuals) and to put as much 

effort into seeking organisational benefit from management course 

attendances (through line management involvement in the preparation 

and briefing, support and follow-up of nominees) as into problem- 

centred training endeavours.

In the Oxford region study summarised in the report it was apparent 

that the range of management development methods known to top 

managers was very limited, and in some cases did not extend much 
beyond off-the-job management courses. As a result of this and
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analogous evidence from other regions, a working party on manage

ment development of which the researcher is a member has drafted 

a manual of options for management development in the NHS, aimed 

at line managers (Appendix 3). Now that, since re-organisation 

of the NHS in 1974, it is possible and necessary to define a 

management development policy for an organisation providing all 

forms of health care for a given population through a staff of 

say 8000 and a budget of perhaps £20 millions p.a., (see for 
example Appendix 4), it would seem prudent for its top manage

ment to be familiar with a wide range of training choices, on 

and off the job, if it is to take full advantage of training 

expertise in developing management and managers to meet the 

challenge of providing health services on such a scale.
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The University of Birmingham

HEALTH SERVICES MANAGEMENT CENTRE 
Park House, 40 Edgbaston Park Road,
Birmingham,
815 2RT
Telephone 021-455 7511

Dear

RESEARCH INTO MIDDLE MANAGEMENT TRAINING
I have been invited by the RHA's Training Division to extend to the 
Oxford region an evaluation project on which I have been working part- 
time for the past two years. The purpose of this letter is to seek 
your personal co-operation in this study, which is registered for a 
PhD of the University of Bath so as to ensure that it is conducted on 
a sound scientific basis. I understand that you have been selected for 
a middle management Course in the Oxford region and I am writing in 
similar terms to as your immediate superior.

The aim of the research is to find ways of tracing the effects of training 
from the classroom to the place of work, by helping to analyse training 
needs, the extent to which they are met by the course and whether course 
members manage more effectively afterwards. Firm evidence on these 
questions should help to raise the quality of middle management training 
in the NHS so that - if you are willing to devote some time and effort 
to this research - you will be helping in a project of considerable 
importance, which may also add to the interest of the training for both 
yourself and your "boss".
What I am asking at this stage is that you would kindly complete the 
attached pink form (with the help of the explanatory notes entitled 
"How Is the Middle Manager Managing") and either return it direct to 
me in the stamped addressed envelope or see that I get it at the start 
of the course (which I hope to attend). You will find plenty of space 
at the end of the form for your criticisms and suggestions for improvement, 
which I would particularly welcome. Some months after the course I shall 
ask for further help from you and your immediate superior (whom I am asking 
to follow a similar procedure, in co-operation with you if possible) either 
by questionnaire or by interview.

All information and opinions are regarded as strictly confidential and 
nothing identifiable with any individual is divulged to employing 
authorities. Nevertheless participation is of course voluntary and if 
you would personally prefer not to take part please do not hesitate to 
say so. If you have any queries or concerns please contact your personnel 
officer, or Richard Skipp the RHA’s management development officer, or 
myself.

I do hope you are willing to help along these lines and look forward to 
receiving the completed questionnaire.

With thanks in anticipation.
Yours sincerely.

D. K. WHITE 
Senior Lecturer



Evaluation Research Project

HOW IS THE MIDDLE MANAGER MANAGING?

Notes for assessments before and after training
1. If a major purpose of management training in the NHS is to assist people 
to manage more effectively, then evidence is needed from the place of work - 
where the managing is actually done - if we are to assess the value of 
("evaluate") any particular form of that training.

2. So, in trying to devise a method of evaluating training courses provided 
for middle managers in the health service, one very important "tool" must be 
some kind of document on which an assessment can be made of how well the 
course member is performing the managerial parts of his work, before the course 
begins (to establish a base-line or yardstick) and then again some time after 
the course is over. Assessments are needed from both the course member and
his immediate superior in order to get an adequate picture of the middle manager 
managing and to judge what difference, if any, the training makes.

3. If you look at the attached form you will see that it covers a wide range 
of skills and knowledge which are thought to be relevant to effective middle 
management. This list is based on the policy document "Management Education 
and Training in the Reorganised NHS" - circulated with HSC(IS)47 - but there
is provision for you to add others if you wish, whilst there may be a number of 
items in the list which do not apply in the situation you are considering. For 
each item, or "characteristic" of effective middle management, you are asked to 
give your considered opinion on 3 factors:

3.1 The IMPORTANCE of competence in this characteristic in the present 
Job of the course member concerned*. You can rate this as of No 
importance, Low importance. Moderate importance or High importance, e.g.

N I CD M

In making this assessment consider such factors as how vital or not it is 
in this particular job, what degree of attention it ought to have, how far 
it may be of increasing importance over the next year or two, or when 
acting up, but have in mind the present job of the course member rather 
than speculating on some future Job to which there might be promotion.
3.2 The LEVEL of competence in this characteristic presently possessed by 
the course member, Here the scale is longer and the rating you give should 
be strict since, (taking 1 as extremely poor and 8 as outstanding) it would 
be possible but rare to use the very ends of the scale. Nevertheless the 
standards you use are yours, because you know what standards of performance 
that particular job really requires. It should help to think of the points 
on the scale in pairs and to then choose the higher or lower alternative in 
each pair e.g.

8
Poor Fair Good Excellent

* This will be yourself If you are the course member, using the pink_coloured 
form, or your subordinate if you are the course member's immediate superior 
using the blue coloured form.
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3.3 The extent of the TRAINING NEED there may^in this characteristic 
for the course member. You have the choice of rating this as No 
training need, a minor training need or a Major training need. In the 
ratings illustrated above (only just fair performance in a characteris
tic of low importance), there could hardly be a major training need 
and the only judgement to make would be on whether there is a minor 
training need here or non at all e.g.

( n ) m I MJ  !  I
But, by contrast, marginal or poor performance in a characteristic of 
high importance to the particular job would almost certainly represent 
a major training need and this would need to be shown clearly because 
it is an important message from you to the teachers as to where learning 
is most needed, and to the researcher to help judge whether training 
needs have been met to any degree through the course.

4. There is space after each item for any remarks you may care to add about 
that particular characteristic (e.g. if you consider that competence in indus
trial relations has now become very much more important of late than it was a 
couple of years ago, then please say so: these personal comments are very
helpful). There is also a section at the end for general comments (e.g. 
concerning how far the ratings are affected by the course member being very 
new to the job, or off sick) and a few questions about your reactions to this 
document: these reactions are also an important aspect of the research.
5. It may be found best for the course member and his or her immediate 
superior to each complete their form separately, perhaps in pencil, and then 
use those ratings as a basis for a discussion in which they may agree on 
necessary amendments. Then one form may represent their common view of the 
course member's current managerial performance: but if there is no such 
complete agreement, separate forms will be just as acceptable.
6. The effect of all this is that you are providing the main evidence for this 
part of the evaluation and I am very much obliged to you for your co-operation.
I shall ask for similar help, using the same type of form, some time after the 
completion of the course, and I shall ensure that you get proper "feedback" of 
the results - that too is part of the researchl

7. Please be as frank and objective as you can, and, before making your assessment 
take a little time to think of concrete examples which, in your experience, are 
typical of the way this particular course member normally manages. Do not hesitate 
to use low ratings in any of the characteristics if they represent your considered 
Opinion: after all, if the course member is already performing satisfactorily in 
all respects there is no need for this kind of training at all, and there are many 
perfectly good reasons for poor performance (e.g. lack of experience, lack of 
training, lack of opportunity etc.) which imply no criticism of the course member. 
No-one is on trial and the purpose of the research is simply to try to find an 
acceptable method of evaluating middle management training that can be used widely 
in the NHS. In this way we can perhaps discover where improvements are needed and 
help to make sure that the considerable investment in training contributes to the 
highest standards in the management of health care services.

Thank you very much for reading this.

Don White



Regarding the course member:

HOW IMPORTANT IN YOUR 
PRESENT JOB IS 

COMPETENCE IN:

A.
81

S3

84

85

UHAT IS YOUR 
PRESENT LEVEL OF 
. COMPETENCE IN:

IHOW FAR BO YOU 
, HAVE A TRAINING 
jNEED FOR GREATER 
I COMPETENCE IN:
I

The Skills of Managing People I
I

Leading your team of staff by securing their respect, acting 
decisively, delegating appropriately and co-ordinating . your 
department/servicers activities effectively. j

N M H N m M

+ Remarks : ,
I ^32 The ability to analyse the jobs which you and your staff do,

describe their purpose and key tasks systematically, and specify the 
characteristics which the job holder should possess.
N M H 8 N m M
Remarks; j ' '

I I
Interviewing candidates for appointment or promotion with care, and 
showing sound judgement in selection (or recommending selection if more 
appropriate). <
N M H 2 ' 3 4 8 N m M
Remarks: j j

I 1
Appraising the performance and potential of staff, agreeing key tasks and 
targets with them, counselling them with good judgement and tact, and 
bringing out the best in them. t
N M H 8 N m M
Remarks;

Actively developing the abilities and experience of all your staff 
(including students where appropriate), organising on-the-job instruction, 
coaching and wider job experience, and providing adequate preparation and 
follow-up of nominees for courses.

M H 8 N m M
Remarks :

;Please go over the page if you need more space,

- 1-



IMPORTANCE LEVEL OF COMPETENCE ‘ TRAINING NEED
I i
i I

So Handling staff/industrial relations with confidence, showing fairness and
firmness in disciplinary, consultation, grievance and negotiation procedures, 
and anticipating situations which could lead to conflict.

I
N L M H I ' 1 2 3 4 5 6 7 8  ‘ N m M

] *Remarks : ,

B, The Skills of Communication " ’ •
I

57 Explaining policy, briefing and giving guidance in ways that ensure under- 
I standing by all your staff; securing an easy flow of information, requests 
I and suggestions ^from them. j
I N L M H  ̂ 1 2 3 4 5 6 7 8  ' N m M
I ' 'I Remarks: t I
I ! 'I 58 Writing accurate and well-organised reports which present all the relevant 
I information concisely and clearly so that good decisions and effective action
, can be based on them with confidence.
I' N L M H t 1 2 3 4 5 6 7 8  N m M
1 ' 'Remarks: 1 ' >
; ! '' 59 Speaking in public or at formal meetings in an assured and well-organised
I manner: handling relations with the public (including the press where
; appropriate) with care and confidence.
: ! i
; N L M H . 1 2 3 4 5 6 7 3 | N m M
■ I  I
I Remarks : '
I. . I I'SIO Taking an effective part in discussions, working groups and committees;
I when appropriate leading/chairing such a meeting so that all members consider
I they have made their best contribution and feel committed to the conclusions
' reached. I
I I1 N L M H I 1 2 3 4 5 6 7 8 | N m
I I I
I Remarks: '
I I  '

Ibll Participating constructively, with people from your own department/service 
I or others, in decision-making and problem-solving activities using a step-by- 

step method of working. i
I I '
I R.. h M H j 1 2 3 4 5 6 7 8  I N m M
1 Remarks: I 1
1512
Ii

I I
Initiating (or recommending if more appropriate) necessary changes in the way 
his your department/service functions;'handling changes affecting ' your 
staff with adequate preparation and intelligent anticipation of likely 
consequences.  ̂ i

L M H I 1 2 3 4 5 6 7 8  I N m M
Remarks: '



IMPORTANCE I LEVEL OF COMPETENCE ' TRAINING NEED
1 'S13 Liaising effectively with the staff of other departments,I functions and 

organisations so as to promote an efficient and integrated service and
remove sources of friction. ^

I N L M H ] 1 2 3 4 5 6 7 8  j N m M

j Remarks: • ,

I i
C, The Skills of Organising TIork
I i
jS14 Forecasting trends in the needs, and fluctuations in the workload of
I your department/service, planning to meet future requirements and developments,
I and converting policy decisions into specific work activities.

N L M H  1 2 3 4 5 6 7 8 ,  N m M  i   I -------
Remarks: I »

I !
515 Defining specific objectives and targets for the work of ' your 

department/service and setting the standards of performance to be expected 
from your staff and the department/service as a whole.
N L M K ’ 1 2 3 4 5 6 7 8 | N m M

I Remarks:  ̂ i
I I

516 Monitoring the performance of your staff, and the department/service 
as a whole, so as to æsess whether required standards are^being achieved; 
taking corrective action where necessary.
N L M H  I________ 1___2 3 4 5 6 7  8 ' N m M
Remarks: I . '

1 ' '|S17 The ability to apply simple techniques of analysis to study working methods
I of your department/service and to examine them critically in search of
; greater efficiency.

iI H L M H I 1 2 3 4 5 6 7 8  | N m M  ,
I Remarks;  ̂ *
1 I ,
|S13 The ability to apply simple survey methods and to use quantitative data to
I communicate ideas and facts, to set standards, and to provide a perspective;
I and to recognise when specialist help is needed.
I I ‘ ■j N L M H J 1 2 3 4 5 6 7 8 I N m M
I Remarks: Î ^
I I !Managing your ovm office and its work (or ■ . . your own time if . you 
I have no office) efficiently, making adequate arrangements for messages and
I appointments, dealing promptly with correspondence, passing on/distributing
i information and being able to find past papers when needed.
, . j s

i N L _ M H , 1 2 3 4 5 6 7 0 ’ N m M
! I

Remarks; | I

I - 3 -  '



1
j  IMPORTANCE ; LEVEL OF COMPETENCE ! TRAINING NEED

1 I ‘' The Skills of Managing Resources î
I 1
! S2C Using available accommodation, equipment and staff to the best advantage 

in meeting the fluctuating demands placed on your department/service, 
allocating these resources in accordance with clear priorities.
N L M H '  1 2 3 4 5 6 7 3 *  N m M

'  .  I

Remarks; | I

1 ,S21 Estimating and controlling the costs of running your .department/
service by a systematic methoc, instilling an awareness of costs amongst 
all your staff and searching with them for possible savings.

I I
N L M H  1 1 2 3 4 5 6 7 8   ̂ N m M

I
Remarks; | I

I I  I[S22 The ability to make a simple analysis of both the benefits and the costs 
( of the various activities of your department/service, and to assess 
- the benefits and costs of alternative activities or new developments.
I » ;

N L M H ,  1 2 3 4 5 6 7 3 1  N m M
, I I -------------------------------------

! Remarks: * " *
: « I
'323 Selecting (or recommending the selection of) nev; equipment and supplies 

with a sound judgement of all relevant factors, making full use of all 
existing equipment and preventing the wasteful or inappropriate use of
supplies.

! N L M H  . 1 2 3 4 5 6 7 8 , N m M

. I
Remarks :

-4-



IMPORTANCE ' LEVEL OF UNDERSTANDING I TRAINING NEED

The skills listed above clearly depend on some underlying knowledge; for example 
; S4 requires a basic understanding of human motivation whilst S21 calls for some 
! familiarity with methods of budgetary control* There remain some other areas of 
I knowledge which cannot be related closely to any specific managerial skills, yet 
you may consider they are needed by many middle managers* So . . .

I
HOU IMPORTAl̂ T IN j MIAT IS , YOUR i H0V7 FAR DO YOU

YOUR PRESENT PRESENT LEVEL OF . HAVE A TRAINING NEED
JOB IS UNDERSTANDING ' UNDERSTANDING OF;  ̂ FOR GREATER UNDERSTAND-
OF: ING OF;

’ I
K1 The legal responsibilities and safety considerations involved in managing

* your department/service* i
i IM L  M R .  1 2 3 4 5 6 7 8 ' N m M------------1   I -----

Remarks : • ,
I '

K2 The organisation of • your employing authority as a whole, including the
functions and problems of other departments/services within it and its place 
in the NHS* I

I IN L M H i  1 2 3 4 5 6 7  8 N m M
---------------------------  ,--------------------------------------  :--------------- I -------------------
Remarks;  ̂ j

I

K3 your own role in that organisation and what you are accountable
for : I I

1 ' 1 N L M H I 1 2 3 4 5 6 7 8  j N m M
j Remarks;  ̂ |
- ( I
(It is also important to try and assess your attitudes and general approaches to 
I managing and whether these are affected by the training, but this type of form is 
(probably not very suitable for that purpose, so other methods will be used during 
I the research.
I
iPlease add below any further managerial skills or areas of knowledge which you consider 
(relevant to your job if you feel that it has not already been covered, and make 
I your assessments in the same way.

‘ I
M ■■ h M H J 1 2 3 4 5 6 7 8  N m M

I '
I Remarks; I I
I I I
j E h ^ ■ H J 1 2 3 4 5 6 7 8 , N m M
I Remarks: 1 ‘I '
[is there anything else you want to add by way of explanation of this assessment?

i -5-



Did the use of this form lead to a discussion of 
your immediate superior?

your training needs with

If so, how much time was devoted to that discussion?

Did the use of this form assist that discussion to any extent?

Finally would you comment on the form itself:
How long did it take you to complete it?
Do you regard that as time well spent or not?
Was it difficult or easy to follow?
Do you have any suggestions for its improvement?
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T h e  U n i v e r s i t y  o f  B i r m i n g h a m

HEALTH SERVICES MANAGEMENT CENTRE
Park House, 40 Edgbaston Park Road,
Birmingham,
815 2RT
telephone 021 -455 7511

Dear

RESEARCH INTO MIDDLE MANAGEMENT TRAINING
I have been invited by the RHA’s Training Division to extend to the 
Oxford region an evaluation project on which I have been working 
part-time for the past two years. The purpose of this letter is to 
seek your personal co-operation in this study, which is registered 
for a PhD of the University of Bath so as to ensure that it is 
conducted on a sound scientific basis. I am writing in similar terms 
to who has, I understand, been selected for a
middle management course in the Oxford region.

The aim of the research is to find ways of tracing the effects of 
training from the classroom to the place of work, by helping to analyse 
training needs, the extent to which they are met by the course and whether 
course members manage more effectively afterwards. Firm evidence on 
these questions should help to raise the quality of middle management 
training in the NHS so that - if you are willing to devote some time and 
effort to this research - you will be helping in a project of considerable 
importance, which may also add to the interest and value of the training 
for both the course member and yourself.
What I am asking at this stage is that you would kindly complete the 
attached blue form (with the help of the explanatory notes entitled 
"How Is the Middle Manager Managing?") and return it to me in the 
stamped addressed envelope, by the time the course begins. You will 
find plenty of space at the end of the form for your criticisms and 
suggestions for improvement, which I would particularly welcome. Some 
months after the course I shall ask for further help from you and the 
course member (whom I am asking to follow a similar procedure, in 
co-operation with you if possible) either by questionnaire or by 
interview.

All information and opinions are regarded as strictly confidential and 
nothing identifiable with any individual is divulged to employing 
authorities. Nevertheless participation is of course voluntary and if 
you would personally prefer not to take part please do not hesitate to 
say so. If you do have any queries or concerns please contact your 
personnel officer, or Richard Skipp the RHA’s management development 
officer, or myself.
I do hope you are willing to help along these lines and look forward to 
receiving the completed questionnaire.
With thanks in anticipation.

Yours sincerely.

D. K. WHITE 
Senior Lecturer



Evaluation Research Project

HOW IS THE MIDDLE MANAGER MANAGING?
Notes for assessments before and after training
1. If a major purpose of management training in the NHS is to assist people 
to manage more effectively, then evidence is needed from the place of work - 
where the managing is actually done - if we are to assess the value of 
("evaluate") any particular form of that training.

2. So, in trying to devise a method of evaluating training courses provided 
for middle managers in the health service, one very important "tool" must be 
some kind of document on which an assessment can be made of how well the 
course member is performing the managerial parts of his work, before the course 
begins (to establish a base-line or yardstick) and then again some time after 
the course is over. Assessments are needed from both the course member and
his immediate superior in order to get an adequate picture of the middle manager 
managing and to judge what difference, if any, the training makes.

3. If you look at the attached form you will see that it covers a wide range 
of skills and knowledge which are thought to be relevant to effective middle 
management. This list is based on the policy document "Management Education 
and Training in the Reorganised NHS" - circulated with HSC(IS)47 - but there
is provision for you to add others if you wish, whilst there may be a number of 
items in the list which do not apply in the situation you are considering. For 
each item, or "characteristic" of effective middle management, you are asked to 
give your considered opinion on 3 factors:

3.1 The IMPORTANCE of competence in this characteristic in the present 
job of the course member concerned*. You can rate this as of No 
importance. Low importance. Moderate importance or High importance, e.g.

N I C D  I M

In making this assessment consider such factors as how vital or not it is 
in this particular job, what degree of attention it ought to have, how far 
it may be of increasing importance over the next year or two, or when 
acting up, but have in mind the present job of the course member rather 
than speculating on some future job to which there might be promotion.

3.2 The LEVEL of competence in this characteristic presently possessed by 
the course member, Here the scale is longer and the rating you give should 
be strict since, (taking 1 as extremely poor and 8 as outstanding) it would 
be possible but rare to use the very ends of the scale. Nevertheless the 
standards you use are yours, because you know what standards of performance 
that particular job really requires. It should help to think of the points 
on the scale in pairs and to then choose the higher or lower alternative in 
each pair e.g.

Q I 8
Poor Fair Good Excellent

* This will be yourself if you are the course member, using the pink_coloured 
form, or your subordinate if you are the course member's immediate superior 
using the blue coloured form.
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3.3 The extent of the TRAINING NEED there may/in this characteristic 
for the course member. You have the choice of rating this as No 
training need, a minor training need or a Major training need. In the 
ratings illustrated above (only just fair performance in a characteris
tic of low importance), there could hardly be a major training need 
and the only judgement to make would be on whether there is a minor 
training need here or non at all e.g.

(n) m J M

But, by contrast, marginal or poor performance in a characteristic of 
high importance to the particular job would almost certainly represent 
a major training need and this would need to be shown clearly because 
it is an important message from you to the teachers as to where learning 
is most needed, and to the researcher to help judge whether training 
needs have been met to any degree through the course.

4. There is space after each item for any remarks you may care to add about 
that particular characteristic (e.g. if you consider that competence in indus
trial relations has now become very much more important of late than it was a 
couple of years ago, then please say so: these personal comments are very
helpful). There is also a section at the end for general comments (e.g. 
concerning how far the ratings are affected by the course member being very 
new to the job, or off sick) and a few questions about your reactions to this 
document: these reactions are also an important aspect of the research.
5. It may be found best for the course member and his or her immediate 
superior to each complete their form separately, perhaps in pencil, and then 
use those ratings as a basis for a discussion in which they may agree on 
necessary amendments. Then one form may represent their common view of the 
course member's current managerial performance: but if there is no such 
complete agreement, separate forms will be just as acceptable.
6. The effect of all this is that you are providing the main evidence for this 
part of the evaluation and I am very much obliged to you for your co-operation.
I shall ask for similar help, using the same type of form, some time after the 
completion of the course, and I shall ensure that you get proper "feedback" of 
the results - that too is part of the researchl

7. Please be as frank and objective as you can, and, before making your assessment 
take a little time to think of concrete examples which, in your experience, are 
typical of the way this particular course member normally manages. Do not hesitate 
to use low ratings in any of the characteristics if they represent your considered 
Opinion: after all, if the course member is already performing satisfactorily in 
all respects there is no need for this kind of training at all, and there are many 
perfectly good reasons for poor performance (e.g. lack of experience, lack of 
training, lack of opportunity etc.) which imply no criticism of the course member. 
No-one is on trial and the purpose of the research is simply to try to find an 
acceptable method of evaluating middle management training that can be used widely 
in the NHS. In this way we can perhaps discover where improvements are needed and 
help to make sure that the considerable investment in training contributes to the 
highest standards in the management of health care services.

Thank you very much for reading this.

Don White



Regarding the course member:

HOW IMPORTANT IN 
* HIS PRESENT JOB IS 

COMPETENCE Wi

WHAT IS HIS
PRESENT LEVEL OF
COMPETENCE IN: ^

HOW FAR DOES 
HE HAVE A TRAINING 
NEED FOR GREATER 
COMPETENCE IN:

1A* The Skills of Managing People

Si Leading his team of staff by securing their respect, acting 
decisively, delegating appropriately and co-ordinatii^g his 
department/servicers activities effectively.
N L M H 1 2 3 4 5 6 7 8 ' N m M

+ Remarks: 1
1

S2 The ability to analyse the jobs which he and his staff do,
describe their purpose and key tasks systematically, and specify 
the characteristics which the job holder should possess.
N .L M H 1 2 3 4 5 6 7 8 N m "M

+ Remarks: 1
S3 Interviewing candidates for appointment or promotion with care, and

showing sound judgement in selection'(or recommending selection if more 
appropriate). . ,
N L M H 1 2 3 4 5 6 7 8 N m M

Remarks:
1
1 1

S4 Appraising the performance and potential of staff, agreeing key tasks 
and targets with them, counselling them with good judgement and tact, 
and bringing out the best in them.
N L M H 1 1 2 3 4 5 6 7 8 N m M

Remarks: 1 1
55 Actively developing the abilities and experience of all his staff

(including students where appropriate), organising on-the-job instruction, 
coaching and wider job experience, and providing adequate preparation and 
follow-up of nominees for courses.
N L M H i 1 2 3  4 5 6 7 8 N m M
Remarks: • 1

1
* Throughout, "he" stands for "he or she" and "his" stands for "his or her".
+ Please go over the page if you need more space.

-1-



IMPORTANCE . LEVEL OF COMPETENCE | TRAINING NEED
I

S6 Handling staff/industrial relations with confidence, showing fairness 
and firmness in disciplinary, consultation, grievance and negotiation 
procedures, and anticipating situations which could lead to conflict,
N L M H  I l 2 3 4 5 6 7 8 |  N m M

Remarks; j 1
B* The Skills of Communication I
87 Explaining policy, briefing and giving guidance in ways that ensure

understanding by all his staff; securing an easy flow of information, 
requests and suggestions from them.
N L M H  I 1 2 3 4 5 6 7 8 1  N m M

Remarks: I j
SB Writing accurate and woll-organised reports which present all the 

relevant information consisely and clearly so that good decisions 
and effective action can be based on them with confidence.
N L M H  I 1 2 3  4 5 6 7  8 1  N m M
Remarks: i I

S9 Speaking in public or at formal meetings in an assured and well-organised 
manner: handling relations with the public (including the press where 
appropriate) with care and confidence. I

I IN L M H  I 1 2 3 4 5 6 7 8  j N m M
Remarks: | |

510 Taking an effective part in discussions, working groups and committees; 
when appropriate leading/chairing such a meeting so that all members 
consider they have made their best contribution and feel committed to 
the conclusions reached. |
N L M H  I 1 2 3 4 5 6 7 8  | N m M
Remarks:  ̂ j

I

511 Participating constructively, with people from his own department/service 
or others, in decision-making and problem-solving activities using a step- 
by-step method of working. .

I - 'N L M H  , 1 2 3 4 5 6 7 8 ,  N m M
Remarks: j |

S12 Initiating (or recommending if more appropriate) necessary changes in the 
way his department/service functions; handling changes affecting his staff 
with adequate preparation and intelligent anticipation of likely consequences.
N L M H  * 1 2 3 4 5 6 7 8  I w r n M
Remarks: j
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IMPORTx\NCE LEVEL OF COMPETENCE TRAINING

S13 Liaising effectively with the staff of other departments, functions
and organisations so as to promote an efficient and integrated service 
and remove sources of friction, i

IN L M H   ̂ 1 2 3 4 5 6 7 8  j N m M

Remarks: 1 |
C. The Skills of Organising Work

814 Forecasting trends in the needs, and fluctuations in the workload of
his department/service, planning to meet future requirements and 
developments, and converting policy decisions into specific work 
activities, | |
N L M H  I 1 2 3 4 5 6 7 8  j N m M
Remarks: I |

815 Defining specific objectives and targets for tie work of his department/ 
service and setting the standards of performance to be expected from his 
staff and the department/service as a whole, j
N L M H  * 1 2 3 4 5 6 7 8  | N m M
Remarks: | |

816 Monitoring the performance of his staff, and the department/service
as a whcle, so as to assess whether required standards are being achieved; 
taking corrective action where necessary, 1

N L M H  i 1 2 3 4 5 6 7 8 1 N m M
I - - - - - - - - :- - - - - - - - - - - - - - - - -  ' - - - - - - - -

Remarks: | |
317 The ability to apply simple techniques of analysis to study working methods

of his department/service and to examine them critically in search of 
greater efficiency, |

N L M H   ̂ 1 2 3 4 5 6 7 8  | N m M
Remarks:  ̂ j

818 The ability to apply simple survey methods and to use quantitative data to
communicate ideas and facts, to set standards, and to provide a perspective; 
and to recognise when specialist help is needed. |
N L M H  I 1 2 3 4 5 6 7 8  i N m M
Remark s ; , I

819 Managing his own office and its work (or his own time if he has no office) 
efficiently, making adequate arrangements for messages and appointments, 
dealing promptly with correspondence, passing on/distributing information 
and being able to find past papers when needed, , ,

I ‘N L M H  1 2 3 4 5 6 7 8  1 N m M
Remarks ; ^

-3. __________________



IMPORTANCE I LEVEL OF COMPETENCE ‘TRAINING NEED

Do The Skills of Managing Resources ’
S20 Using available accommodation, equipment and staff to the best

advantage in meeting the fluctuating demands placed on his department/ 
service, allocating these resources in accordance with clear priorities.
N L M H  I 1 2 3 4 5 6 7 8  I N m M

Remarks: '
I I

521 Estimating and controlling the costs of running his department/service 
by a systematic method, instilling an awareness of costs amongst all 
his staff and searching with them for possible savings.
N L M H  ! 1 2 3 4 5 6 7 8  ^ N m MI I
Remarks: j j

522 The ability to make a simple analysis of both the benefits and the costs 
of the various activities of his department/service, and to assess the 
benefits and costs of alternative activities or new developments.
N L M H  I 1 2 3 4 . 5 6 7 8  I N m M

I l 'Remarks: ,I 1
523 Selecting (or recommending the selection of) new equipment and supplies 

with a sound judgement of all relevant factors, making full use of all 
existing equipment and preventing the wasteful or inappropriate use of 
supplies.

' IN L M H I 1 2 3 4 5 6 7 8  | N m M

Remarks; 1
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!IMPORTANCE , LEVEL OF UNDERSTANDING , TRAINING NEED

The skills listed above clearly depend on some underlying knowledge: 
for example 84 requires a basic understanding of human motivation whilst 
S21 calls for sarie familiarity with methods of budgetary control. There 
remain some other areas of knowledge which cannot be related closely to 
any specific managerial skills, yet you may consider they are need by 
many middle managers. So
HOW IMPORTANT IN * WdAT IS HIS PRESENT • HOW FAR DOES HE
HIS PRESENT JOB IS 1 LEVEL OF UNDERSTANDING | HAVE A TRAINING
UNDERSTANDING OF: , OF: NEED FOR GREATER

i I UNDERSTANDING OF:
i

K1 The legal responsibilities and safety considerations involved in 
managing his deparmment/service.

I IN L M H  ' 1 2 3 4 5 6 7 8 |  N m M
Remarks:- j 1

K2 The organisation of his employing authority as a whole, including
the functions and problems of other departments/services within it 
and its place in the NHS. |
N L M H  I 1 2 3 4 5 6 7 8  j N m M
Remarks:  ̂ I

i '
K3 His own role in that organisation and what he is accountable for;

N L M H  | l 2 3 4 5 6 7 8 l  N m M
Remarks;

It is also important to try and assess his attitudes and general approaches 
to managing and whether these are affected by the training, but this 
type of form is probably not very suitable for that purpose, so other methods 
will be used during the research.
Please add below any further managerial skills or areas of knowledge which 
you consider relevant to his job if you feel that it has not already been 
covered, and make your assessments in the same way,

N L M H  ^ 1 2 3 4 5 6 7 8  N m M
Remarks: ^
N L M H  J 1 2 3 4 5 6 7 8  | N m M
Remarks: | 1

Is there anything else you want to add by way of explanation of this 
assessment?
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Did the use of this form lead to a discussion of his training needs 
with the course member?

If so, how much time was devoted to that discussion?

Did the use of this form assist that discussion to any extent?

Finally would you comment on the form itself:

How long did it take you to complete it?
Do you regard that as time well spent or not?

Was it difficult or easy to follow?
Do you have any suggestions for its improvement?

-6.



APPENDIX 23

WHAT IS THE MIDDLE MANAGER LEARNING?

Report on Experience with the Measurement of Learning 

at Portsmouth Management Centre

During the summer and autumn of 1974 the researcher sat in on all 

three blocks of the 4-week NHS middle management course mounted at 
Portsmouth Management Centre for the Wessex Regional Health Authority. 

The researcher's primary aims were to familiarise himself with the 

teaching; and to gauge the prospects for assessing course members' 

reactions, and their learning, in order to test the strength of their 

association with other variables including subsequent work performance. 
Simultaneously workplace visits to former and future course members, 

and their immediate superiors, were helping to clarify the areas in 

which learning might be needed and achieved for use in relation to 

individual and organisational performance requirements.

The broad sequence of developments at and after that period was as 

follows;

Assessing Reactions After discussion with course members and teachers 

it was agreed to introduce a questionnaire capable of securing the imme

diate reactions of course members to the teaching after each session, 

or block of related sessions, or day's work. There was a general pre
ference for this information to be provided quickly enough to be used 

whilst the course was in progress.

The basic layout used is at Annexe 1 and an alternative version for 

reactions to group work is at Annexe 2. It was relatively easy to 
summarise the ratings quickly and feed them back to course members 
and staff in the form of histograms on
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viewfoils: initial interest was high and. several teachers made changes

in the level, sequence, pace, or illustration of their material in 

response to these reactions. But this process of adjustment was sub

ject to diminishing returns, the predominant reaction to all the 

teaching being favourable, and it became clear that the considerable 

amount of paper-work involved was ceasing to have any effect since 

none was indicated. Staff were for the most part learning little 

they could not discern from the normal interactions of the classroom 

and suggested that no further purpose would be served by continuing, 

so the assessment of reactions ceased after the method had been used 
throughout one course.

This left course members' reactions without a measure where one was 

indicated for the research because of the possible link between reac
tions and learning. Hamblin (1974, op.cit.) argues "people who react 

inappropriately will fail to learn appropriately". Since no gather
ing of general end-of-course reactions was provided for in the course 
design, reliance was ultimately placed on a retrospective identification 

by the course managers of those members who were notable for their 

unfavourable reactions to the course as a whole, and those who were 

particularly enthusiastic in their reactions, the remainder being 

regarded as having reacted typically, i.e. positively but not extre

mely so. The same was arranged for the Oxford courses and this is 

the measure used in the testing of hypotheses relating course members' 

reactions to their learning and to work performance improvements.

(See hypotheses HA2 and HB3.)
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Assessing Learning There was considerable and sustained interest 

at the Centre from the middle of 1974 in the possibility of securing 

firm evidence of the level of learning at which different course 

members began their training, and of learning gains made during the 

course. Although there was general appreciation that other kinds of 

learning may also be taking place (e.g. in the middle manager's 

general attitudes and approaches to work) interest was centred on 

the task of assessing achievement of the published learning objectives 

of the course (see Appendix 7) for each section of which a teacher was 

responsible. The work was undertaken in two broad phases, focussed 

in turn on Knowledge learning and Skill learning.

In the case of managerial knowledge learning a start was made by the 

researcher making notes on what appeared to be the key teaching points 
of each subject area whilst sitting in on all the sessions, then turn

ing them into a draft test for use by course members before or at the 
start of the teaching (for diagnostic and cueing purposes) and at or 

after its completion (for the assessment and reinforcement of learning 

gains). Each test comprised a number of questions of varying difficulty 

including multiple choice, sentence completion, definitions and open- 

ended questions capable of being answered in not more than 40 words.

In addition there was a question on the attitudes of respondents to 

the importance, difficulty, interest etc. of the topic so that any 

pre to post-teaching changes could be recorded, and questions on the 

test itself for completion at the post-teaching stage only.

The manuscript draft tests were passed to each of the teachers for

any necessary modifications, the aim being to develop an instrument

on which a high score could be taken as evidence of a sound understanding
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of the major teaching points of the session(s) devoted to that topic, 

without being complex and time-consuming to mark and feed back, with 

any further clarification or advice, to course members who desired 

this information.

Examples of the tests initially launched as a result of this collabora

tion between the researcher and the teachers are at Annexe 3 and 4.
At Annexe 5 is the matrix developed for recording results in a way 

that would show which course members were having particular difficulty 

and which questions were generally answered unsatisfactorily, as well 

as major shifts of attitude to the subject. This information in 

respect of each course member was made available to him, if he wished, 

at a later stage of the course and general comments to the whole course 
were often made where clarification was needed. The results from tests 

in the final block, however, could not be provided before its close, 
so a simple form was devised for written comments to be sent by post 
(Annexe 6).

Participation in the learning test programme by course members was 

voluntary but the great majority took part. Reactions varied from 

course to course (compare courses 35 and 37 in Appendix 30 for the 

reactions secured anonymously by Centre staff and passed to the 

researcher) but a general view became apparent that the length and 

frequency of testing was reaching an unacceptable and dysfunctional 

level. Influenced by this the Centre teachers, who had taken respon

sibility for monitoring the test programme and providing data for the 

research, moved towards a smaller number of questions capable of being 

answered in 20 minutes or less, and developed composite tests covering 

more than one subject. This is illustrated at Annexe 7, whilst Annexe 8
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summarises staff views in June 1975. The steps taken at that stage 

secured course members' co-operation at a generally high level.

The mean knowledge gains recorded by methods cumulatively for the

three courses (36, 37 and 38) for which data were obtained on a

reasonably comprehensive basis were as follows :

Teaching
Topic n

Pre-Teaching 
Test Mean% 
(and range)

Post-Teaching 
Test Mean% 
(and range)

Knowledge 
Gain Mean%

Performance
Appraisal 52 63.7

(31-92)
85.8

(65-100)
22.1

Management
Techniques

52 53.5
(28-88)

80.3
(52-100)

26.8

Recruitment/
Selection

52 51.4
(15-80)

70.9
(50-100)

19.5

Training/
Development

53 56.0
(20-95)

88.4
(25-100)

32.4

Communica tions 35 54.6
(32-76)

81.1
(56-100)

26.5

Management of 
People

36 33.6
(17-45)

63.0
(24-86)

29.4

Management
Functions

54 45.0
(15-75)

75.7
(35-100)

30.7

Problem
Tackling

36 69.1
(48-97)

87.7
(70-100)

18.6

The pre-teaching scores for individual course members were used, with 

other measures, to test for the strength of relationship with factors 

that might influence their pre-course learning level (see Hypothesis 

HAl), and the gain scores to test for relationship with possible influ
ences on learning (Hypothesis HA2) and with subsequent changes in work 

performance (Hypothesis HB3). However, given the exploratory nature of 
the work, the Portsmouth Management Centre staff stressed that these
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early data could not be relied upon to give more than a very broad 

indication of knowledge gained (but not necessarily retained) during 

the courses. At that stage the search was for a useful and acceptable 

approach to the problem of objective measurement rather than 

for valid and reliable test results.

These data have therefore been used in a provisional sense in the hypo

thesis testing for the relatively small number of people involved, 
alongside a retrospective and subjective assessment of overall learning 

gained during the course, on a 0-3 scale completed by all respondents 

to the post-course questionnaire (question 5.8).

It should also be recorded that there were positive pre to post-teaching

shifts, with means approximately 1.0 on the 1-7 scales used (see e.g. 
p3 of annexe 4), in the attitude of course members to each of the teach

ing themes, in the direction of finding it easier to understand and of
feeling more adequate in coping with such work.

In the case of managerial skill learning ( latterly referred to as per

formance testing by Centre staff), progress was made in exploring the 

conceptual and logistical issues involved, but had not reached the 

stage of producing evidence of individual skill gains in usable quantity 

during the fieldwork period. It was regarded as having special impor

tance insofar as the course title ("The Skills of Management") and 

objectives emphasised the ability "to do" rather than simply "to know"; 

but also as facing special difficulties insofar as the assessment of 

the pre to post-teaching gains for each individual course member over 

a wide range of skills, many of them interactive in nature, posed 
severe problems of identification and measurement unlikely to be resolved 

within the existing length and format of the course.
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Annexe 9 records the initial approach decided upon at the transition 

stage between concentration on knowledge testing and skill testing. 

Analytical work at the Centre on the conceptual issues involved is 
represented by Annexe 10, written by Mrs. Sheila Evers, whilst Annexe 

11 is a typical assessment sheet for the observation of skill use and 

Annexe 12 is the format used to summarise results from the various 

elements of the course in which skill was assessed. Finally Annexe 

13 comprises a report by Miss Pamela Thornley, who had co-ordinating 

responsibility for this experimental work at the Centre: this reviews

the major issues involved in this phase of the research and ends with 

a list of the steps that would need to be undertaken if further pro

gress were to be attempted in the area of management skill assessment.

In this light, for the purpose of testing hypotheses involving learn

ing gains reliance was placed on the retrospective self-assessments 

already referred to (question 5.8 of the post-course questionnaire) 
with the prospect that that crude measure might in time be replaced 

by more objective evidence arising from further progress in this field.

Prospects for Using the Learning at Work

Closing the sequence of studies of classroom activities at Portsmouth 
Management Centre reported here, attention was directed towards the 

"transfer gap" between the learning accomplished during the course 
and its practical use on return to the workplace.

At the end of four Wessex courses (numbered 37, 38, 40 and 41) course 

members were asked to complete the questionnaire "Can The Middle Manager 

Use What He Learns?" and 6Z of a possible 72 (84%) did so. Their replies
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to three questions concerning their expectation of applying at work 

what they had learned in the classroom are summarised as follows:

Qn.l How optimistic or pessimistic are you that there will be noticeable 

differences in the way you manage, say, 6 months after the end of this 

course compared with 6 months ago?

On a scale from 1 (very pessimistic) to 7 (very optimistic) 79 respon
dents (including 17 from course 36 who were asked this question only) 

distributed their answers thus:

- 79
377c

P e S 5 i l M ( 3 T I C
VERY
OPT/IMI5T/C

the means etc. for the separate courses being:

course 36 

course 37 

course 38 
course 40 

course 41

mean

4.89
4.77

4.56
5.47

4.69

17

13

16
19

14-

It was possible to test the strength of relationship between this 

Optimistic/Pessimistic variable and that of post-training performance 

gain attributed to the training, as part of Hypotheses HB3.
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Qn.2 Where do you think any such differences would be noticed?

On a scale from 1 (not at all) to 4 (very much so) respondents cumu

latively rated each of four possible answers as follows:

r. In my personal management skills and 

knowledge applied to my job

H. In my attitudes and approach to work 

generally
m. In the implementation of my project/ 

action plans 

IV. In the effectiveness of my unit/ 

department as a whole

mean

3.39 62

3.10 62

3.36 59

2.93 60

These categories correspond to sections I, E, IE and IV respectively of 
the post-course questionnaire "How Has The Middle Manager Been Managing 
Since The Course?" 26^.

A fifth category "In other ways? Please explain" secured 8 replies.

Two of these concerned specialised fields of work (family planning 

project, ambulance transport rationalisation research) in which the 

respondent was engaged. The remaining 6 spoke of greater self-confi

dence (2) and enhanced appreciation of other health professions' views 
and problems (4), which are amongst the factors included in the attitudes 

and approaches to work that constitute section 2 of the post-course 

questionnaire.



1.87 62

2.13 61
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Qn.3 How powerful in your particular situation are the following

factors which might make it difficult to apply what you have learned?

On a scale from 1 (not at all) to 4 (very much so) respondents rated

each of nine factors as follows:

mean n

1. I lack the necessary ability 1.98 49

2. A lack of support from my immediate

superior
3. A lack of interest amongst other people 

at work
4. A lack of time for me personally 2.50 62

5. A lack of resources to make necessary

changes
6. The course was not relevant enough to 

my job
7. I am not keen enough personally to make 

changes

8. Existing habits and ways of working are 

too strong

9. It is very difficult to do anything 

different in my organisation

2.97 59

1.57 61

1.34 62

1.87 62

1.87 62

These nine factors represented an initial exploration of influences on 

the transfer of learning into work performance; with others they were 

subsequently included in question 5.7 of the post-course questionnaire 

which concerns helps and hindrances to the application of course learn

ing at work. Grouped into four potential areas of difficulty, the means 
of the (unweighted) means viz.
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mean of means

Personal limitations (factors 1 and 7) 1.66
Course relevance (factor 6) 1.57

Climate of support (factors 2, 3, 8 and 9) 1.94

Job limitations (factors 4 and 5) 2.73

indicate that the relevance of the course was regarded as least likely, 

and the job constraints of limited time and resources as most likely,

to be hindrances to the use of the learning.

A tenth category "Other factors? Please explain" was used by 4 respon
dents. Two wrote of poor communications in the organisation as an 
inhibitory factor, and 2 said they had had difficulty in deciding how 

to record their answers to question 3 and advised re-wording - this 

was done for the similar questionnaire used for the Oxford courses,

the results from which are at Appendix 34.



ANNEXE 1

a
E<u
■u

oa
HMO
■P

SC8
a
w

(U(U.c
en

(A
•H

-£

XM Og g

vO \0
iD fo en U-) m

vO

op
(U

enCo
•H
p
(0
(UÛOùO
3
en

OCu
en

T3
(U
en
3

O T3 ep
0) ^4 U G •P 3sE G G •O SG G ep O M P2 O O • ep O G

G•H 1 p G G
M P G • tP 60 G P G Æ
G G. P G •G G 00 O P
O O G p G E > P

>- Q G P P G G P P
• G r-4 G G o 1—4 Ü O

G G G p G t3 G
O G M G P G P G

• *H >. G G p P G G P P
. G O P P G •H P P G P
• G "—I G a G G G P G
• G G P > G P G TS G

G G G U3 P iP G
O ip r—4 1—4 ep O
P  G ip p G O M G p

G 1—4 G o P P G P P
G G 0) o X O G
U Æ E P a >, P G P CL G
G P G G 1—4 iP •H G G G

ep P 3s J3 G G G O*
G O P P P 00 •H P  T) >

p
Geu
g>
O

O 3s p
15 G 04

G G E
P P st -d" 'd' 'd' O P
O G P

G G P
G G O

U G en m en en lO en G p
o P G

r—4 CL G
Xi G G 00

P CM sO vO CM vO CM G G
p G P
o P .G G

G p
G tH r~" p p G

G Xi G P
T3 O X

x: p
Xi o G
o p p P p
p Xi G G G
Xi U G G

> 60 E G
G G G E G

3s P fp P O O
1—4 G G X ü P

P G 00 00 P P P
O G P G G Xi O p G
G P P r-4 P 73 o >s G G G
•>—) Ü Xi P G •r-) iP X 00
O G G G G P X •O p 00
P P Xi 3s G G 00 G o 3
CU CL p O P G E p  G G G

•f-i G G X  p P
G G P G O G G G

O P r 4 G G P p G P G G G
p P u p CL X  O f—4 G
G P p 1-̂ p P P
G G p 3s 1—4 G O M G G
G G u G 1—4 G P  G P >
G T) G G G > .G .X P G
Pi P G P E G 3s P G O .G

G G r-4 P
G G G P 3s G G G X G 3
O G G P P P P ^  -H P G O
P G G O X G P P G 3s
P G G 2 M > M hJ M G
G 1—4 r-4 f—4 O
G Cu cu cu Q

r-4
G
>

M 1-4 CM en -G"

G
O
Q

CU

w33
g
g
0  
k

g
s
B
g

1



I
s

ANNEXE 2

Ii
I

w
0»u
94Ju0>
•g
•§

5

C0pV

Of Ms a»
^  &U4 Q)o >
m*

CO *o

vO CM

■§

a

&
<tt>

m

•A

8P

8I
CM

m

p
g
C»o
8
fs

SO

*A

m m

CM

m
§

o«M
«a
«0
ow<0
a
la
OB
(W0»

ua

«
p

uo
g
a

.op

(D3w
5
o
5

Sbi
a?

§
04

o

01
j-c
O,

0pcd33
€1
ë

I
M4>33*HI

M (UQ> 33
S

B
b «0

S00
JSp
d  . o

i
op
3
33i-t
d
§

2
§



•ANNEXE 3

No

PORTSMOUTH POLYTECHNIC
SCHOOL OF MANAGEMENT STUDIES

QUESTIONNAIRE ON MANAGEMENT TECHNIQUES

Please use the space provided on these sheets to give the best answer you can 
to the following questions, Answers may be in note form, sentences or diagrams 
as appropriate but not more than 40 words or so for any answer please.
Questions "17" - "19" are only to be answered by those who have attended the 
relevant part of the course.

1. What kinds of work do management services officers do?

2. As a middle manager, what kinds of responsibilities would you have 
before, during and after a work study project in your unit or 
department?

3, Give some examples of things which are vital to success in managing 
a unit or department but which cannot be measured.

4. Why does the effective manager need to use numbers at all?



2 .

5. In what ways do you think that this (your answer to the previous 
question) is more important at middle management level than at 
first-line?

6. In a situation where you have to assess the number of nursing staff 
required to undertake the care of so many patients (or the staff 
required for any other kind of workload familiar to you), what kinds 
of objective information will you ask for?

7. And what kinds of subjective judgement will still remain to be made 
when this information (your answer to the previous question) is 
available?

8, Choose either a planning technique o£ a control technique and explain
briefly how it might be used to help in managing some part of your 
work.

9. What advantages does network analysis have over a Gantt bar chart?



13.

3.

Show, as a model, a task where activity A must precede activities 
B and C; where B must precede activity D, and C must precede 
activity E; and where activity F cannot he started until D and 
E are both completed.

11, If, in the above model, the estimated time to complete activities 
A, B, C, D, E and F are 4, 6, 3, 8, 7 and 5 days respectively, 
what route does the critical path follow? What is the estimated 
completion time? and which activities have float?

12. Explain the importance of "the critical path" and "float" in 
network analysis.

the following thirty figures :

42 74 7 48, , 44 85
105 115 100 62 . 60 76
72 54 51 38 59 46

53 53 108 75 18 65
50 47 77 36 64 53

Show their main characteristics by sketching a histogram (roughly, 
but indicating the general shape



4.

These figures might represent the total number of staff away from work, 
for any reason, throughout your district general hospital over 30 
consecutive days. What else would you, the assistant administrator, 
wish to know about the make-up of these figures before deciding where 
to concentrate your investigation into absenteeism?

15. This question.enquires into your present attitudes to the use of
numbers in management as illustrated by the questions above - lets 
call it Management by Measurement. On each line, please circle one 
of the numbers according to how you now feel about each statement : 
for' example if you feel it is very important to the N.H.S. ring 7, 
important ring 6, fairly important ring 5, neither important nor 
unimportant ring 4, fairly unimportant ring 3, unimportant ring 2, 
very unimportant ring 1.

Management by Measurement is - 

important to the N.H.S. 7

helpful in my job 7

difficult to understand 1

interesting 7

5 4

5 4
3 4

5 4

unimportant to N.H.S, 

unhelpful in my job. 

easy to understand 

uninteresting

Any remarks:

16. Would you put your name here (unless you have any objection) so that 
we can compare your pre and post test training answers.

TH/UKS VERY MUCH FOR YOUR CO-OPERATION.



5.

17. Please say which questions you needed help with (from notes, handouts, 
or colleagues) before giving your answers.

18. How long has it taken you to complete this questionnaire?

19. Do you have any comments about this questionnaire? What suggestions 
do you have for its improvement?

AVI/MS/140575



PORTSMOUTH POLYTECHNIC
ANNEXE 4SCHOOL OF MANAGEMENT STUDIES

QUESTIONNAIRE ON RECRUITIIENT AND SELECTION

Please use the space provided on these sheets to give the best 
answers you can to the following questions. Answers may be in note 
form or sentences, but never more than 40 words or so for each answer 
please. Questions 15 « 20 are only to be answered by those who have 
attended the relevant part of the course.

1. What is the purpose of a systematic approach to Recruitment and 
Selection?

2. When a job becomes vacant in your unit or department, what
reasons might there be for examining the job description before 
seeking a replacement?

3. What items of information would you expect to find in «
(a) Job Description

(What a person does)

(b) Job Specification
(What is required of the person to do the job)

(c) Man Specification
(what sort of person is required)

State three essential items in relation to each of (a) - (c).

4. What information is required for screening candidates for 
Selection?



2.

5. Apart from the application form and the interview itself, what 
other sources of information might you use as dn aid to 
selection?

6. What information about a job should be given to a candidate? 
How and When should it be given.

7. Having elicited a fact/imprcsslon/opirion from a candidate at 
an interview, how would you phrase subsequent questions to 
probe in depth?

Suggest two ways to establish rapport and two ways in which to 
maintain it during an interview.

9. What steps will you follow in planning for a selection interview? 
In what way(s) will these be different from planning for any 
other type of interview?

10, Suggest two methods an interviewer can use in order to keep 
control of an interview.



3.

11. Give two examples o f activities in the process of recruitment 
and selection of staff which should be the responsibility of a 
personnel specialist in the N.H.S. and two examples of activities 
more appropriately dealt with by a line manager.

12, This question enquires into your present attitudes to understanding 
recruitment and selection systems as illustrated by the above 
questions. On each line, please circle one of the numbers according 
to how you now feel about each statement. For example, if you 
consider it is very important to the N.H.S, ring 7, unimportant 
ring 6, fairly important ring 5, neither important nor unimportant 
ring 4, fairly unimportant ring 3, unimportant ring 2, 
very unimportant.ring 1; and so on.

Understanding recruitment and selection systems is -

important to the N.H.S. 7 6 5 4 3

helpful in my job 7 6 5 4 3

difficult 1 2  3 4 5

interesting 7 6 5 4 3

2 1 unimportant to
the N H S

2 1 unhelpful in
ny joh

6 7 easy

2 1 uninteresting

At present I feel -

inadequate 1 2  3 4 5 6 7 adequate

in dealing with recruitment and selection systems,

13. How long has it taken you to answer these questions?

14. (Everyone) Would you please put your name here (unless you 
have any objection) so that we can compare your pre and post 
training answers.

THANKS VERY MUCH FOR YOUR CO-OPERATION.



4.

15. (Post training only). Please say which questions you needed help 
with (from notes, hadnouts, colleagues) before giving your answers

16, (Post training only). Did you find it easier or harder than you 
expected?

17, (Post training only). Did it help reinforce the learning?

18. (Post training only). Were the questions fair?

19. (Post training only). Can you suggest any improvements to these 
questions?

20, (Post Training only). Wliat were the two or three most useful things 
you learned from this part of the course?

PDT/MS/MAR, 75. 
LT/BF/3/1.
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ANNEXE 6
PORTSMOUTH POLYTECHNIC - SCHOOL OF MANAGEMENT STUDIES

AND

WESSEX REGIONAL HEALTH AUTHORITY

SKILLS OF MANAGEMENT' COURSE

Questionnaire on Personnel Management Techniques (Block 3) 

Comments on Test Results

COURSE MEMBER i 

COURSE NO.

r.......... .

RECRUITMENT 
AND SELECTION

INDUSTRIAL
RELATIONS

APPRAISAL

TRAINING
AND

DEVELOPMENT

Thank you for your interest and with 
best wishes for your future.

PDT/MS/NOV.75



ANNEXE 7
PORTSMOUTH POLYTECHNIC

SCHOOL OF MANAGEMENT STUDIES Course No.
Name

QUESTIONNAIRE ON PERSONNEL MANAGEMENT TECHNIQUES

Please use the space provided on these sheets to give the best answers you can 
to the following questions. Answers may be in note form or in sentences, but 
not more than 40 words for any answer please.

SECTION 1.
RECRUITMENT AND SELECTION

(1) In planning for a selection interview you would seek information 
from a number of sources:

(1) Application Form.

List at least four others:

(2)
(3)
(4)
(5)

(2) During a selection interview, the interviewer works at eliciting information 
on the things a candidate is good at and what he likes; and also on

(please complete the sentence).

(3) Interviewing in depth means finding out information not only about 
the nature of a person's achievements and attitudes but also about

(please complete the sentence)

(4) The best method to obtain information from a candidate which he/she might 
regard as unfavourable is to

(please complete the sentence)

How long has it taken you to complete this section?

3/1



2 .

Name
SECTION 2.
INDUSTRIAL RELATIONS

(5) List five key skills needed by managers taking part in negotiations 
and/or consultation with trade unionists:

1.
2.
3.
4.
5.

(6) List six main factors which should have been considered by management 
when an individual grievance procedure is being designed:

 1.................................  4.
 2.................................  5.
 3.................................  6.

(7) a. List five reasons for the general ineffectiveness of joint 
consultative committees in the N.H.S,:

1. 
2 .
3.
4.
5.

b. State three ways in which such committees might be made more 
effective:

2 .
3.

3/1



3.
Name

SECTION 2. (Continued)

(8) This question enquires into your present attitudes to understanding
industrial relations in the N.H.S. On each line please circle one 
of the numbers according to how you feel about each statement. For 
example, if you consider it very important to the N.H.S. ring 7; 
important ring 6; fairly important ring 5; neither important nor 
unimportant ring 4; fairly unimportant ring 3; unimportant ring 2;
very unimportant ring 1; and so on.

Understanding industrial relations in the N.H.S. is

important to the N.H.S. 7 6 5 4 3 2 1 unimportant to the N.H.S.

helpful in my job 7 6 5 4 3 2 1 unhelpful in my job

difficult 1 2 3 4 5 6 7 easy

interesting 7 6 5 4 3 2 1 uninteresting

At present I feel:

inadequate 1 2 3 4 5 6 7 adequate

in dealing with industrial relations situations.

(9) a# Please indicate by placing a tick in the appropriate box below the 
amount of contact you have had with shop stewards In your work 
experience.

Considerable

Some

Little

None

□□□□
b* On each line please circle one of the numbers according to how you 

feel about shop stewards in the N.H.S.

They cause conflict 
with management

They have high 
intelligence

They hinder management 
in dealing with staff

1 2  3 4

1 2  3 4

6 7 They prevent conflict
with management

‘6- • 7 They have low 
intelligence

6 7 They help management in
dealing with staff

c^ Please list three key words which summarise your view of a "typical" 
shop steward in the N.H.S.

How long has it taken you to complete this section? 

3/1



4.

Name
SECTION 3 . 
APPRAISAL

(Ip) There are two main types of appraisal. One is PERFORMANCE APPRAISAL and 
the second is

(please complete)

(11) a. When conducting an Appraisal of Performance with a subordinate would 
you consider it necessary to hear his/her estimates of his/her 
performance? YES/NO *
*(delete whichever is not applicable) 

b. State a reason for your answer to a, above.

(12) State two methods you could use to increase the prospect of getting 
commitment from a subordinate to improve performance where necessary 
following an appraisal interview.

1...................................................
2.......................................................

(13) Indicate which of the following you consider could impair the effectiveness
of an interview for Appraisal of Performance: (please underline the ones '
you consider to be relevant).

praising the performance where praise is due 
letting the subordinate talk at length 
insufficient; or lack of, preparation 
non-existent or unclear objectives 
emotional outbursts
failure to define and agree on results required 
strict adherence to an interview plan 
failure to consider anxiety of interviewee 
one-sided perspective of problems
looking at the "good sides" or achievements of the subordinate 
going methodically through a list of "failings"

How long has it taken you to complete this section?

3/1



5.

Name______________

SECTION 4 .
TRAINING AND DEVELOPMENT

(14) What two basic responsibilities for training staff must always rest 
with the departmental head or line manager:

1. 
2.

(15) Give three examples of the type of service a line manager could 
expect from a training specialist in the N.H.S.

1.
2 .
3.

(16) In a systematic approach to training what intermediate stages 
would you consider complete the following sequence.

Step 1. ANALYSIS OF NEED

Step 2. ....................................

Step 3. .....................................

Step 4. ASSESSMENT OF TRAINING RESULTS

(17) A member of your staff is not achieving the necessary quality and 
quantity standards for a particular task.
Give four possible causes for this failure.

1  .
2 .
 3..........................................................
 4.......................................................... .

(18) Given that a training need has been clearly identified for a member 
of staff, list five factors which should be taken into account when 
planning a programme of training to meet the need.

1...................................................
2.......................................................
 3......................................................................
 4......................................................................
 5......................... ................................................

3/1



6.

Name

SECTION 4 (Continued)

(19) Learning is likely to be most effective if certain conditions exist. 
List four.

1.
2 .
3.

4.

How long has it taken you to complete this section?

3/1

PDT/MS/SEP.75



ANNEXE 8

PORTSMOUTH POLYTECHNIC 
School of Management Studies

SKILLS OF MANAGEMENT COURSE 
(Wessex Middle Managers)

Discussion on Points Relating to the 
Development and Application of 

Learning Tests

Meeting - 26th June 1975 at P.M.C.

Present; Claude Charron Stuart Dixnmock Sheila Evers
Brian Foster Arthur Ingram Don Phillips
Bill Skene Pam Thomley

1. PURPOSE OF TESTS

It was agreed that the purpose of learning tests should be:

(1) To measure the extent to which course members have absorbed 
knowledge.

(2) To assess the extent to which the skills of course members 
have been developed particularly in relation to managerial 
and social skills.

(3) To relate course members' achievements to the bbjectives 
set for the course.

In connection with (3) it was agreed that the aim on the course should 
be that people should leave it capable of performing. Whether or not 
they then did perform more effectively would depend on the other 
factors which influence job performance.

Another possible area for measurement was identified - namely the 
benefits of holding courses in a residential environment.

2, FUTURE DEVELOPMENT AND ADMINISTRATION OF TESTS

Evidence on the use of tests so far indicated that course members found 
the length and frequency of existing tests unacceptable. It was felt 
therefore that:

(A) That the knowledge tests should be reduced to 4-6 key questions 
to occupy no more than 20 minutes.

(B) That attempts be made to assess the development of skill. Claude 
agreed to devise a questionnaire for this which could be tested 
during Block 3 early next term.



(c) That the question on attitudes be included as requested by Don.

(D) That administration of tests pre and post training should con
tinue although some members present felt that there should be 
further discussion later on the value/necessity for a pre-test 
for every group.

(E) That course time be found for the pre-tests with some allocation 
for post tests wherever possible.

(F) That the frequency of administering tests be reduced to no more 
than two in any one week. For Block 1 alternative patterns could 
be tried with perhaps initially the tests dealt with together.

(6) That if possible the first test be introduced as a natural part 
of the first session and that if possible this be the first 
information given on learning tests. It would also be important 
for all course members to have the same information at the same 
time. This would need careful liaison on what information was 
sent out with Job performance questionnaires.

(H) That the long term isq>lication of some of the problems experienced 
with administering the tests was that evaluation tests ought to 
be built in to the design of the course and not superimposed on 
it.

3. USE OF NOTES

Differing views were expressed on the value of allowing the use of 
notes particularly in relation to the validity of course marks.

A compromise was suggested that course members might be allowed to 
refer to their own notes but any handouts be withheld until after 
the post test had been completed.

4. FEEDBACK TO COURSE MEMBERS

It was agreed that the minimum feedback of pre and post test marks
could be given to each course member, although there seemed to be some 
doubt whether they might want it. The problem of finding time to give 
more detailed feedback to course members as a group or as individuals 
was discussed but no general conclusion was reached.

5. STANDARDISATION ON MARKING

It was agreed that standardisation of marking should be achieved by 
converting each set of marks to a percentage. Pam Thomley agreed 
to design a format on which results could be recorded.

6. COMPLETED TESTS

It was agreed that after tests had been marked and summarised by the 
lecturer responsible for the relevant teaching, completed tests be 
lodged with Pam Thomley.

2.



7. RELATIONSHIP OP lEARNING OBJECTIVES TO JOB PERFORMANCE CRITERIA

Members of staff agreed to look at the relationship of learning
objectives to the job performance criteria as identified by Don, 
particularly in relation to the sessions with which they were 
concerned.

8. IÆARNING NOT TESTED BY LEARNING TESTS

It was agreed that a meeting with Don be organised, say in 
September, to identify learning which is not being tested by 
learning tests and possible methods of measurement for this.

3.



ANNEXE 9

EVALUATION BESEABCH PROJECT
NOTE 0? A MEETING AT PORTSMOUTH MANAGEMENT CENTRE ON 1? OCTOBER 1975 
PRESENT:

Claude Charron, Sheila Everg Brian Foster, Arthur Ingram,)
Don Phillips, Pam Thomley )
Don White, DESS

The purpose ôf the meeting was to review progress on the evaluation research study 
into the effectiveness of middle management training courses for NHS officers; and 
to examine the prospects for assessing the growth of managerial skills during the 
course.
The main points which emerged from the discussion were that:
1. Progress had been made both with the learning tests (ready for use on courses 
37 and 38 starting in November) and the job performance assessments "How is the 
Middle Manager Managing?" (piloted in the summer with pre-course and post-course 
interviews, and to be used as a mail questionnaire before and after courses 37 
and 38).
2. Don White needed to establish the links assumed between (level 2) learning 
objectives and the (level 3) job performance objectives to which the learning was 
intended to contribute. PMC staff agreed to indicate these links as far as possible 
on a matrix (relating their learning objectives published as "The Skills of Management" 
to the check-list used, in "How is the Middle Manager Managing?") which Don would send 
to Pam for circulation.
3# The existing learning tests were concerned primarily with gains of knowledge 
rather than of skill; yet the need to assess the latter was implicit in the 
acceptance (at the previous staff meeting) that FMCs aim in these Skills of Management 
courses was to enable members to be capable of performing, recognising that whether 
they did in the event perform depended on other factors as well as the development 
of relevant skills on the course.
4. Opportunities for the pre and post training assessment of the range of skills 
set out in the learning objectives, for each individual course member, were very 
limited; and it was agreed that the radical redesign which would be needed to 
accomplish this on a comprehensive basis would not be justified at this stage.
However there were some opportunities to assess the growth of individuals' skills, 
within the present course design, which might be seized on a systematic basis to 
produce valuable data for the research. These included:

- the project and its presentation
- certain topics (eg problem-tackling, communications) where beginning and 
finishing skills might be tested in the normal course of teaching

- the possibility of students' self-assessment of skill development for 
verification by the teacher/tutor (at least in broad terms) from all 
available evidence arising during the course.

It was agreed to examine these possibilities in more detail over the coming weeks.



5* Don referred to the kind of evidence arising (from his post-training interviews 
with course members and their bosses) as to the effects of the training on subsequent 
job performance. One striking feature was the frequency of mention of certain general 
attitudes and approaches to management (eg greater objectivity, more flexibility, 
increased awareness of the contribution of others, improved self-confidence etc) 
which were claimed to be noticeable yet were not among the stated objectives. PMC 
staff saw these as examples of the deeper, underlying goals and (hopefully) conse
quences of the training, to which the specific learning objectives contributed 
cumulatively, in favourable circumstances; and agreed that they should be included 
in the analysis, whilst recognising the difficulty of defining these characteristics 
in terms of observable behaviour.

U December 1975 D K White



ANNEXE 10
PORTSMOUTH POLYTECHNIC 

SCHOOL OF MANAGEMENT STUDIES

Towards Performance Tests - Wessex R.H.A.

On 22nd January It was agreed to attempt to design a set of 
compatible performance tests to cover the skill areas dealt with 
on the course. In doing so the assumption was made that there 
were at least some elements of perfonnance which were common to 
more than one skill area. Where this was felt to occur, the 
final skills test design would attempt to use the same concept 
expressed in the same or similar wording. Broadly speaking 
three common groups of concepts were identified as being

1) puipose of the skill performance
2) logical structure of the skill performance
3) its manner of sensing and adapting to people.

In breaking these dovjn into further detail, concepts could 
be identified by drawing on 'models* of problem-tackling, communi
cation and group behaviour. The resulting generalised list would 
then need emphasis, adaptation and addition, together with the 
design of an appropriate format in order to suit the skill area 
being tested and the methods of rating preferred.

I attach an attempt at identifying a generalised list of 
elements of performance for consideration, but have, in the event, 
refrained from developing rating scales or gradations within each 
concept since these may be too particular to a skill area and 
method of test use.

I also attach a list of the performance areas which we 
agreed that the course tackled.

S.M. EVERS

SME/PG
Feb 76



■ appendix 1

Generalised Performance Elements

SECTION A - Purpose of Performance

1. Definition (and agreement) of objective

SECTION B - Logic and Structure

2. Preliminary mapping out (and agreement) of content

3. Division of content into (agreed) sections

4. (Agreed) logical ordering of content sections

■ 5. Allocation of ideas to appropriate sections

6. " Summarising (and agreement) of sections

7. Sequencing (and agreement) of sections

8. Clarity of expression of ideas

9. Depth of consideration of ideas

10. Illustration of ideas

11. Summarising of overall content

12. Generation of Commitment •

SECTION C - Sensing and Adapting to People

13. Adaptation to level of knowledge of others

14. Adaptation to attitudes of others

15. Adaptation to 'role-expectations* of others

16. Dynamic adaptation to events occurring

17. Selection of appropriate speed of performance

18. Seeking of ideas

19. Proposal of ideas

20. Offering of ideas (as opposed to dictation of ideas)

21. Building upon ideas

22. Consideration, of ideas (listening)

SME/PG
Feb 7o



23. Testing and supporting Ideas (as opposed to attacldng)

24. Adaptation of ideas (compromising)

25. Balancing source, number and duration of. ideas

26. Seeking and giving of direction

27. Exercise of control

28. Anticipation and prevention of potential conflict

29. Quality of overall atmosphere.

8ME/PG
Peb 76



APPENDIX 2

Performance Areas Identified

Problem-tackling

Techniques of factual analysis

- handling quantitative data
- histograms
- networks
- task logic exercise
- X-ray exercise

Communi cat i ons

report-writing
instruction/training cycle
presentation
discussion - leading
negotiation
repre s entation
interviewing

- selection
- fact-finding
- appraisal and counselling

Group Behaviour

- running a meeting
- being a member of a meeting

Project

- as carried out
- as written
- as presented

SfiE/PG 
Peb 76



ANNEXE 11

SESSION

NAME : 
TOPIC :

COMMUNICATION EXERCISES 
RECORD OF PERFORMANCE

TESTING COMMUNICATION PLANS
(Comments based on observation of performance).

ASSESSMENT COMMENTS

PURPOSE/OBJECTIVES
(1) Extent to which purpose 

of the communication is 
made clear.

LOGIC
(2) Introduction of the topic

(3) Sequence of main points/ 
Key questions

(4) Clarity of expression 
of ideas

(5) Summarising as necessary

(6) Conclusion

ADAPTING TO AUDIENCE

(7) Flexibility in use of plan

(8) Opportunity for 
contributions

(9) Building on ideas

(10) Relationship between 
sender/receiver

OBSERVER PDT/MS



ANNEXE 12 
CONFIDENTIAL

PORTSLDUTII POLYTECHNIC : - SCHOOL OF PjANZGEMENT STUDIES 

SKILLS OF MAIIAGEMSITT FOR MIDDLE I1AHAGED.S IN THE HEALTH SERVICE

RECORD OF SKILL PERFORI^IANCE 

COURSE NO. 41 - Period 20th June 1976 - 2GtIi January 1977,

COURSE MEMBER ................... ...........

RATING(S) 
(expressed as %)

COMMUNICATION SKILLS (VERBAL):

1. Course members Introductions

2. Communication Exercise (Block 1) 
(Disc/Interview/Instr/Observer)

3. Presentation of Project Work (Block 3)

COMMUNICATION SKILLS (WRITTEN)

1. Outline structuré foif report (Block 1}

2. Course related project (Blocks 1/2)

COM^iUNICATION SKILLS (PLANNING)

1. Plan for Communication Ex. (Block 1)

2, Plan for presentation of project work (Block 3)

ANALYTICAL SKILLS

1. Analysis of workload data (Block 2)

2. Network Planning Exercise (Block 2)

JOB RELATED PROJECT 

ASSESSMENT OF SKILL PERFORMANCE

Purpose/
Objectives

Logic People
Implic.

i1

'

!
I
I

NOTE;

This information is based on subjective judgements by tutors and has been 
collected and collated for research purposes. It has not been tested for its 
validity statistically,
PDT/MS/JAN.77



ANNEXE 13

PORTSMOIITH POLYTECHNIC 

SCHOOL OF laNAGEIIENT STUDIES

To: Don TJIiite
From: Pam Tuornlay 18th March 1977

Skills of Management for Middle 
Managers in the Health Service.

ASSESSMENT OF SKILL PERFORMANCE 
REPORT ON ATTEMPTS TO DEVELOP METHODS OF MEASUREMENT 

(with Course 41)

Since a meeting of tutors on 22nc January 1976 attempts have been 
made to identify elements of performance in skill activities on the course. 
This has been done vjitliin the framex/orl: of the three common groups of 
concepts identifie^ as being;

(1) PURPOSE OF SKILL PERFORMANCE.
(2) LOGICAL STRUCTURE OF SKILL PERFORI'JANCE.
(3) ITS I'lUINER OF SENSII% /HID ADAPTING TO PEOPLE.

(See Sheila Evers report 'Towaros Performance Tests" - dated February 1976).

IDENTIFICATION C P  SKILLS AND RATING OF ELEMENTS OF PERFORMANCE
The following situations have been e:iamined within the framex/ork, 

namely;- '

COMMUNICATION SKILLS (VERBAL).

1. Course members introductions
2. Communication Exercise (Block 1)

(Disc/Interview/Instr/Observer).
3. Presentation of Project Work (Block 3)

COMMUNICATION SKILLS (WRITTEN)

1. Outline structure for report (Block 1)
2. Course related project (Blocks 1/2)

COMMUNICATION SKILLS (PLANNING)

1. Plan for Communication Ex. (Block 1)
2. Plan for presentation of project work (Block 3).

ANALYTICAL SKILLS •

1. Analysis of workload data (Block 2)
2. Network Planning Exercise (Block 2).

JOB RELATEL PROJECT 

ASSESSMEin: OF SKILL PERFORMANCE.



For each situation elements of performance have been idencifiec and 
for each of these an assessment given on a 1 - 5 racing scale. From each 
situation ratings have been aggregated X7itl.in the OBJECTIVES/LOGIC/PEOPLE 
classifications so that these could be converted into 'marks" expresses 
as a percentage. This has been used as a device to express all marks 
gained as a common factor.

Details of the breakdown of elements within each category are as 
indicated on the samples of forms used.

CONCENTRATION ON PERFORMANCE OF INDIVIDUALS

We have concentrated on records in relation to individuals and this 
precluded us from developing any analysis of the skill gain in probleti 
solving and group work. We found that it war. not possible to follow the 
development of individuals within groups without reorganisation of 
syndicates anf without giving special a-tention to the way tutors were 
allocated^ This is an area which coul_ be considered further at tlie aesign 
stage of any iier; course.

We further founa that it was not possible to record individual 
performance durin^ the interviewing exercises curing Block 3 without 
re-designing the sessions, particularly as the selection interviews 
were done by panels and the preparation for appraisal interviews was 
done in groups. Again, it would be appropriate to consider incorporating 
performance tests in any re-design of such exercises. It would however be 
necessary to consider specially, implications regarding the allocation of 
time and the need to provide opportunities for all course members "to 
perform".

SKILL PERFORI-FJTCE MEASURED

As you will see the main activity has been in attempting to measure 
communication skills, with two exercises looking at analytical skills and 
an attempt to apply the framework to assessing performance on the job 
related project. The following further comments may be helpful:

(a) Communication Skills

(i) The first recording was made at the introduction to the
course, as a possible indicator of a pre-course ability 
to communicate verbally.

I am not sure that it is appropriate to record ratings 
when a group comes together for the first time but we have 
experimencea with a possible mechou of recording within 
the framework.

(ii) The communication exercise in Block 1 involved each
course member but tney were not all require^ to exercise
the same skills - the range covered discussion leading, a
fact finding interview, giving of instruction and 
reporting an observation of one of those activities.
ITe were able to "fit" the basic framework reasonably 
well to the exercises usef. Difficulty arose where 
there were two observers for discussion leading and the 
second observer reported in the shadow of the first.



3.

(iii) Tue preparation of a written communication plan uas
become a feature of communication exercises. ïach 
course member hands in a written communication plan and 
receives back written comments on it within the framework

"Wording of Objectives/purpose''
"Analysis of Audience ■
"Logical Sequence",

I have experimented w i t n  making "crisp" comments under 
eaĉ i of these headings to keep dovm the time for marking 
ana I am monitoring the value of these to course members. 
Feedback seems to indicate that it is worthwhile to 
continue with this metho^ an^ I plan therefore to eo so.

(iv) With the rating of the presentation of project work,
within some groups course members were involved in
mutual assessments an^ possibly this is reflected in
rather higher scores than was perhaps merited. Also 
as this happened on the last day of the course it was 
perhaps not the time for penetrating • comment.

(b) Analytical Skills

We have experimenter with two exercises curing the 
"Management Techniques" week - one relating to the analysis 
of data and the other for neti/orh analysis. Copies of the 
exercises are attached. We limited the assessment to the 
application of "logic" - taking the objectives as given and 
not considering the "people implications" as of special
significance in the situations chosen.

A feature of these exercises was that there was a 
"before" and "after" recording of skill performance. In 
cases xzhere for some reason course members ;7ere not present
for both tests no score lias been recorded.

(c) Job Related Project

SiiOrtly before course members were due to return for 
Block 3, I agreed with tutors that we would make some attempt 
to assess skill performance on the project work. There was 
only limited opportunity for discussion on the criteria for 
assessment and no opportunity for us to agree a common approach 
to standards for rating.

The format used is therefore very much a "first draft" 
and each tutor has maoe personal judgements. It is therefore 
inappropriate to make any comparison between course members.

There is scope for us to consider further whether a formal 
assessment of the project woul_ be appropriate for the future.
If 173 do proceed with this tutors will need to discuss and agree 
the elements to be rated (particularly in the section "Involvement 
with People") and debate standards in relation to their approach 
to rating.



METHOD OF COLLECTING DATA

Throughout the course the exercises had been set and feedback given
to course members so that data was being collected in a way that could be
converted later to a number value. Ifost of the exercises have been in
use on earlier courses and the difference for Course 41 was that the 
methods of observation and of feedback were dealt with in a more structured 
way - fitting the framework to imicL we were working.

COURSE MEMbERG* PERMISSION TO USE DATA FOR RESE/iRCH PURPOSES

It X7ac difficult to decide :he most appropriate time to ask course 
members' permission to pass information on the™ to a researcher. They 
were aware throughout that exercises were set and feedback given but 
permission was needed for these results to be used for research purposes.

I finally decided that the best method of approach was to show 
course members precisely what information on them we wished to pass on. 
fhis was achieve!.- by preparing txjo copies of a form "Record of Skill 
Performance' for each course member - completed as far as possible.
The final decision on whether or not the information was to be used was
left to each course member. If they returned one of the ti;o copies
issued this would indicate their willingness for this to be used for 
research purposes. It was pleasing that every course member did return 
the record form. One or two further entries had to be made on some 
subsequently but I ensured that each person concerned was tolJ (e.g. the 
rating on presentation of project izork could not be done until the last 
day of the course).

RgSERVATIOIIG ON THE VALIDITY OF TI-IE INFORMATION
You will notice that I have included a note on the form for the 

record of skill performance emphasising that the information has not been 
tested for its validity statistically. I have introduced the idea of 
a numerical value merely as a method of transmitting the information to
you. It would not therefore be appropriate to draw any conclusions or
make comparisons between course members.

MEASUREMENT OF SKILL GAINED

The analytical exercises did give an opportunity for measurement 
of skill gaine... Although the communica tion exercises have been grouped 
irito classifications "verbal" "written" ana "planning", each exercise 
had distinctive features which affected skill performance and thus it is 
not possible to use them for measuring skill gains, I had hoped to 
measure gains on report presentations by comparing the report exercise 
between Blocks 1 and 2 with a written project report pre Block 3, but 
in the event I di._ not receive enough of these reports in time for it 
to be worth xzhile to record an assessment on them.

GENERAL COMMENT G

The xrork x/e have done so far on assessing skill performance 
indicates that it is possible to capture readings against the broad 
framework. Iloxzevcr for valid comparisons to be made and for tne 
information to be of value, more work ucels to be done - particularly:
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(1) Identification of which skill performances are most appropriate 
for measurement,

(2) Redstructuring of sessions to provide opportunities for 
measurement.

(3) Identification of elements to be measured within the 
framework.

(4) Identification (if possible) of x;ays to reconcile the use of. 
different elements where comparisons are to be made.

(5) Design of a rating scale xzhich is acceptable to tutors,

(6) Discussions between tutors to attempt to find common standards 
in the approac.i to the rating scale in respect of each skill 
performance to be ratec.

(7) Re-design of rating documents - in particular the one for 
assessing skill performance on :he job related project.

(8) Devising of a method of accumulating data on individuals in 
a form which can be related to job performance.

(9) Consi ering whether the idea of pre- and post - tests could 
be developed further.

(10) Considering further ways of measuring the development of skill 
in group activities.

The emphasis during the research period has been on whether it is 
possible to develop a framework. For any further work on this we would 
need to clarify our objectives and relate the value of these to she time 
and effort x;hic._ x/ill be involved in devising, designing, testing and 
using techniques for the measurement of skill performance.

PDT/MS/MAR. 77.
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APPENDIX

Evaluation Research Project

Portsmouth Management Centre NHS Middle Management Courses;

Framework of Questions for Interviews with Staff

These questions were used by the researcher to provide 

a degree of structure for discussion with each PMC 

teacher involved in the design or conduct of the 4- 

week middle management courses provided on behalf of 

the Wessex Regional Health Authority training depart

ment. These interviews took place in June 1976, after 

approximately 18 months' experience had been gained of 

using learning test instruments which had originally 

been drafted by the researcher and subsequently deve

loped by PMC staff.

1. Are you content with, and committed to, your section of the published 

learning objectives for these courses?

2. What do you want, if anything, by way of feedback on the effective

ness of your'teaching? How interested are you in securing evidence 

of course members' reactions, or learning gains, or subsequent job 

performance? Would you expect to make changes to your teaching in 

the light of that evidence?

,(
tration

gains in Knowledge, in Skills, and in Attitudes?

3. What kind of evidence would you accept as demonstration^learning



4. How far has it proved feasible to secure this evidence from the NHS

middle management courses being studied? Is it valid, reliable,

worth having? Is the process of obtaining it easy or difficult, 

safe or damaging, useful or dysfunctional?

5. Are there other types of evidence about learning gains which you 

already have, or would rather have?

6. What changes in your work, if any, has the evaluation and feedback

process stimulated? Does it make any practical difference to your 

teaching when you have evidence on:

the extent and variations in Knowledge and Skill at the

start of training?

which learning objectives are most and least readily 

achieved?

which course members appear to have learning difficulties?

7. Are you more aware of the evaluation process and its relation to 

teaching and learning than you were before the research began?

8. What place for evaluation, if any, would you want to retain at the 

end of the research period?

9. What have you added, if anything, to the basic framework that I drafted 

for testing the learning objectives in your field of teaching?

10. What further changes, if any, would you like to see in the testing

programme?



11. In what terms, or "currency", do you value the learning gains that

are achieved in your field?

12. What is your general reaction to the research? Has it changed over

time?
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Learning and Evaluation; The Views of One Management

Centre's Teachers

In June 1976, towards the end of the 18-month period of experience with 

the development and testing of approaches to the assessment of learning . 

outlined in the report "TThat Is the Middle Manager Learning?", the 10 

teachers involved at Portsmouth Management Centre were interviewed by 

the researcher. The purpose of these interviews, each of which lasted 

an average of 1% hours, was to obtain information and opinion, in the 

light of this experience, on:

A. the aims of their contributions to the course;

B. the evidence they wanted on the effectiveness of their teaching

and extent to which the learning tests provided it;

C. the impact of the experiment on their work and the course;

D. .. possible future developments.

The questions used to provide a framework for these interviews are at 

Appendix 22, and the following are the main points which emerged from 

discussions of the issues surrounding the experiment.

A. The Objectives The published learning objectives of the course

(Appendix 7) had been revised in 1973, with the help of some of those 

interviewed, and had the general support of all 10 of the teachers: 

they were regarded as specific enough to give a clear indication of 

purpose, without constraining the teacher's freedom on detailed sub

objectives or methods. Some references were made to a degree of frustra

tion that teachers were at present unable to go further and help course 

members apply their learning at work on a more sustained basis than was 

possible in a tutorial visit, and indeed to help develop the quality of 

management within health organisations as a whole. And one of the
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course managers referred to the possible need to revise the learning 

objectives in the light of the overall findings of the present research.

From replies to question 11, on the terms in which learning achievements 

are valued, the criterion of improved work performance was apparent - 

"finding that they can actually use the learning at work", "raising 

individual performance towards organisational goals" were examples.

B. The Evidence The need for evidence of the impact of the teaching

on course members was recognised by all the teachers interviewed, although 

the emphasis varied between the levels. In favour of securing evidence 

of course members' reactions (level 1) were the importance of ensuring 

that they are "in tune" with the teaching and of avoiding complacent 

assumptions that all is well: for such purposes prompt reactions feed

back xfas seen as an early warning system to teachers of the possible 

loss of rapport with some or all of the course members. The rationale
Oevel 2.)

for systematic feedback on their learning/was seen primarily as the/
need for evidence on the extent to which learning objectives were being 

met: a visible measure of improvement resulting from the teacher's

basic activity was regarded by some as an important source of guidance 

and motivation given that other evidence of teaching effectiveness can 

be very elusive in post-experience work. In favour of feedback on job
CJevel 3 )

performance^/were comments on the importance of ensuring that teaching 

is and remains relevant to the work tasks that course members face.

It was evident that teachers would expect to make changes in the content 

and presentation of their work in response to feedback which they regarded 

as a valid indicator of learning, but differed in their wish to secure 

evidence beyond that already available to the experienced teacher from
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learners' responses in the classroom and syndicate interactions. An 

occasional selective validation by objective testing of a well-established 

teaching contribution was regarded as sufficient by some, whilst others 

sought a more comprehensive coverage in order to identify particular 

learners in need of help and the possible need for intervention by the 

specialist teacher or course manager to provide more general clarifica

tion. The modal view was that knowledge gain tests of the kind intro

duced in the research had a continuing value to the teacher if pared to 

a minimum coverage of key teaching points without undue emphasis; that 

the feedback being secured of shifts in learners' attitudes to the 

subject matter was useful; but that there remained much development 

work to do before satisfactory measures of skill gains could be intro
duced .

The process of obtaining evidence of learning gains from the courses 

studied had provided valuable indicators for the feasibility of a learn

ing test/feedback programme in a course of this kind. The time required 

for course members to complete the tests, which had been difficult to 

find in a full timetable, and had brought them near to breaking point 

on at least one occasion, was matched by the time required of teachers 

for correction and feedback to learners, with further guidance where 

appropriate. Yet the evidence of learning was regarded by most (hut not 

all) teachers as well worth having, as complementing the judgements they 

made about course members by less systematic means, and as providing the 

basis for helping them further, chiefly at present on an individual basis 

during coffee and tea breaks.
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c. The Impact Several teachers mentioned changes which they had 

made in the light of learning test results. Given that the pre-teaching 

test could provide at least some indication of the starting knowledge 

of each course member in each main theme, three teachers spoke of the 

adjustments they had made in their assumptions about learners’ aware

ness of their subject; two others had more radically re-cast their 

material and its sequencing with improved results on the post-teaching 

tests; and another had slowed the pace of his presentations. The 

necessary co-operation with course members had been achieved with 

experience, after some initial resistance, and several of the teachers 

had further refined and developed the learning tests relating to their 

contributions. By contrast one teacher stated that the knowledge tests 

had inhibited natural development by placing strict requirements on the 
teaching pattern in order to ensure that the test items were covered; 

this conduced to an inflexible attention to pre - determined details and 

had soured the atmosphere.

More generally six of the teachers referred specifically to the impact 

of evaluation at the learning level in terms of the pressure it exerted 

to clarify teaching objectives and to identify the key points of which 

they were anxious to ensure learners' full understanding. Evaluation 

and research techniques had, it was said, become a more frequent talking 

point amongst staff of the Management Centre and, since the learning 

tests were at that time unique in the Centre's post-experience work, 

they had been used experimentally on non-NHS courses and attracted 

some wider interest. One teacher also referred to the stimulus this 

work had provided for a research proposal on the identification of train

ing needs, whilst another with administrative responsibilities spoke of 

its potential contribution to the broader review of the Centre's future 

role in relation to its customers' needs.
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In reply to question 12 on teachers' reactions to the research at that 

time, responses indicated a general welcome to the approach that had 

evolved, with references made in particular to the need for this kind 

of evidence if teachers are to be business-like about their work, and 

for starting in this way but making modifications in the light of 

accumulating feedback. One teacher argued against the need for inde

pendent confirmation of direct experienced observation, but others 

reacted very positively - "should have been started 20 years ago" and 

"counteracts the usual drift into woolliness" were examples.

D. The Future The majority of teachers interviewed envisaged a 

permanent place for some form of objective testing of learning gains, 

complementing though not replacing the more informally gathered evidence. 

Most felt that this might develop through modification of the research 
approach by "burying" the satisfactory learning tests, further simplified 

where possible, inside the teaching so that they were taken as a natural 
part of the learning process rather than as a conspicuous addition. Since 

experience had shown that time was not currently available to make full 

and unhurried use of the data generated by the pre and post-teaching 

tests, there were arguments for making adequate provision in the time

table for feedback of results and assistance to particular students.

This might require some individual tutorial time since success in more 

clearly identifying remedial needs was in part nullifiej at present by 

the shortage of time for personal coaching, particularly after block 

3 when no provision existed for follow-up. However one of the course 

managers argued for not moving rapidly in this field but rather to take 

stock of progress and prospects with care, tightening the validity of 

the instruments and possibly testing the retention of the learning gains. 

The belief here was that the Centre had moved too quickly from knowledge
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testing to the more complex skill testing before the former had been 

fully validated whilst redesign of the course would be needed to pro

vide skill testing and feedback for everyone: although course members

generally favoured the testing there remained some critics and learners' 

tolerance of the total evaluation effort must be carefully watched.
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The University of Birmingham

HEALTH SERVICES MANAGEMENT CENTRE
Park House, 40 Edgbaston Park Road,
Birmingham,
815 2RT
Telephone 021-455 7511

March 1978

Dear

MIDDLE MANAGEMENT TRAINING; EVALUATION RESEARCH

You very kindly contributed to this research project at an earlier 
stage by completing a questionnaire before the attendance of

at a middle management course. Your willingness 
to co-operate in this way was greatly appreciated.

My purpose in writing now is

a) to provide you, as promised, with a summary of the infomation
collected from all the course members, and their immediate
superiors, who completed similar questionnaires during that 
pre-course phase of the research in your region, so that you
can see the overall picture that has emerged so far (Attachment 1). 
Further analyses are currently being undertaken on these data.

b) to apologise to those - particularly for courses early in the 
series covered by the study - who expected this post-course 
contact to be made sooner. My own change of job and home 
delayed analysis of the information gathered and it was decided 
to put this to advantage by waiting until the stage - now 
reached - when I could write simultaneously to everyom involved 
(302 people altogether) and ask for their assessment of the 
impact of course attendance over different periods of time.

c) to ask for your further help, in this final stage of the research,
by judging what effects the training has had, and what "value" you
place on them. This is not simple - if it were a research project
would not be needed - and I realise I am asking you to devote a fair 
amount of time during the next month to this important and responsible 
task: I shall be very much obliged for your continued co-operation in
this effort.

This post-course questionnaire (Attachment 2) is in 5 sections so as to 
provide some natural breaks, and has been designed to help you collect and 
judge the evidence systematically. It begins with full explanatory notes



including reference to the position if you are no longer the senior 
officer of the course member concerned. Also the pre-course questionnaire 
you completed is being temporarily returned to assist you further 
(Attachment 3).

The envelope containing these papers is marked Private and Confidential.
The information and opinions from each individual are required solely 
for research purposes and their confidentiality remains guaranteed; code 
numbers are used for the processing of data and I am the only person who 
can relate these numbers to people’s names. Only summarised 
and anonymous information, as on Attachment 1, goes to anyone else, e.g. 
to the sponsoring health authorities in order to assist in the design and 
conduct of future management training.

A matching letter and questionnaire are being sent separately to the course 
member, if he or she completed a pre-course questionnaire. Whilst discussion 
between you both is to be encouraged, especially if it helps to establish the 
evidence for the effects of the training, it is vitally important that each 
person should make their own final judgements, so I would be grateful for 
separate replies. For this purpose a stamped addressed envelope is enclosed 
for the return of Attachment 2, when completed, and Attachment 3.

Would you please do your best to let me have these at the latest by Tuesday 
4 April, when I have time reserved for punch coding ready for the computer 
analysis. If you can manage to meet that deadline I should be extremely 
grateful, be able to keep data processing costs to a minimum, and be in a: 
position to prepare a final "feedback" report*for you and others, by about 
the end of June, summarising the post-course information obtained and 
comparing it with the pre-course situation.

You will appreciate that the validity and usefulness of that report, and 
indeed of the 5-year research programme as a whole, depends very heavily 
on

- the carefulness and integrity of your judgements as a professional 
person; and

- securing as near a 100% response as possible.

So I do hope you are still willing to co-operate in this project, which 
seems capable of making an important contribution to the development of 
more effective management in the NHS. Please write or telephone if you 
have any query or. difficulty.

With thanks in anticipation.

Yours sincerely.

D. K. White, 
Senior Lecturer.



ATTACHMENT 1

BASIC ANALYSIS OF PRE-COURSE QUESTIONNAIRES

Attached is a summary report showing the cumulative information obtained 
from all those who completed pre-course questionnaires in your region, 
both course members and immediate superiors.
It will be possible to provide information about the impact of the 
training on management performance only when the post-course questionnaires 
have been completed and analysed, but this initial report presents in 
particular the situation on the effect the pre-course questionnaires 
themselves had (paras 4 and 7) and the perceived Training Needs (Tables 
19 and 20for Oxford, 21 and 22 for Wessex),
The significant parts of these tables for present purposes are the 
histograms, where the mean training need for each item of middle management 
skill and knowledge is shown by the length of the column. By comparing 
these columns on the two charts the extent of cumulative agreement on 
training needs between course members and their immediate superiors can 
be gauged. You may also be interested to compare your own assessment 
with this total picture.
Further analyses are in progress to correlate this information with the 
age, sex and role of course members and to identify any changes over the 
period of the research. And of course this is the baseline for the post
course comparison now being sought by the Attachment 2 questionnaire.



Evaluation Research Project 

OXFORD RHA MIDDLE MANAGEMENT COURSES

1. The courses covered and the number of respondent course members in
each are as follows; and their professional composition:

January 1976- 24 Administrative 11
March 1976 19 Nursing (Hospital) 46
September 1976 .. 22 Nursing (Community) 14
February 1977 17 . Nursing (Teaching) ■ 5
May 1977 17 Support (Dom/Catering,etc) 6

Med-Tech (Lab,Physio,etc) 15
Ambulance Service 2Total 99

99
of whom 82 were in line management and 15 in staff positions.

2. The 99 respondents comprised 36 males and 63 females and their age 
range was as follows:

20 - 29 14 (16%)
30 - 39 30 (33%)
40 - 49 32 (35%)
50+ 14 (16%)

90 (9 unknown)

A. Pre-Course Analysis of Importance, Competence,and Training Needs 
as Perceived by COURSE MEMBERS

3. 86 of them were invited to complete the pre-course (pink) questionnaire
"How Is the Middle Manager Managing?"
Their cumulative ratings of each of 26 characteristics of middle 
management skills and knowledge as to its Importance in their job, 
their present Competence in it and their Training Need for it are 
shown on the attached Table 19.

4. The respondents* replies to related questions were as follows;

4.1. Did the use of this form lead to a discusssion of your training 
needs with your immediate superior?

Of the 77 replies, 43 (56%) were YES
34 (44%) were NO

4.2. Did the use of this form assist that discussion to any extent?

Of the 41 replies, 35 (85%) were YES
6 (15%) were NO

4.3. How long did it take you to complete it?

The 79 replies showed, to the nearest quarter hour: mean = 55 mins
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11% 28% 11% 27% 1% 6%
15 mins 30 mins 45 mins 60 mins 75 mins 90 mins

15%
115 mins or more

4.4. Do you regard that as time well spent or not?

Of the 67 replies, 62 (92.5%) were YES
5 (7.5%) were NO

4.5. Was it difficult or easy to follow?

Of the 75 replies, 13 (17%) were DIFFICULT
24 (32%) implied IN BETWEEN
38 (51%) were EASY

B. Pre-Course Analysis of Importance, Competence and Training Needs as 
Perceived by Course Members' IMMEDIATE SUPERIORS

The immediate superiors of the 86 course members invited to complete 
"How Is the Middle Manager Managing?" were asked to complete their 
(blue) version of the same questionnaire, and 65 (76%) did so.

6. Their cumulative rating of each of 26 characteristics of middle 
management skills and knowledge as to its Importance in their 
subordinate's (course member's) job, the course member's present 
Competence in it and the course member's Training Need for it are 
shown on the attached Table 20.

7. The respondents' replies to related questions were as follows:

7.1. Did the use of this form lead to a discussion of his/her
training needs with the course member?

(Assumed to be as in the equivalent reply in section A)

7.2. Did the use of this form assist that discussion to any extent?

Of the 60 replies, 40 (67%) were YES
20 (33%) were NO

7.3. How long did it take you to complete it?

The 59 replies showed, to the nearest quarter hour: mean = 55 mins

17% 
115 mins

14% 29% 7% 17% 2% 14%
15 mins 30 mins 45 mins 60 mins 75 mins. 90 mins
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7.4. Do you regard that as time well spend or not?

Of the 54 replies, 50 (93%) were YES
4 (7%) were NO

7.5. Was it difficult or easy to follow?

Of the 52 replies, 7 (14%) were DIFFICULT
10 (19%) implied IN BETWEEN
35 (67%) were EASY
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Evaluation Research Project

WESSEX RHA MIDDLE MANAGEMENT COURSES

1. The courses covered (which started between June 1975 and November 1976) 
and the number of respondent course members in each are as follows:

Administrative 23
Nursing (Hospital) 34
Nursing (Community) 17
Nursing (Teaching) 3
Support (Dom/Catering,etc) 11
Med-Tech (Lab,Physio,etc) 15 
Ambulance Service 6

Course 36 18
Course 37 17
Course 38 19
Course 39 19
Course 40 19
Course 41 17

Total 109
109

of whom 93 were in line management and 16 in staff positions.

2. The 109 course members comprised 55 males and 54 females and their 
age range was as follows:

20 - 29 16 (15%)
30 - 39 30 (28%)
40 - 49 42 (38%)
504- 21 (19%)

109

A. Pre-Course Analysis of Importance, Competence and Training Needs 
as Perceived by COURSE MEMBERS

3. 80 of them were invited to complete the pre-course (pink) questionnaire
"How Is the Middle Manager Managing?". Their cumulative ratings of each 
of 26 characteristics of middle management skill and knowledge as to its 
Importance in their job, their present Competence in it and their Training 
Need for it are shown in the attached Table 21.

4. The respondents’ replies to related questions were as follows:

4.1. Did the use of this form lead to a discussion of your
training needs with your irrmediate superior?

Of the 65 replies, 40 (61.5%) were YES
25 (38.5%) were NO

4.2. Did the use of this form assist that discussion to any extent?

Of the 42 replies, 39 (93%) were YES
3 (7%) were NO

4.3. How long did it take you to complete it?

The 74 replies showed, to the nearest quarter hour: mean = 65 mins
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3% 23% 19% 18% 0% 16%
15 mins 30 mins 45 mins 60 mins 75 mins 90 mins

21%
115 mins or more

4.4. Do you regard that as time well spent or not?

Of the 64 replies, 59 (92%) were YES
5 (8%) were NO

4.5. Was it difficult or easy to follow?

Of the 70 replies, 3 (4%) were DIFFICULT
17 (24%) implied IN BETWEEN 
50 (71%) were EASY

Pre-Course Analysis of Importance, Competence and Training Needs as 
Perceived by Course Members* IMMEDIATE SUPERIORS

The immediate superiors of the 80 course members invited to complete 
"How Is the Middle Manager Managing?" were asked to complete their (blue) 
version of the same questionnaire, and 71 (89%) did so.

6. Their cumulative rating of each of 26 characteristics of middle management 
skill and knowledge as to its Importance in their subordinates (course 
member's) job, the course member's present Competence in it and the 
course member's Training Need for it are shown on the attached Table 22.

7. The respondents' replies to related questions were as follows:

7.1. Did the use of this form lead to a discussion of his/her
training needs with the course member?

(Assumed to be as in the equivalent reply in section A)

7.2. Did the use of this form assist that discussion to any extent?

Of the 60 replies,46 (77%) were YES
14 (23%) were NO

7.3. How long did it take you to complete it?

The 63 replies showed, to the nearest quarter hour: mean = 65 mins

8% 19% 14% 22% 2% 13%
15 mins 30 mins 45 mins 60 mins 75 mins 90 mins

22%
115 mins or more
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7.4. Do you regard that as time well spent or not?

Of the 60 replies, 58 (97%) were YES
2 (3%) were NO

7.5. Was it difficult or easy to follow?

Of the 58 replies, 10 (17%) were DIFFICULT
10 (17%) implied IN BETWEEN
38 (66%) were EASY
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C o l .  T t\i<t . (Kf\Tis/(r IT »^|ATo<ç T« G- N/ff D

C o l . <-4- A,i A M ( i - r o G - ^ A M

I 3.9 ' f . J  '2.6"o7! !

D’OS AiYALY;!: i -l i.vZc: 17 i
ScLtLTofJ MT£RV/r.V)AJCr I 3 . S' ; -‘ -O  ‘ %. A3 6,' 2 S', ]

 j----------------- ;--------------- ---------------------- ;---------------- ^

Af?RA«fA L/C»UK,ff LUW 3 4̂- 3,2 ■ S’.o f Ji.-t. 3 J? ! 24
‘  I ? ?

TkAiKffW<f/^ FVn.o?MCf\fT S ^ j  3.S* ; 9‘, î j 2, C & Z j 2 ?  I

iw^fTRjAL/^ELATto^/r S6| 3,/ : L.7 I 3'Jff'vj 39

E X P l a j N j N O  P o u c Y  ^ 7 |  3 ,9  I 4.9 I Z.S"<4:  2 o

f f < * o / 2 T  W/? iTiK/ (3-  ! 3 .7  ' S'. % I Z . Y C 4  I 2  ) !

c o t ^ M I T T t  e / G R O U P  Vn?o « K  3.'y: 4 . 9  i 2 . 6 ( 4 ;  2 4  j

:)tcu,o^_MAK,N'G./ ; r . I 1 .T'T"%Ti
f  R05Le M - T o LV'I .V â» : U..> j . J J , 2 3  I

C H A W C ^  ffZ- 3.7 i C.3 I 2,4v3 ' 2 o ’
L i A l f o i s f  W j T H  . _ J ^  ^ i

OTHiFe. 6 fPAi^TiHfvjTJ' 3.'«̂ ;  ̂/-* I Z.467; ( 9
F0R€CN(?( so/PLAWiVjrvG. Cl \̂ 3.7 | f . o  j 2.974 î 2 2 î
JCTT/f/0- oBTg'LT/Vf'J'/ _^TAWÎ)A2 0f Stb, ,,; ? . r  i S . 1 1 2 .492; i g  j
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ATTACHMENT 2
Evaluation Research Project

HOW HAS THE MIDDLE MANAGER BEEN MANAGING SINCE THE COURSE?

The purpose of this questionnaire is to help search for all available evidence 
as to the effects of the training on the management performance of the course 
me#Wr*. This will generally be a matter of judgement rather than precise 
measurement, but the questionnaire seeks these judgements systematically in the 
areas where the pilot stage of research has indicated that evidence is most 
likely to be found, namely:
- in the individual officer's use of specific Management Skills and Knowledge
- in his general Attitudes sund Approaches to Work
- in the implementation of his Projects or Action Plans
- in the overall Effectiveness of his Unit or Department
although there is clearly some over ap between them and further ways of analysing 
the effects of the training may yet be discovered..

A section of the questionnaire is concerned with each of these four areas of 
enquiry, whilst a fifth section containing more general questions completes 
the evaluation. So the full sequence of issues for your considered judgement 
through this questionnaire is

-‘K’ -A

Section I

Section II
I _ /

Section HI 

Section W

What do you judge from his work to be the course 
member's present levels of specific Management 
Skills and Knowledge? (Here you can use the 
judgements you made before the course as a base
line - Attachment 3)
In your judgement have there been changes in his 
general Attitudes and Approaches to work?
In your judgement how far have his Projects or 
Action Plans been implemented?
In your judgement have there been changes in the 
overall effectiveness of the unit or department 
in which he works?

For all 4 sections 
How far can any 
changes or 
differences be 
attributed to the 
course rather than 
to other factors? 
(such as growing 
experience in the 
job, new responsi
bilities, other 
types of training 
and management 
development etc*)

How would you now jüdèp the quality and value of the couhse looking 
back on it?

■nils will be yourself if you are the former course member, using the pink questionnaire; 
or your subordinate if you are the immediate superior, using the blue questionnaire.
"He/his" stands for "he or she"/'his or her" throughout.



These judgements are of course not easy to Tpake, though perhaps no different in 
nature from many others you make as a professional NhB officer and manager, 
where you have to make important decisions on evidence which is neither complete 
nor clear-cut.

Each section contains notes and check-lists aimed at helping you to reach reasonable 
judgements, but the following general points may illustrate how the research depends 
on the standards and integrity with which you complete...the questionnaire;

PLEASE DO NOT be tempted to show an improvement in 
performance, or attribute it to the course, simply 
in order to
- justify the nomination and attendance; or
- show that the course was enjoyable; or
- hide disappointment if the course has made 
little or no difference; or

- show that relationships at work are good, or
- say what you think would please me.
PLEASE DO use the same standards of judgement you 
used in completing Attachment 3, and in particular 
show an improvement in performance, or attribute it 
to the course, only if
- you are reasonably certain about it; and
- you could discuss the evidence for it if 
necessary in an interview - I shall be 
asking for interview facilities on a random 
sample basis.

Finally, for those whose job circumstances have changed, if you are a course member 
who has since changed vour post, would you please complete the sections of the 
questionnaire that are relevant (presumably sections I, Û and V', but possibly not 
section HI and IV if they are tied to your previous job). Your new senior officer 
will not receive a questionnaire. If you are a senior officer who has changed 
vour post, or no longer have the course member working for vou. would you please 
complete the questionnaire if he was responsible to you for not less than 4 months
after the end of the final module of the course (presumably long enough for some
of its impact to be judged).
If any part of this questionnaire is unclear please ask for clarification. And
thank you very much for taking part in this research project: I hope that participation 
will be of interest to you, and that the findings will be of value to t ê NFÉ-. ,

Don White



SECTION I

THE OFFICER’S LEVEL OF COMPETENCE IN SPECIFIC MANAGEMENT SKILLS AND KNOWLEDGE

Your are asked to assess how well the ex course member is now performing 
the managerial parts of his work, some ime after the course, by completing 
the attached form which covers the same A de range of middle management skills 
»nd knowledge as on the pre-couse assessment you made (Attachment 3),
Indeed the new form is similar to the olr
- the first column (HOW IMPORTANT IN YCXJR/HIS PRESENT JOB IS COMPETEhJCE 

IN ... ) still needs your rating as o
No, Low, Moderate or High importance e.g

N I O i  M I H

- the second column (WHAT IS YOUR/HIS PRESENT LEVEL OF COMPETENCE IN ___)
remains an 8-point scale, which it should help to think of in pairs and 
then choose the higher or lower alternative in each pair, e.g.

1 I 2 1 ^ 1  4 I 5 I 6 I 7 I 8

Poor Fair Good Excellent

The points for guidance inside the box on p. 2 are particularly relevant 
to this column.

the third column has been re-worded to read HOW FAR DO YOU/DOES HE STILL
HAVE A TRAINING NEED FOR GREATER COMPETENCE IN ___ and now offers a
4-point scale (as suggested by many course members and their senior 
officers) for you to rate as no training need (N), a minor (MI), moderate 
(MO) or major (MA) training need, e.g.

N I @ 1  MO I MA

- a fourth column has been added asking for your judooment of HOW FAR CAN 
ANY DIFFERENCE IN YOUR/HIS LEVEL OF COMPETENCE BE ATTRIBUTED TO THE COURSE, 
Please compare your new second column rating , ''
with the second column rating you made before the course (Attachment 3) 
and, where there is a difference, place a letter in the | ) provided to
show which one of the following statements, on balance, best reflects your 
opinion:



M .... this difference is probably due more the course 
than to other factors

A .0 .. this difference might have occurred anyway but has 
probably been accelerated by the course

L .... this difference is probably due less to the course 
than to other factors

X __  I cannot offer any explanation of this difference.

□e.g

The "other factors" which might explain the difference in levels 
of competence include the natural growth of experience in the job, 
new responsibilities, staff changes, or other types of training 
than the course.
Once again the points for guidance inside the box on p. 2 are 
very important.

There is space after each item for any remarks about it you care to add by
way of example or explanation. There is also a section at the end for general
comments.
Finally I should mention that there were some very useful suggestions from 
people who completed pre-course questionnaires about combining some of the 
skill items in the list that follows, and separating others. These cannot 
be incorporated at this stage because of the need to keep the post-course 
data comparable, but will form part of the recommendations for adapting the 
questionnaire for future use in the NHS.
At the end of the whole questionnaire you will be asked (question 5.32) how
long it has taken you to complete it.
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SECTION n

THE OFFICER'S GENERAL ATTITUDES AND APPROACHES TO WORK

This section of the questionnaire has been prepared in the light of discussions 
at the pilot stage of research, with former course members, their immediate superiors 
and top managers, who described the possibility of benefits arising directly or 
indirectly from management training at a deeper, less specific level than the 
skills and knowledge listed in Section I.
In general they concern the underlying ways in which an officer goes about his 
managerial work and the attitudes he shows in doing so. Those attitudes 
and approaches most frequently mentioned have been consolidated into the list 
which follows. They do not form part of the published objectives of the courses 
being evaluated but they may (or may not) have changed since the period before 
the course and any such change may or may not be an effect of the course. More
over, by their nature these characteristics are difficult to measure and have to 
be deduced from a variety of different situations over a period. Consequently 
you are asked simply to judge:
Ii) Compared with the situation immediately before the course 

WHAT CHANGE IF ANY HAS THERE BEEN IN THIS CHARACTERISTIC? 
please place a in the appropriate part of Column 2 opposite 
each item listed in Column 1, e.gc

I;(4c0QdC ' 'I #-E X U ^

Judgement of essentials and priorities j

o
CO
dxÜ
0) I 0)

4->c
CD

>o£_Q.
I> O £_ 
CL

(ii) HOW FAR CAN ANY SUCH CHANGE BE ATTRIBUTED TO THE COURSE?
Where you have indicated a change in Column 2. place a letter 
in the : ] provided in column 3 to show which one of the
following“"statement?, on balance, best reflects your opinion:
M .... this is probably due more to the course than to other factors
A .... this might have occurred anyway but has probably been 

accelerated by the course
this is probably due less to the course than to other factors
I cannot offer any_^xplanation of this change, e.g. jX !

The "other factors" which might also account for changes in attitudes 
and approaches to work include growing maturity, experience of successes 
and failures, the influence of colleagues and new responsibi ity. There 
is space for remarks after each item and at the end of the section.
The boxed comments on page 2 remain important.
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Col. 1
ATTITUDES AND APPROACHES 

TO 
WORK

Col. 2
SINCE THE COURSE HAS 
THERE BEEN

A1 The level of self-confidence
* Remarks;

A2 A logical, analytical approach 
to situations
Remarks:

A3 The capacity to cope with conflicts 
and tension
Remarks :

A4 Willingness to listen and learn from 
others
Remarks:

A5 Judgement of essentials and priorities 
Remarks:

A6 A flexible, adaptable style of manag
ement
Remarks:

A7 Considering the wider implications 
before making decisions
Remarks;

A8 Readiness to take initiatives 
Remarks:

A9 Appreciation of other professions’ 
views and problems
Remarks:

£ S
§>1
d d
O 5

S i
• H  j C  

2 :

4-»
C

■D >d O c_L a

Col. 3
HOW FAR IS ANY CHANGE 
DUE TO THE COURSE?

(M, A, L X: see notes)

n

□
□

□
□

C l

* Please go over the page if you need more space,
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AlO Awareness of when to seek help 
Remarks:

All Determination to tackle difficult 
problems
Remarks :

A12 Concern to achieve work targets 
and standards
Remarks:

A13 The exercise of tact and discretion 
Remarks:

A14 Sensitivity to others’ feelings 
Remarks:

A15 Demanding high performance from 
subordinates
Remarks:

A16 Questioning existing assumptions;' 
and ways of working
Remarks:

A17 Using time to maximum advantage 
Remarks :

A18 Using a team approach to mânagement 
Remarks:

Others? ' Pleaèe add below' and assess in'. 
the same wav
A19

A20

Remarks:

□
□
n

□

□
□

]

Remarks:

Is there anything else you would like to add to clarify or explain this assessment?
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SECTION HT

ACHIEVEMENTS FROM PROJECTS AND ACTION PLANS

A third method of assessing the impact of the course is to focus attention 
on the implementation of any projects, action plans or other intentions to 
use what has been learned on the course to achieve some specific objective 
at the place of work. Both the Oxford and Wessex courses place some 
emphasis on action of this kind.
Such intentions are not always achieved, for a variety of reasons; but the 
aim of this section of the questionnaire is not to judge success or failure 
but to ask for your view of what happened in the event and why. In this way 
it should be possible to gauge the impact of the course in this field, and 
to learn more about factors which help or hinder the application of course 
learning to the work situation.
The Questions which follow are self-explanatory and intended simply to help 
think through the situation and its significance.
Please recall the boxed comments on page 2.
3.1. During the course were any plans made to apply the learning Yds

to particular problems or needs back at work, e.g. by means No
of projects or action plans or other intentions to make Don't Know
specific changes? Please circle.

3.2. If you have answered No or Don't Know to question 1, would
you please briefly explain the reasons here, and ignore the 
remaining questions in this section.

3.3. If you have answered Yes to question 1 would you please list 
leaf in column 1 thèse plans, projects and intentions, and
(i) indicate by a tick in column 2 how:far each plan etc. 

has been achieved to date; and
(ii)! where you have indicated some achievement in column 2,

place a letter in the provided in column 3 to show which
one of the following statements, on balance, best represents 
your opinion
M .... this is probably due more to the course than to other factors
A .... this might have occurred anyway but has probably been

accelerated by the course
L .... this is probably due less to the course than to other factors
X .... I cannot offer any explanation of this achievement.
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The "other factors" which might also account for the achievement 
of plans, etc. include extra effort by the course member, the 
stimulus and support of other people, and the removal of 
difficulties at the workplace, but consider how far these factors 
may themselves have been influenced by the course.
Col. 1
PLAN,
PROJECT
WORK OBJECTIVE 
ETC.

(i)

(ii)

(iii)

(iv)

Col. 2
THIS PLAN HAS BEEN

%
s•H
*
I

0> 0)•M
(/> a>

Col. 3
HOW FAR IS ANY 
ACHIEVEMENT DUE 
TO THE COURSE

(M, A, L, X)

□
□
n

□
Please go over the page if the list is longer

3.4. Looking back over the attempt to achieve the plans etc listed above,
please say in your own words what were the main factor(s) which helped 
and hindered these efforts.

Factors that helped

(i ) .........................

(ii ) .......................

(iii) .......................

(iv ) .......................

(v) ' .......................

(Vi)  ....................

Factors that hindered

(i ) .......................

(ii ).......................
(iii) .....................
(iv). .....................
(v ) .......................
(vi ) .....................

Please go over the page if you need more space.
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3.5. It is possible that useful lessons can be learned from failures 
to achieve action plans, projects, etc as well as from successes; 
that they may be found to need modifying in the light of changed 
circumstances; and that they sometimes trigger off further special 
efforts at the place of work which had not been planned during the 
course. On the other hand initial efforts to achieve specific 
plans and projects may not be sustained. Taking all these considerations 
into accounts would you please use the space below (and over the page if 
you wish) to say what contribution, if any, has come from this particular 
aspect of the course (i.e. the projects and action plans) ....

  concluding with an assessment made by circling the figure which
best represents your judgement on each of the following scales:
The course member's involvement in projects, action plans and similar

of very considerable 
benefit

work objectives has been
of no particular j Vbenefit ^ r

(i) to the individual officer 11 2 11 3 |4

(ii) to his parent organisation 11 2 1i 3 |4
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SECTION

EFFECTIVENESS OF THE UNIT/DEPARTMENT IN WHICH THE OFFICER WORKS

This section is aimed at establishing the extent, if any, to which the 
impact of the training may extend beyond the individual officer to the 
organisation as a whole, or to that part of it in which he works. This 
may be described locally as a department, a unit, a service, a function, 
or by some other title - the phrase "unit/department" is meant here to 
stand for any of these ~ but the point you are invited to assess here is 
not "is the individual officer managing better as a result of his training?" 
but "is his unit or department any more effective as a result of his 
training?".
This then forms the basis of the single question posed in this section.
Here you are not being asked to mention all the changes that have taken 
place in the unit/department's functioning or performance since before 
the officer's training began, but only those (if any) where you judge the 
training to have made some contribution. This is generally a difficult 
judgement to make, if only because of the, many other factors that may be 
influencing the situation apart from the officer's own changed performance 
consequent upon the course, for example there may also have been changes 
in the unit/department s workload, in its financial or staffing resources, 
in its relations with other services, o changes iritiated by officers ‘n 
the unit/department other than the course member. But it is a vital part 
of the researcn to assess ihe extern to which the training of individual 
middle managers may promote the effectiveness of their organisations.
To assist vou some areas in which unit/depa tment effectiveness may be 
considered are mentioned as sub-headings in brackets after the question, 
and space left after each for you to quote examples of any relevant change ; 
but please record a change only where you consider that course attendance
directly or indirectly made some contribution. And against any such
statement kindly indicate by a letter in the I [ provided which one of 
tne following statements best represents your opinion:

M .... this is probably due more to the course than to
other factors

A .... this might have occurred anyway but has probably
been accelerated by the course

L .... this is probably due less to the course than to
other factors

(NB the letter X "I cannot explain this" should not be 
needed since only changes which you can attribute 
to some degree to the course are sought)

Of course the boxed comments on page 2 are still relevant.
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ARE THERE ANY CHANGES IN THE OVERA* L EFFECTIVENESS OF THE 
OFFICER'S UNIT/DEPARTMENT WHICH IN YOL.IR JUDGEMENT CAN BE 
ATTRIBUTED TO SOME DEGREE TO ATTENDANCE AT THE COLIRSE?

HOW FAR -lS THIS
CHANGE aiE TO
THE COURSE?

(e.g. in its "productivity" such as throughput of patients 
or output of services)

2 .

□
n

(e.g. in its use of resources such as staff, space, equipment, 
money, time: if there have been financial savings please 
estimate their extent)

3 .................................... ..............
 4....... ............................ ................

(e.g. in the quality of its staff relationships and communications)

6 .

(e.g. in the efficiency of the systems and procedures it uses)

8

(e.g. in its relationships with other services and the community)

10.

□
□

□

□

□
(e.g. in its capacity to solve problems and adapt to changes)

11
12.

□

□

(or in other ways: please explain

13,
14.

□□
Concluding with an assessment made by circling the figure which best represents 
your judgement on the following scale:
On the whole I consider tnai attendance at the course has brought

no particular 1 | 2 | 3 | 4 very considerable
benefit ' benefit

to the overall effectiveness of the officer's parent organisation.



19

SECTIO N V

THE IM PACT AND VALUE OF THE COURSE IN  RETROSPECT

The first four sections of this questionnaire have searched for evidence 
about the effects of attendance at the middle management course, from four 
perspectives
- changes in the officer's specific management Skills and Knowledge
- changes in his general Attitudes and Approaches to Work
- implementation of his Projects and Action Plans
- changes in the Effectiveness of his Unit or Department
because it is essential that these effects should first be identified before
their "value" can be judged.
This fifth, and final, section tries
A. to complete the evaluation by weighing all the evidence in the light

of the costs
B. to examine what has helped or hindered in the period since the end 

of the course, and
C. to gather some relevant information about the officer’s work and the

effect of the research itself.
As for the previous sections you are again respectfully asked to bear in 
mind the boxed items on page 2.

A. First of all the completeness of the evidence needs to be checked. The
preceding sections have all looked For practical effects of course attendance 
in the way the officer manages, or his unit/department functions. There may 
be other, less tangible, effects (e.g. in stimulating further personal study, 
increased personal satisfaction or security greater prestige or promotion 
prospects) which are not necessarily reflected in changed performance. So 
the question arises:
5.1. Would you please state below what effects, if any, you believe

the course has had, other than those you have covered in sections 
I to IV? (If none please say rather than leaving the space blank)
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5.2. Are you satisfied that the principal effects of course attendance to 
date, as far as you can see them, have now been identified in your 
answers to sections I to and question 5.1. above ?

YES or NO (please circle)

5.3. Wo Id you say that these effects in total are 
Far less extens've 
Rather less extensive 2
About the same 3 (please circle)
Rather more extensive 4
Far more extensive 5

than you were expecting beforo the course? Please comment briefly 
on any major differences between what you were expecting and what 
happened in the event:

The direct cost of the training (covering accommodation, fees and R4A staff time) 
in the Oxford region is estimated at about £35 per course member per week and 
in the Wessex region about E9S per course member per week. To this may be 
added rational expenditure on the officer's salary (unlikely to be less than say 
£75 per week), which is "lost" in the sense that he is not available during the 
course to do his normal (or any other) work '̂or his organisation. Linked with 
this, there is a "cost" in the extra effort and inconvenience involved for the 
course member and others in preparations for the course, completing questionnaires, 
arranging for his duties to be covered etc. So the question arises:

5.4. In general do you expect to judge the work of a middle management 
training course primarily in financial terms (e.g. in savings made 
as a result of the training)?

YES or NO
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5.5. If no, then what is your primary criterion for judging the
worth of a middle management training course? (Please tick one box only)

a refreshing break from work .......  ...
career progress of the course member ......

Its contribution to: \ the image of the authority as
a good employer ..................................  I H

improved performance at work ...............
learning for its own interest............   |j

other please add here .....................

5.6. Overall would you judge, in the light of your evidence in sections I to IV 
and question 5 1 above, that the expenditure of time, effort and money 
in this case has so far been

not at a. completely
justified ^ — ----> justified

a) in the officer's current job performance 1 | 2 ; 3 ; 4
b) for his personal benefit 1 | 2 | 3 \4

c) in hiS'parent organisation's current 1 2  3 4
performance  1-1----1—

Now that you have reviewed the available evidence concerning the impact of the course 
attendance on job performance you may feel able to give an opinion on the factors 
which have helped or hindered therapplication<of course learning in improved 
management at the place of work If their influence can be assessed it should be 
possible to make firm recommendations on hbw the training system can be improved.

The list which follows has been compiled from interviews and discussions at an 
earlier stage of the research ad includes factors relating to the officer to 
the job, to the organisation and to the course. Each of them may work for or 
against the use of learning, and you are asked to place up to 3 ticks, signifying

this has had a minor influence
^  this has had a moderate influence
^  ̂ ^ t h i s  has had a major influence

in either the column 'This fact _ has helped"
or the column "This factor has hindered"

against any of the listed factor which you believe has been influential; one 
way or the other, on the applica ion of the course member's lea-̂ ning at work.
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Please leave the columns blank against factors which you cannot say have had 
any noticeable influence. For example, if you consider that tne course member’s 
level of motivation to make changes

This has 
HELPED 
tfié applicatio

i) has been high enough to be a moderate
influence helping him t : apply his 
learning, rate this item

(ii) has been ao low as to be a major influence
h nder^ng him rrom applying his learning 
rate thi, item

(iii) î  you cannot say it has had anj noticeable
influence then leave the columns blank

FACTORS WHICH MIGHT HELP OR HINDER THE OFFICER’S
APPLICATION OF COURSE LEARNING AT WORK
1. His basic mental agility (high or low)
2. The scope for changes provided by his Job 

(adequate or inadequate)
3. The support and guidance shown by his immediate 

superior (high or low)
4. The support of his immediate colleagues and 

subordinates ihigh or low
5. The time he has- available to make changes 

(adequate or inadequate)
6. The resources available tor necessary changes 

(adequate or inadequate)
7. The relevance of the course xo his job 

(high or low)
8. His evel of motivation to make changes 

(high or low)
9. His level of adaptability (high or low)
10. The general climate or atmosphere in the 

organisation (favourable or unfavourable)
11. His personal capacity to influence others 

(high or low)
12. His personal capacity to take initiatives 

(high or low)

This has 
HINDERED 

m of learning
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FACTORS V\HICH MIGHT HELP OR H NDER THE 
OFFICER’S APPLICATION OF COURS LEARNING 
AT WORK

This has 
HELPED 
the application

13. The interest in management ra ning 
shown by top management (strong or weak)

14. The level of adaptability of his 
colleagues (high or low)

15. His ' understanding of the processes of 
change (adequate or inadequate)

Others? Please add below and assess in the same way

16.

17.

There have been attempts during an earlier stage of the research to develop 
objective measures of the ear ing achieved during the course. However this 
was experimental and did not involve all the courses participating in the 
research.

This has 
HINDERED 

of lea ! ing

5.8. Would you therefore please indicate, by circling the appropriate figure, 
your assessment of the earning achieved on the course.
I cons der that the course member learned
very little indeed 1 i 2 i 3 t 4 a great deal OR place a tick 

in the box if 
you feel quite 
unable to judge 
this.

□
5.9. Please say below in your own words whether there were any particular

d fficulties in re-adjusting to the work situation after the end of the 
course or in relating the course lea ning to the management responsibilities, 
problems and opportunities of the job.
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5.10. Were there any post-course or post-module discussions between course 
member and immediate superior specifically about the course and i s 
relation to situations at work? Please circle;

YES or NO

.11. If yes, roughly how much time do you recall was devoted to such 
discussion(s)? Please circle:

(mins) ^ 15 or less i 30 i 45 i 60 i 90 \ 120 or more ̂

t.12. And did you find such discussion(s) generally

USEFUL or NOT? (please circle)

'‘',13. Was there any other form of follow-up to the course? Please circle:

YES or NO

"14. If yes please explain below -

- and say whether you believe this was generally

USEFUL or NOT (please circle)

5.15. Following the course, or between its modules, were any fresh tafeks or 
targets set, or any new respcnsbilities or assignments given to the 
officer, where the training was seen as relevant? Please circle:

YES or NO

5.16. If yes, please explain below -

- and say whether you believe this was generally
i

SUCCESSFUL or NOT (please circle
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5.17. Following che course, or between its modules, were any new ideas 
or suggestions for change proposed by the officer? Please circle

YES or NO

5.1b. If yes, please explain below -

- and say whether you believe such proposals were generally

SUCCESSFUL or NOT (please circle)

5.19. Were any special links made with other former course members in the 
organisation? Please circle:

YES NO

20. If yes? please explain below -

- and say whether you believe this was generally

USEFUL or NOT (please circle)

5 2:. uooking back on the total pre-course/course/post-course sequence, is
there anything you regret, or anything you wish you had done differently 
or would try to do if a similar situation occurred again?



This page is particular to the 
immediate superior and does not

26 appear in the officer’s version
Finally some questions about the officer’s job and the effect of the research
itself. The first five are for the immediate superior only
5.22. How long have you been the officer’s immediate superior?

less than one year 1
one, but less than three years 2 (pleasethree, but less than five years 3 ^ role)
five years or more 4 ^

5.23. Would you please indicate in general terms how often, in normal 
circumstances, you meet the officer in connexion with work?

more than once a day 1
generally once, on most days 2
two or three times a week 3 (olease
about once a week 4 circle)
once or twice a month 5
less often 6

Someone with an Internal personality orientation tends to attribute what happens 
CO him, e.g. successes and failures, to the results of his own actions and is 
therefore disposed to control his own life. By contrast someohe with an External 
personality orientation tends to feel that his life is controlled by luck or by 
more powerful people and events.
5.24. Would you say that the officer is generally inclined to have

or an orientation (please circle)
j---1 OR place a tick in the
I___I box if you feel quite

■ unable to judge this
Although matched control groups are not available in this research it remains 
important to compare the effects of course attendance with what might normally 
occur in the absence of a course. People develop, and their performance changes, 
through the experiences of everyday work, and you are asked to contrast the 
development of the officer since the beginning of the course with:
either a) his development over a similar period of time up to the 

beginning of the course (this is preferable if you have 
been his immediate superior for long enough) |___j

o£ b) the development since the beginning of the course of another
officer responsible to you who is also eligible for the course j |
but has not yet attended, (provided that his management  j
responsibilities are broadly comparable to the officer’s) please tick

one of the
.. . above boxes toThe question then is indicate which

5.25. Has the officer's development since the beginning of the OR^the^box^^**
course been below if you

far less extensive 1 are unable to
rather less extensive 2 choose either
about the same 3 | |
rather more extensive 4 (please circle)
far more extensive 5

than the development you have chosen for contrast at a) or b) above. PTC
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5.26. What is the name and post of the officer to whom you report?
(This is not for any purpose connected with the individual 
officer, but to enable the opinions of senior/top managers to 
be sought on whether any cumulative impact from middle 
management course attendances can be traced in the organisation)

Name

Post
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If evaluation is undertaken soon after a course, there may be too little 
evidence on which to base the necessary judgements: if undertaken long 
after the course, there may be problems in distinguishing the effects of 
the course from everything else that has happened. So the question arises:

5.27. How many months after the course do you judge is the best 
time to undertake the main evaluation effort?

less than three months 1
three, but less than six months 2
six, but less than twelve months 3
twelve, but less than twenty-four months 4 

twenty-four months or more 5

(please circle)

5.28. It is possible that effects of the training which were powerful
immediately after the course have faded since then. If so please 
describe them in your own words.

5.29 How difficult have you found it, in each section Of the questionnaire 
to distinguish the effects of the training course from other factors 
affecting the situation you were judging ? Please circle one figure 
against each section:

Section I (Skills and Knowledge) 
Section Û (Attitudes and Approaches) 
Section iïî(Projects and Action Plans)

Ve y Quite Neither 
Easy Easy Easy or

Section lY (Unit/Department Effectiveness) 1

Difficult
3
3
3
3

Quite Very
Difficult Difficult

4
4
4
4
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Members of different courses, and their immediate superiors, have been involved 
in this research to varying degrees, through questionnaires and/or tests and/or 
interviews. This has been vital for the research, but the question arises:

5.30. Have you personally f>und your involvement generally 

interesting? YES or NO
of value? W  or YES (please circle)

Î
an acceptable
claim on your t mé* YES or NO

Do you consider that the research has stimulated a greater degree of collaboration 
between course member and immediate superior before and after the course than 
would otherwise have been likely?

YES or NO

5.31. Do you have any concluding comments or suggestions not already made 
in your replies?

5.32. Roughly how long altogether has it taken you to complete this questionnaire? 
Please circle.

mins 1̂5 or less |30 [45 |60 |90 |120 or more^

5.33. Leaving aside any benefit to the research, do you regard that as

TIME WEL_ SPENT or NOT? (please circle)
5.34. Was the questionnaire DIFFICULT

IN BETWEEN
EASY to follow? (please circle)

5.35. Do you have any suggestions for its improvement in the event of its 
being used elsewhere?

THANK YOU VERY MUCH FOR COMPLETING THIS QUESTIONNAIRE AND FOR YOUR CONTRIBUTION TO 
THE RESEARCH AS A WHOLE. YOU WILL BE INFORMED OF THE RESULTS.



ATTACHMENT 3

YOUR PRE-COURSE QUESTIONNAIRE

Attached is the form you completed before the course, returned temporarily 
to assist you in making an accurate post-course assessment, as requested for 
section I of Attachment 2.

It was not easy to decide whether to return these pre-course assessments, 
since there is much to be said for making the post-course assessment "blind" 
i.e. without being influenced by the judgements made previously. On the 
other hand it is possible to be influenced as much or more by not seeing 
this form again: for example, if someone were sure there had been a rise 
in the level of competence but could not recall how he or she had rated it 
before the course, they might well give it an excessively high rating now 
to make sure the rise is evident. On balance the decision was in favour of 
returning the original assessments (under confidential cover of course) so 
that you could make full use of them if you wanted to, and to emphasise, 
through the advice boxed on page 2 of Attachment 2, the main pitfalls to be 
avoided in reaching the reasonable unbiased assessments on which the research 
depends.
Taking this reasoning further, it may be that you have good reason to modify 
one or more of the pre-course ratings. Other research has shown that this 
can legitimately occur when, for example, a course member finds from the 
course learning itself that he knew less (or more) than he had previously 
thought; or now understands the meaning of the words used in describing a 
skill more fully than when making the first assessment. If you find it 
necessary to "correct" any of the pre-course ratings in order to show 
accurately the comparison between pre and post course levels of competence, 
please do so conspicuously in a contrasting colour so that the adjustment is 
easily seen. In any case would you kindly return this pre-course questionnaire 
to me along with the completed Attachment 2 so that I have all the basic data 
until any queries from the computer analyses have been answered, after which all 
forms will be destroyed to preserve the confidentiality.
Please excuse any marginal notes marked on your questionnaires to assist sorting 
and coding.

Any additional comments or suggestions you made on these forms are being used 
in making recommendations about future evaluation methods.
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2  A P P C M i> Ï X  2 7  " ^
mis page is particular du the 
officer and does not appear in 
the immediate superior's version.

Finally some questions about the officer's job and the effect of the research i 
itself. The first five are for the officer only

5.22. How long have you been in a middle management post
(including before reorgannisation if the responsibilities 
were similar)?

less than one-year 
one, but less than three years 
three, but less than five years 
five years or more

(please 
circle)

5.23. How many months is it since you completed the middle management
course? (i.e. block 3 of the Wessex course or the second follow-up 
optional module of the Oxford course)

5.24.

(please
circle)

less than three months 1
three, but less than six months 2
six, but less than twelve months 3
twelve, but less than twenty-four months 4 
twenty-four months or more 5

Oxford course members only. Please place a in the | | alongside
the follow-up optional module(s) you have attended:

I Staff Selection | |
I I Budgetary Control | |
j JIndustrial Relations |
I "" I Chairmanship and Discussion Leading

Appraisal and Staff Development J
Inter-Personal Skills 
Office Management

5.25. Prior to the middle management course, had you attended any other 
management courses? Please circle:

YES or NO 
If yes, please indicate title(s) and length below:

5.26. What proportion of your job would you say is primarily managerial 
as opposed to professional or technical? Please circle:

4-
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
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OXFORD RHA MIDDLE MANAGEMENT COURSES: POST-TRAINING PERFORMANCE

The 86 course members who completed the pre-course (pink) questionnaire 
"How Is The Middle Manager Managing?" over the period•January 1976 to 
May 1977 were asked,in March 1978, to complete the post-course (pink) 
questionnaire "How Has The Middle Manager Been Managing Since The 
Course?" Fifty-three (62%) did so: of the 33 non-respondents, 4
refused, 20 gave no reason, 2 replied in general terms, 4 had left 
their authority, 2 had suffered long-term illness and 1 had died.

r-

Similarly, the 65 immediate superiors who completed the matching pre
course (blue) questionnaire were asked to complete the post-course (blue) 
questionnaire "How Has the Middle Manager Been Managing Since The Course?" 
which differed from the course member’s post-course (pink) questionnaire 
of the same name only on one page (p.26) which concerned the immediate 
superior’s contacts with the course member and view of his orientation 
and development by contrast with a "control". Thirty-four (52%) completed 
questionnaires were received: of the 31 non-respondents, 3 refused, 12
gave no reason, 4 replied in general terms, 8 had changed their own jobs 
or retired and 4 could not reply because the course member had left the 
authority. Twenty-five of the completed questionnaires were from the im
mediate superiors of 25 of the respondent course members, providing mat
ched pairs.

The questionnaire was designed to gather evidence of the effects of the 
course on work performance by searching systematically for changes in 
the four areas where the pilot stage of the research had suggested that 
performance might alter, namely:

Section I - in the individual officer’s competence in specific Management 
Skills and Knowledge as applied at work.

Section It - in his general Attitudes and Approaches to work.

Section IE - in the implementation of his Projects or Action Plans.

Section IV - in the overall Effectiveness of his Unit or Department.
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Judgements were also sought of the extent to which any such changes could 
be attributed to the course rather than to other factors (such as grow
ing experience in the job, n ^  responsibilities, other types of training, 
etc.) to which attention was drawn in each section. Respondents were 
in addition alerted to, and reminded of throughout the questionnaire, 
potential sources of bias to guard against in their replies (see boxed 
comments on p.2).

In the light of all such evidence, section V asked for a judgement of 
the quality and value of the course in retrospect, in the light of criteria 
which emerged at the pilot stage. It also sought information and opinion 
on associated matters, including factors which helped or hindered the 
application of learning at work, follow-up of the course, and the impact 
of the research itself.

The data are analysed below within each of these 5 sections.

Section I; The Officer’s Competence in Specific Skills and Knowledge

The mean ratings by these 53 course members of their own, and by these 
34 immediate superiors of their subordinates’ (course members’), post
course level of competence in each of 26 characteristics of managerial 
skill and knowledge are shown in Table.22 /Figure 51 and Table 24/Figure 
S2 respectively.

This section is directly comparable with the corresponding pre-course 
questionnaire, thus providing a before-and-after comparison, although 
provision was made (but rarely used) for the retrospective revision of 
pre-course ratings. The major difference between the pre-course quest
ionnaire and section I of the post-course questionnaire is the addition 
in the latter of a column to attribute any change in the level of comp
etence to a greater or lesser extent to the course. These tables and 
figures are therefore able to indicate the extent to which changes in 
performance are attributed by respondents to the course rather to other 
factors, by using the percentage of respondents who rated any such 

difference in performance as:
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M ... probably due more to the course than to other factors 
or A ... might have occurred anyway but has probably been accelerated 

by the course, (see p.4 of the questionnaire).

These two categories, which constitute judgements that there has been 
some noticeable contribution by the course to performance change, are 
jointly described throughout the questionnaire analysis as a percentage 
attribution of the change "notably" ta the course, by contrast with the 
percentage of respondents who rated any such difference in performance 
as :

r

L ... probably due less to the course than to other factors 
or X ... no explanation of this difference can be offered.

The levels of competence are standardised for different pre-course levels 
by expressing them as percentages of maximum competence (8 on the 1-8 scale); 
and the histograms are designed to display the three features which this 
section is primarily concerned with:

the perceived levels of competence before the course, and their 
variation
the perceived changes in these levels after the course, and 
their variation
the pro,portion of these changes attributed notably to the course, 
and their variation.

By "variation" is meant, throughout the questionnaire analysis, the observable 
differences between the characteristics, and between the perceptions of 
course members and of their immediate superiors. Potentially such data 
can be arranged to show variations between courses, and between regions.

Thus, for the course members’ self-ratings, it can be observed from figure 
51 that there are considerable variations between the increments of 
post-course competence judged to have been added to the pre-course levels 
of competence. The extra competence attributed notably to the course is 
greatest in the "management of people" group of skills, (particularly in 
selection interviewing and industrial relations); rather less in the 
"communications" group (although committee and group work represent a 
strong course impact); less still in the "organisation of work" group 
(although improvements in office management - the full definition of 
which includes the effective use of time - are substantially attributed 
to the course) and the three (unrelated) areas of "knowledge" not subsumed
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in the skills; and least in the "resource management" group.

The immediate superiors’ratings of course members’ performance changes 
attributable to the course (figure S’Z) are marginally (3.3%) higher than 
those of course members but it can readily be seen that they are more 
evenly spread between the skill groups, although that for "resource 
management" remains far the lowest. Selection interviewing, industrial 
relations and committee and group work remain high amongst attributed 
changes, but within the "organisation of work" group are joined by 
the analysis of working methods rather than office management.

As can be deduced from comparison of tables23 and 24-immediate superiors 
took almost the same cumulative view as did course members themselves 
of the letters’ post-course competence and the attribution of pre to 
post-course changes to the course. The mean of the column 1 means for 
immediate superiors (5.27) is 98.5% of that for course members (5.35), 
and the mean of the column 5 means for immediate superiors (56.0%) is 
97% of that for course members (57.5%).

The residual "training needs remaining" are not summarised in the tables 
because, following the provision of a 4 - point scale for the post-course 
questionnaire at the request of numerous pre-course respondents who 
found the original 3 - point scale (none, minor, major) too restricting, 
there is strictly no basis for comparison. It is, however, worth record
ing that, using the 4 - point scale (none, minor, moderate, major),only 
4 management skills were shown as major training needs after the course 
by 5 or more (i.e. lO%)of the 53 respondent course members :

appraisal and counselling' (5)
industrial relations (5)
public speaking and public

relations (6 )
budgetary control (7)

Two of these were amongst the 8 major training needs judged to remain 
amongst course members by 3 or more (i.e. 10%) of the 34 respondent 
immediate superiors:

leadership (3)
selection interviewing (4)
appraisal and counselling (6)
training and development (3)
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industrial relations (6 )
explaining policy (3)
report writing (4)
liaison with other departments (3)

Section IT: The Officer’s General Attitudes and Approaches to Work

The mean ratings by 52 of the 53 course members of changes in their ov/n,and 
by 31 of the 34 immediate superiors 'of changes.-in .their subordinates’, 
attitudes and approaches to work under 18 headings are shown in Table 15" 
and Table 26 respectively.

This section has its origin in evidence from the pilot stage of the 
research that training of the kind under study can sometimes produce 
changes at a deeper and less specific level than the skills and know
ledge areas covered by section I. Such changes may well not be the 
subject of stated learning objectives and are often seen to have.taken 
place only in retrospect, so that pre-course measures are not available; 
but the resulting list consists of qualities, attitudes of mind and 
ways of approaching managerial activity which are often valued highly 
as underlying more tangible achievements.

The tables incorporate the judgements of respondents on how fqr any 
improvements in .these characteristics can be attributed to the course 
rather than to other factors (see questionnaire p.11). The histograms 
are thus designed to display the two features which this section is 
primarily concerned with:

the perceived changes since the course in the display of these 
characteristics,and their variation
the proportion of these changes attributed notably to the course, 
and their variation.

The nature of these data, which concern course-attributed improvements 
from an unknown pre-course position, and without any evident standard of 
maximum performance, preclude their presentation in the format of 
figure 51 and require a different type of scale for tables25 and 26.

Thus, for course members’ self-ratings, it is evident from table 25 that
a substantial proportion of the perceived change is attributed to the 
course (between 50% and 75% throughout the list - see col. 2 - except
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for Al4 Sensitivity to Others’ Feelings, where the lowest pre to post- change
courseyis recorded). The 6 principal courre-attributed improvements 
were in:

the level of self-confidence 
using time to maximum advantage
considering the wider implications before making décisions
judgement of essentials and priorities using a team approach to management
questioning existing assumptions and ways of working.

The immediate superiors’ ratings of course members’ changes followed a 
broadly similar pattern, 4 of the improvements cited above finding a 
place in the ô principal course-attributed improvements. S<3cLf~confid<.iKc^ 
remained particularly prominent, and sensitivity to others’ feelings 
was again the characteristic least affected by the course. (Since the table 
is concerned entirely with change it is possible that certain attributes 
already possessed to a high degree before the course would leave little 
room for improvement, as was pointed out by several respondents).

As can be deduced from comparison of tables 2 5  and 2 6 ,  immediate
superiors largely confirmed course members’ cumulative view of the extent 
of these changes and their attribution to the course. The mean of the 
column 1 means for immediate superiors (0.692) is 81% of that for course 
members (0.854), and the mean of the column 3 means for immediate superiors 
(58.7%) is 94% of that for course members (62.6%).
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Section HT: Projects and Action Plans

Forty-one of the 53 respondent course members (77%) recorded one or 

more plans made to apply their course learning to specific problems 

or needs at work- Table 27 shows the total number of projects and 

plans made, the mean extent of their achievement and of their attr

ibution to the course rather than to other factors, summarising the 

replies to question 3.3 of the questionnaire.

Complementary to this, 11 of the 34 respondent immediate superiors. 

(32%) recorded one or more plans they knew of for course members to 

apply their learning in such ways, and table 27 also gives the same 

range of information from the perspective of immediate superiors.

This section thus moves the focus of attention from the officer’s 

generalised skills and knowledge (section I), and attitudes and 

approaches to work (section U), such as might be evident in a wide 

variety of situations over an extended period, to the officer’s 

intentions to apply his abilities to specific work issues. This 

had been encouraged, during the courses being studied, as a means 

of reinforcing and applying the learning.

No attempt has been made to assess the size and difficulty of the 

projects and action plans, nor is there any direct indication of 

what would constitute excellence or optimal performance in this area, 

but the histograms are designed to display the three features with 

which this section is primarily concerned:

the number of projects and action plans made 

the extent to which they are achieved
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the degree to which these achievements are attributed 

notably to the course.

From examination of the two sets of summary figures in table 27, 

the most striking feature is the very limited evidence offered by 

immediate superiors concerning the making of plans by course mem

bers by comparison with that offered by course members themselves 

(l8 plans cf. 88 plans, from 11 cf. 41 persons).

The small number of immediate superiors completing this section by 

recording a plan makes precise interpretation difficult, but the 

data are consistent with evidence, from pilot stage interviews and 

observation, that although work projects and action planning are 

strongly commended during the course they do not greatly involve 

immediate superiors. The 88 plans made by course members were very 

diverse, but the most frequently mentioned - office procedure imp

rovements (ll), better use of personal time (lO), and the writing 

of job descriptions (9) - are relatively modest, generally within 

the officer’s own direct influence, and unlikely to require specific 

support from more senior staff. Compatible with this were 29 rep

lies by immediate superiors to the initial question 3.1 which asked 

whether any plans were made to apply the learning to particular 

problems or needs at work, to which lO (35%) replied Yes, 12 (4l%) 

replied No, and 7 (24%) replied Don’t know. Explanations of No and 

Don’t Know responses(question 3.2) indicated that a low priority had
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been accorded to this aspect of the training once course members
t u t o r s

had returned to work, despite some pressureyto make commitments to 

specific plans before the end of the course.

Amongst factors stated to have helped the Implementation of plans 

(question 3.4) the most frequently mentioned, both by course members 

and immediate superiors, were supportive relationships with senior 

staff, colleagues and subordinates; followed by the stimulus pro

vided by the course itself. Amongst factors cited as having hindered 

such implementation the most conspicuous, for course members and 

immediate superiors alike, was shortage of resources (time, staff and 

money); followed by passivity or opposition from senior staff, col

leagues and subordinates.

With regard to the contribution, if any, from this particular aspect 

of the course (question 3.5), 19 sets of comments were made by course 

members. These laid emphasis on the way in which their projects and 

action planning had provided a disciplined structure for seeking im- 

provements; had encouraged the setting aside of time for development 

despite work pressures; had produced a more realistic assessment 

of what they could and could not achieve by managerial action; and 

had created opportunities for mobilising the potential of other staff 

towards the objectives aimed at. Summaries of the course members* 

and immediate superiors* judgements of the overall benefit deriving 

from this aspect of the training are at f i g u r e  53, but the small 

number of respondent immediate superiors should be noted.
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SectionlV: Effectiveness of the Officer*s Unit/Department

Thirty of the 53 respondent course members (57%) recorded one or more 

changes in the overall effectiveness of their units or departments 

which they attributed in some degree to the course. Table 28 shows 

the number of these changes, classified under seven broad headings, 

and the extent of their attribution to the course rather than to 

other factors.

Similarly, 22 of the 34 respondent immediate superiors (65%) rec

orded such changes and table 2? provides the same range of information 

from their perspective.

The question addressed in this section is therefore not "is the in

dividual officer managing better as a result of his training?" but 

"is his unit or department any more effective as a result of the 

training?" It has in common with section HI a focus on work achieve

ments but searches for evidence of improved organisational function

ing of a broader and more permanent nature. Again there is no at

tempt to define any standard of optimal unit/department functioning 

or to assess the size or difficulty of the recorded changes, which 

were sought only where course attendance was judged to have made 

some contribution, directly or indirectly, to department effective

ness. The histograms are, however, designed to display the two 

features to which this section is chiefly devoted:

the number of changes achieved in various aspects of unit/ 

department activity on which the course is judged to have 

had some impact.

the extent to which such changes are attributed notably to 

the course.
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lt is apparent from study of tables 2S and 29 that improvements in 

staff relationships and the use of resources represent, for both 

groups of respondents, the principal areas of unit/department 

functioning which are seen to have benefited ; from the officers* 

course attendances. The immediate superiors, however, perceived 

rather fewer such changes (mean 3.7 per respondent) than did the 

course members (mean 4.4 per respondent) and attributed them less 

readily to the course (50% cf. 75%).

Summaries of course members * and immediate superiors* judgements of 

the benefit deriving from course attendance for the overall effect

iveness of the parent organisation are at figure 5̂4-, indicating that 

slightly more than half of the course members, and slightly fewer 

than half of the immediate superiors (52% and 46% respectively) rated 

this benefit above the mid-point of the 4 - point scale used.

Section V; Impact and Value of the Course

The aim of this section of the questionnaire was" three-fold:

A to complete the evaluation by seeking judgements of value

in the light of the evidence gathered in the preceding four 

sections, and with knowledge of the training costs.

B to ask respondents to assess the factors which have helped

or hindered the application of the learning in work perr
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formance during the period since the end of the course.

C to gather relevant information about course members’ work 

and about the impact of the evaluation research itself on 

respondents.

The summarised replies are presented in these 3 groupings.

Group A Judging the Evidence

Question 5.1 asked what effects, if any, the course was believed 

to have had, other than those covered in sections I to IV.

Twenty of the 53 respondent course members (42%) referred to additional 

training effects, although many were re-affirmations in other phrase
ology of effects already recorded in previous sections, e.g. greater 

understanding of the NHS (section I, question K2), growth of self- 

confidence (section IT, question Al). Additional effects cited by 

more than one respondent were:

the opportunity for personal stock-taking 4 mentions

inspiration for further efforts at work and 

study 4 mentions

greater job satisfaction 2 mentions

reassurance that existing practices are sound 2 mentions

These items might of course have attracted further endorsements if 

they had been offered as part of a check-list of possible additional 

training effects.

The equivalent information for immediate superiors is that additional 

effects were referred to by 13 (38%) of the 34 respondent immediate

superiors. Those cited in more than one reply were:
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a broader perspective on the officer's role 6 mentions

a powerful mental stimulus for the officer 2 mentions

the opportunity for personal stock-taking 2 mentions

Thereafter it was important to check whether the evidence was now com

plete and question 5.2 asked whether the principal effects of the course 
attendance had now been identified in the respondent's answers to sections 

1 to 4 and question 5.1. 96% of the 48 replies from course members, and

93% of the 30 replies from immediate superiors, were Yes, thus substan

tially confirming that the training effects had now been covered to 

respondents' satisfaction.

In reply to the following question 5.3 concerning how extensive these 
effects were in total by comparison with respondents' pre-course expec

tation, of 51 course members 33% said they were rather more or far more 

extensive than expected, 53% about the same as expected, and 14% rather 
less or far less than expected; the mean was 3.18 on a 1 (far less exten

sive) to 5 (far more extensive) scale. See figure 55.

Of 30 immediate superiors answering this question, 13% said the effects 

were rather more or far more extensive than expected; 57% about the same 

as expected; and 30% rather less or far less than expected. The mean 

was 2.77 on the 1 to 5 scale. It is evident that satisfaction with the 

extent of course effects was greater for course members than for the 

immediate superiors: one-seventh of the former, compared with almost

one-third of the latter, indicating that the effects did not come up to 

their expectations. The 19 course members and 10 immediate superiors 

who offered comments about discrepancies between expectations and outcomes 

were in approximately equal numbers from the "more extensive than expected"
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and "less extensive than expected" groups; but course members respond

ing all attributed discrepancies to the strengths or weaknesses of the 

course, whereas immediate superiors replying offered explanations in 

terms of the characteristics of the course members and the work situation 

they faced.

This part of section 5 went on to explore the criteria on which respon
dents' judgements of these courses were based; and question 5.4, after 

setting out the financial costs of the training (in this region £35 per

course member per week: see chapter 6 for detailed break-downs), asked

whether respondents expected to judge its value primarily in financial 

terms, for example in economies made as a result of the training. This 

was denied strongly by both course members (92% of the 51 replies were 

No) and immediate superiors (all 100% of the 31 replies were No). This 
rejection of the strictly economic criterion had important implications 

for any effort to evaluate training as a comparison of financial costs 

and financial benefits, since it is apparent that other standards were

dominant in judging the worth of these courses.

Accordingly the next question 5.5 required respondents to select one 

only from a list of 5 possible criteria (derived from pilot interviews) 

for judging the worth of a middle management training course.:

1. a refreshing break from work

2. career progress of the course member

3. the image of the authority as a good employer
4. improved performance at work

5. learning for its own interest

with provision for other criteria to be added by respondents. (Five others 

were suggested, each by one respondent only: the wealth of experience
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gained; the breadth of the officer’s perspective on his own work; the 

maturity of the officer's outlook; and the general benefit accruing to 

the authority from development of the officer's potential). This was a 

forced choice of one option only, which tends to de-emphasise the place 

of others in a hierarchy of criteria, but of the 49 replies from course 

members 43 (88%) selected item 4 (improved performance at work) as the 

primary criterion, leaving 1 for item 1, 3 for item 2, and 2 for others 

referred to above. And 27 of the 31 respondent immediate superiors (87%) 

also selected improved performance at work as their primary criterion, 

leaving 1 for item 2, and 3 for others referred to above.

This very firm emphasis, from course members and immediate superiors alike, 

on improved performance at work as the predominant criterion for valuing 

the effects of training of this type gave support to the rationale of the 

questionnaire as a whole. In searching for evidence of work performance 

improvements attributable to the courses, rather than adopting other 

possible approaches (e.g. monitoring subsequent career progress, looking 
for direct financial benefits, or relying on participants' retrospective 

opinions of the courses), the research was broadly aligned with the cri

terion of judgement preferred by course members and immediate superiors 

themselves.

Finally in this part of section 5, now that respondents had considered 

both the evidence on course effects which they had provided, and the 

criteria for assessing its worth which they selected, it was possible to 

invite them, in question 5.6, to judge how far the expenditure of time, 

effort and money had been justified to date in the particular case they 

were considering. The replies are summarised in figures 56 and 57.
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This is arguably the culminating question in this final section in that 

it dealt directly with the question of value in the "currency" preferred 

by respondents, i.e. did the resulting work performance justify the 

resources devoted to the course? It is apparent from comparison of 

figures 56 and 57 that, for all three of the criteria suggested, the 

immediate superiors considered the expenditure of time, effort and money 

generally a little less justified than did the course members (the three 

means for the immediate superiors are between 86% and 92% of those for 

the course members). The extent of justification was highest, for both 

groups, against criterion b) "for personal benefit" (e.g. for individual 

learning and career development); but it is evident from answers to the 

previous question 5.5 that this was not the primary criterion for judg

ing the value of the training, so that the criteria of work performance 
a) of the individual, and c) of the organisation,remain the vital ones.

Totalling the pairs of percentages either side of the mid-point line it 

may be seen that 52% and 42% of the immediate superiors placed their ratings 

above the mid-point for justification in individual and organisational 

performance respectively, compared with 71% and 66% of the course members. 

Looked at from the opposite perspective, there were evidently some reser

vations on the part of about a half of the immediate superiors, and about 

a third of the course members, concerning the justification of course 

attendance in terms of work performance effects, particularly at the 

organisational level.
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Group B: Helps and Hindrances in the Post-Course Period

This part of section 5 was aimed at securing information and opinion on 

the factors which influenced the application of course learning in improved 

management at the place of work.

First, respondents were asked in question 5.7 to rate the extent (if any) 

of the influence of 15 factors on the application of their learning to 

their work performance, by placing up to 3 ticks thus: 

this has had a minor influence

this has had a moderate influence

this has had a major influence

in either the column "This factor has helped" or the column

"This factor has hindered"; alternatively to leave the column blank if no 

influence has been noticed. Replies were weighted 1, 2 or 3 points by the 
number of ticks, and standardised by conversion to a percentage of the 

maximum points available. These were taken to be 138 for course members 

and 81 for immediate superiors, since a total of 46 and 27 respondents 

respectively answered this question. Each of the factors could help or 
hinder the application of learning, so the direction, as well as the extent, 

of the influence of each is indicated in tables 30 and 31 by placing the 

bar across the line dividing Helps and Hindrances according to the propor

tion (expressed as a percentage) which the weighted points (also shown) 

on either side bear to the maximum possible points.

From these two tables it is apparent that the majority of course members 

and immediate superiors were agreed in regarding shortages of time and 

resources for making necessary changes as by far the major hindrances to 

the application of the course learning at work; but that some course 

members saw obstacles also in the inadequate scope for change provided
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by their jobs, in the unfavourable climate of their organisation, in the 

weak interest in management training shown by their top management, and 

in the low adaptability of their work colleagues.

With regard to the helpful aspect of the fifteen factors considered, it 

is possible to group these into:
items 1, 8 , 9, 11, 12 and 15, relating chiefly to the Officer 

items 2, 5 and 6, relating chiefly to the Job

items 3, 4, 10, 13 and 14, relating chiefly to the Organisation 

item 7, relating chiefly to the Course

Study of the questionnaire definitions is necessary to clarify the nature 

of these factors and the classification is inevitably somewhat arbitrary, 
but it is notable from a comparison of the mean percentages for the 4 groups 
above that the Officer-related group was rated highest,and the Job-related 

group lowest, of the helping factors in the judgement of both course members 

and immediate superiors. Between these extremes (Officer, 54% and 53% res

pectively; Job, 20% and 26% respectively) came the ratings of the Course- 

related item and the Organisation-related group by course members and 

immediate superiors (Course, 43% and 35% respectively; Organisation, 41% 

and 42% respectively).

The broad picture to emerge from responses to this question is therefore 

of immediate superiors agreeing with course members' views of their efforts 

to use the course learning as substantially aided by their own abilities, 

bur constrained by the limitations in the scope and resources of their job : 

organisational factors, whilst generally helpful, were found to be a hind

rance by a minority of course members.
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Provision was made for other helping and hindering factors to be 

added by respondents but, of the four replies, none represented 

an additional factor - although one made a distinction between the 

support given by immediate colleagues and that by subordinates 

(item 4).

The following question 5.8 asked for an assessment by respondents 

of the learning achieved on the course. Whilst this would inevit

ably by subjective and retrospective it was considered important 

to obtain this reflective view of the learning achieved overall 

in order to complement the limited experiments with objective 

learning tests undertaken elsewhere in the research. Replies 

are represented in figure 58, from which it can be seen that a 

substantial majority of course members, and a much smaller majo
rity of immediate superiors, believed that at least a good deal of 

lèarning had been achieved on the course (89% cf. 58% of respon

dents rating above the mid-point).

A question 5.9 was then asked enquiring whether there were any 

particular difficulties in re-adjusting to the work situation 

after the end of the course. This brought answers from 13 of 

the course members (25%) who described their difficulties chiefly 
in terms of frustrations arising from lack of encouragement 

(4 mentions), from finding the learning irrelevant to their work
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problems (3 mentions), and from resistance to new ideas (3 

mentions), although 2 of the 13 said they had found advantage 

in a gradual approach to the introduction of changes after 

returning to work. Six immediate superiors (18%) also replied 

to this question, and made the same general points as the course 

members.

There followed a series of questions aimed at establishing the 

extent to which aspects of good practice had been observed in 
the period of follow-up to the course.

Question 5.10 asked whether there were any post-course or post

module discussions between course member and immediate superior 

specifically about the course and its relation to situations at 

work; for those replying Yes, question 5.11 asked approximately 

how much time was devoted to such discussion, and question 5.12 

asked whether this was generally useful or not. Of the 52 re

plies from course members 29 (56%) were Yes, and 23 (44%) were 

No. Of the 31 replies from immediate superiors, 24 (77%) were 

Yes, and 7 (23%) were No. The estimated duration of discus

sion is shown on figure 59 for course members and immediate supe- 
not leff than

riors, with means ofy41 and 47 minutes respectively. Twenty—six 

(90%) of the course members and 20 (87%) of the immediate 

superiors found such discussion generally useful. From replies
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to these questions a difference of perception is apparent between 

course members and immediate superiors about whether post-course/ 

post-module discussions took place, insofar as about three-quarters 

of the latter, but only a little more than one-half of the former 

(56% cf. 77%) answered in the affirmative. However, where such dis

cussions did take place they were widely regarded as useful and some 

were of substantial length, 40% of the course members and 48% of the 

immediate superiors recalling durations of at least 45 minutes.

Question 5.13 enquired whether any other form of follow-up took place. 

Of the 47 respondent course members 16 (34%) replied Yes and 31 (66%) 

replied No: the equivalent response from 30 immediate superiors was

6 (20%) Yes and 24 (80%) No. All but one, in each case, of those who 
replied Yes stated that they had found such follow-up generally useful. 

The open question 5.14 which followed asked for explanation from the 

positive respondents, who were in the minority. Five of the 13 course 

members’ replies referred to the choice of modules which followed the 
foundation course and 3 (all from the first of the courses studied) 

mentioned reminder cards (on good practice in management) which the 

regional training department mailed at intervals to former course 

members at that time: the other, single, references were to a tutorial

visit, a local personnel department enquiry, and a report on the course 

required by a District Nursing Officer. Of 5 explanations offered by 

immediate superiors, 2 concerned the optional modules, 2 referred to 

action planning jointly with the course member, and 1 to the reminder 

cards.

In question 5.15, respondents were asked whether, following the course 

or between its modules, any fresh tasks or targets had been set, or any
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new responsibilities or assignments given to the officer, where the 

training was seen as relevant. Of the 48 course members who replied,

17 (35%) said Yes (citing a variety of additional work tasks in response 

to the open question 5.16 asking for explanations, 12 of them regarding 

this task-setting as generally successful), and 31 (65%) said No. Of 

the 29 immediate superiors replying, 12 (41%) said Yes (illustrating 

this with various extra responsibilities, 10 of them regarding this 

task-setting as generally successful), and 17 (59%) said No.

Respondents were asked in question 5.17 to say whether, following the 

course or between its modules, any new ideas or suggestions for change 

had been proposed by the officer. Forty course members replied: 23 of

them (58%) said Yes and 17 (42%) said No. Illustrating this in response 

to the open question 5.18 which asked for explanations, the positive 

respondents referred to a range of proposals for improvement in patient 

services, staff development, administrative and communications systems; 

and 20 of the 23 regarded these as generally successful. Twenty-eight 

immediate superiors answered this question: 13 of them (46%) replied

Yes and 15 (54%) replied No. The examples given by the positive res

pondents included a variety of improvements in department organisation, 

liaison with other services and managerial practices; and 9 of the 13 

regarded these proposals for innovation as generally successful.

Question 5.19 enquired whether any special links were made with other 

former course members in the organisation. Of the 47 course member 

respondents 8 (17%) replied Yes and 39 (83%) replied No. All 8 of 

those who had made such links regarded them as generally useful and, 

in responding to the open question 5.20 which asked for explanations,  ̂

cited improved contacts with (and help from) members of other professions
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in the parent organisation who had attended the course, a valuable 

shared understanding between former course members when facing common 

problems, and fresh stimulus and reinforcement of the learning arising 

from continuing contact with former course members in the organisation. 

Of the 24 immediate superiors who replied to this question, 5 (21%) said 

Yes and 19 (79%) said No: all 5 of the positive respondents regarded

these links as generally useful, explaining them chiefly in terms of 

improved inter-professional relationships.

The final question 5.21 in this group B of section 5 asked respondents 

to look back over the total pre-course/course/post-course sequence and 

to say whether there was anything they regretted, or wished they had 

done differently, or would try to do if a similar situation occurred 

again. Of the 22 course members who replied to this question, 10 (45%) 

specifically stated that they had no such second thoughts, whilst 12 

(55%) expressed regrets of considerable diversity. Only the regret at 

not having prepared more carefully, with 4 mentions, showed any con

sistency; for example one wished he had attended before becoming a 

middle manager, another wished he had obtained more experience as a 

middle manager before attending; one felt he should have refused to 

attend, another would have liked to attend the same course again.

The same question was answered by 26 immediate superiors, of whom 10 

(38%) said they had no such second thoughts. The’'remaining 16 (62%) 

showed much more consistency than the course members insofar as, with 

the exception of 2 (regrets that the work situation had become specially 

unsettled at the time of the course, and that no practical project had 

been set during the course) all wished they had provided more positive 

support for the course member before or after the course, for example
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by giving more time for joint preparation, by finding out more about 

the course objectives and methods, or by putting the course member's

enhanced abilities to better use. There was one reference to the

questionnaire stimulating a more satisfactory de-briefing than had 

previously taken place, and another to the respondent's intention to 

remedy these deficiencies for future nominees.

The broad picture which emerges, from this series of questions con

cerning features that might be expected in a positive approach to the 

follow-up at work of returning course members, can be summarised by 

comparing the percentages of affirmative replies from respondent 

course members on the presence of the following:

course members immediate superiors 
post-course/post—module discussions ' 56% 77%

other forms of follow-up 34% 20%

new tasks set 35% 41%

new ideas proposed * 58% 46%

links with other former course members 17% 21%

Whilst a slight majority of these course members confirmed that there

had been post-course discussions, 60% of them had been for 30 minutes

or less. A slight majority of course members also put forward proposals 

for workplace improvements. For more than 40% of course members, however, 

there were no such basic symptoms of post-course activity and that pro

portion increased to over 60% for the other indicators used. Moreover 

the respondent immediate superiors, although they had taken part in a 

higher proportion of post-course discussions, in general regretted having 

devoted too little effort to both preparation and follow-up. But where 

attempts were made to use the post—course practices illustrated, they 

were very widely regarded as helpful.
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It is apparent that the predominant approach to following up the return

ing course member, for the purpose of aiding the application of what he 

had learned to his workplace activities, was far from comprehensive.

Group C: The Officer's Job and the Effects of the Research

This final group began with some questions of fact which were addressed 

only to the course members.

In reply to question 5.22, which asked how long the officer had been in 

a middle management post at that time (April 1978), the 50 respondents 

answered as in figure 60, which indicated a particular a mode of 3-4 

years as a middle manager. (By deducting from these data the periods 

from the beginning of each course to April 1978, when this questionnaire 

was completed, it was possible to calculate approximately how long each 

respondent had been a middle manager at the start of his course, and 

thus to help the testing of relevant hypotheses).

The following question 5.23 enquired how many months had passed since 

the officer had completed the course, which in Oxford entailed attend

ing a choice of (normally two) optional follow-up modules at varying 

times after the foundation module. The 43 respondents answered as in 

figure 61, which shows that 70% had completed the course at least 12 

months previously. Seen in conjunction with the answers to question 

5.27 (below), in which 92% of course members (and 94% of immediate 

superiors) judged that the main evaluation effort should take place  ̂

less than 12 months after the end of the course, it is apparent that



- 2 5 a -
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the majority of course members would have preferred to complète the 

questionnaire sooner after their training.

The optional modules which course members had attended were the subject 

of question 5.24, 42 respondents indicating their total attendances 

thus :

Staff Selection 11 (14%) Appraisal/Staff Development 9 (12%)

Budgetary Control 6 (8%) Inter-personal Skills 9 (12%)

Industrial Relations 24 (32%) Office Management 9 (12%)

Chairmanship 11 (14%)

This represented a mean of 1.81 attendances per respondent. Although 

the availability of modules was influenced by other factors than just 

demand, the concern for greater proficiency in Industrial Relations was 

very apparent: this was the greatest pre-course training need, in the

judgement of course members and immediate superiors alike (see tables 

19and 20).

Question 5.25 asked whether course members had, prior to the middle 

management course, attended any other management courses. Of the 51 

respondents, 30 (59%) said Yes, and their replies to associated requests 

for information showed that all but 3 of these 30 had attended first- 

line management courses of at least 2 weeks' duration, such as are 

widely available in the NHS particularly for nursing managers at ward 

sister level. Twenty-one replies (41%) were No.

Respondents were asked in question 5.26 to judge what proportion of 

their job is primarily managerial as opposed to professional or technical,
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and the 51 replies are summarised and presented in figure 62. It may 

be seen from this figure that approximately one-third of responses were 

below, and two-thirds at or above, a 50% managerial proportion of the 

job.

Complementary to this set of questions addressed solely to course 

members was a set for immediate superiors only.

Question 5.22(B) to immediate superiors asked how long they had been 

in that relation to the course member. The 30 respondents answered 

as in figure 63, from which it may be seen that 90% had been the 

immediate superiors of course members for from one to four years 

inclusive: partnerships of longer duration were few in number, which

is to be expected in the NHS given the rather mobile pattern of career 

development, further emphasised by the additional staff changes con

sequent upon the reorganisation of 1974.

Question 5.23(B) enquired of the immediated superiors how often they 

normally met the course member in connection with work. The 30 replies 

are depicted in figure 64, which indicates that some two-thirds had a 

frequency of work contact greater than once a week. However, the varied 

pattern of contacts is of additional interest in showing up the existence 

of two equal-size groups at the opposite ends of the scale. The fact 

that 1 in 5 contacts were as frequent as more than once a day, whilst 

another 1 in 5 were as infrequent as once or twice a month, suggests 

the existence of a very different balance between the autonomy and the 

support available to course members from these two groups of immediate 

superiors, and the potential need for a very different approach to 

follow-up.
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The next question 5.24(B) asked immediate superiors to judge whether 

the course member was generally inclined to have an internal or external 

orientation, or to so indicate if they felt quite unable to judge this.

(As outlined in the immediate superior's (blue) post-course questionnaire, 

someone with an Internal personality orientation tends to attribute what 

happens to him, e.g. successes and failures, to the results of his own

actions and is therefore disposed to control his own life: by contrast

someone with an External orientation tends to feel that his life is 

controlled by luck or by more powerful people and events). Of the 31 

replies^ 20 (65%) selected the Internal choice, 9 (29%) the External 

choice, and 2 (6%) felt unable to judge. This judgement was wanted 

in order to test for any relationship between the effects of the course 

and the course member's general outlook in this respect.

Following this, immediate superiors were asked to contrast the develop

ment of the officers since the beginning of the course with either

A. his development over a similar period of time up to 

the beginning of the course; or

B. the development since the beginning of the course of 

another officer, responsible to the same immediate

superior, who was also eligible for the course but

had not yet attended, provided that his manaement

responsibilities were broadly comparable to the 

officer's. .

This represented an attempt to introduce a measure of'tontrol" comparison 

(given the impossibility of obtaining matched pairs of middle managers 

for a controlled experiment on the impact of the courses) and the ques

tion was answered by 23 immediate superiors as in figure 65. The middle 

position of the scale ("about the same") was chosen by 8 (35%) of the
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respondents, 5 (22%) judging that the development had been rather less 

extensive than the development of the "control" over a similar period, 

and 10 (43%) judging it to have been rather more or far more extensive.

The relatively small number of respondents needs to be borne in mind in 

interpreting this result.

For the remainder of the questionnaire, which concerns the impact of 

the research on respondents themselves, all questions were put to both 

course members and immediate superiors.

In question 5.27 respondents were asked to judge how many months should 

elapse after the end of the course before the main evaluation effort is 

undertaken. The replies from 51 course members and 32 immediate superiors 

are shown in figure 66, from which it'is evident that the immediate supe

riors advocated a rather earlier main evaluation than the course members 

(50% cf. 27% in favour of less than 6 months), but that the preferred 

period 6-12 months was the mode for both groups.

A question 5.28 was then posed asking for description of any training 

effects which were powerful immediately after the course but had sub

sequently faded. This attracted a small number of replies (6 from 

course members, 2 from immediate superiors), the main tenor of which 

was that enthusiastic efforts to put the course learning to practical 

use do indeed lose their momentum when faced by financial restrictions 

or the disinterest of others, and are diluted by the consequent need 

to compromise. There were also references to the atrophy of skills 

which are not sustained by use; but one course member argued that the 

selective process is inevitable between what is retained and what is 

neglected, and an immediate superior saw evidence of the opposite
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phenomenon - that the effects of the course had emerged gradually and 

were now more apparent than immediately after the course.

The next question 5.29 was aimed to reveal the relative difficulty 

experienced by respondents, in each section of the questionnaire, in 

distinguishing the effects of the training course from other factors 

affecting the situation. The replies of 47-51 course members are pre

sented in figure 67 and those of 29-30 immediate superiors in figure 68.

A noticeable feature is the similarity of both groups in their choice 

(with almost identical means) of section I as the easiest, and section 

IVas the most difficult, in which to distinguish the effects of the 

course, corresponding to the major shift of focus in the questionnaire 

from the individual (section I) to the organisation (section IV). A 

possible explanation of the greater difficulty which immediate superiors 

had, compared with course members, in distinguishing the course impact 

on action plans and projects (section HD may be offered from the dis

cussion earlier in this report about the lack of involvement of 

immediate superiors in the action planning process.

Respondents were asked in question 5.30 to say Yes or No to whether they

had personally found their involvement in the research interesting; of

value; an acceptable claim on their time; and a stimulus to greater col

laboration between course member and immediate superior before and after 

the course than would otherwise have been likely.

Regarding interest, 37 (84%) of the 44 course members replying, and 22 

(85%) of the 26 immediate superiors replying, said Yes.

Regarding value,35 (78%) of the 45 respondent course members, and 19 (68%) 

of the 28 respondent immediate superiors, replied Yes.
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Regarding the acceptability of the claim on their time, 38 (83%) of 

the 46 course members who answered, and 23 (79%) of the 29 immediate 

superiors who answered, replied Yes.

Regarding the research as a stimulus to collaboration, 15 (31%) of the 

46 respondent course members, and 16 (62%) of the 26 respondent immediate 

superiors, answered Yes.

The response to this question may be summarised as a general recognition, 

by course members and immediate superiors alike, of the research as of 

interest and value to them and an acceptable claim on their time, but as 

a majority view of course members against (contrasting with a majority 

view of immediate superiors in favour of) the more specific proposition 

that the research can induce an increase of co-operation between the 

two parties beyond the pre-existing level. The predominantly favourable 

reception accorded to the evaluation research must also be tempered by 

the possibility that the group of people who refused to complete, or 

gave no reason for not completing, the post-course questionnaire (24 

course members and 15 immediate superiors, see the first page of this 

report) would contain a higher proportion of negative views on this 

question than the group who did answer as above. However, even if at 

the extreme all the non-respondents identified above'had answered No to 

these four questions, there would still have been a slight majority of 

Yes answers to three of the four questions, both by course members and 

immediate superiors.

Question 5.32 enquired how long altogether it had taken respondents to 

complete this questionnaire. The 51 course members and 29 immediate 

superiors who replied estimated the durations shown in figure 69, which
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indicates lengths of time in excess of 90 minutes for 82% of the course 

members and 69% of the immediate superiors. It would have been useful 

to have an extended scale to aid the more accurate recording of the 

longer durations.

This was followed by question 5.33 which asked to say Yes or No to 

whether - leaving aside any benefit to the research - this was regarded 

as time well spent or not. Of the 50 replies from course members, 35 

(70%) were Yes; of the 26 replies from immediate superiors, 16 (62%) 

were Yes. Again the possibility that many non-respondents would have 

replied No must be taken into account before interpreting this positive 

response.

Question 5.34 asked how difficult the questionnaire was to follow - a 

question which arose from its length, terminology and the need to give 

guidance on its use with sufficient detail and precision for the res

ponses to be comparable and, 'in most cases, codable for computer analysis. 

Fifty-one course members distributed their replies between Difficult (33%), 

In Between (51%), and Easy (16%), whilst 29 immediate superiors shared 

theirs between Difficult (31%), In Between (55%) and Easy (14%). The 

nature of the questionnaire made it unlikely that many respondents 

would characterise it as "easy" to follow, but the fact that about one 

third of both groups of respondents found it difficult-to follow is 

important for any further development of this instrument in the future, 

which would probably be in the direction of simplification for wider use.

Finally the replies to the open question 5.31, which asked for any con

cluding comments or suggestions not already made in respondents' replies, 

are discussed with those received in response to the open question 5.35,
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which invited suggestions for the improvement of the questionnaire as 

a follow-up to question 5.34 concerning its ease or difficulty of under

standing. This is made necessary because respondents commented on the 

questionnaire and on the course under either question.

Altogether 33 comments and suggestions were received from course members 

in response to one or other of the questions, and 14 from immediate 

superiors. The most frequent requests concerning the questionnaire 

were that it should be shortened (7 mentions), simplified (9 mentions), 

and sent sooner after the end of the course (6 mentions). Its compre

hensive coverage of managerial performance and assistance to personal 

stock-taking were commended (4 mentions) and suggestions for its improve

ment included the separate stapling of each section, the advising of 

respondents to complete it in stages'over a period, and avoidance of 

having to refer back from each page to the instructions for completion 

on a preceding page.

Regarding the course and the post-course period, the comments were of 

a very wide-ranging nature without any consistent theme. Two replies 

argued that the course was a misuse of resources when finance was so 

restricted, another that its output depended on the effort of the course 

member, another that it was impossible to satisfy the needs of such a 

heterogeneous group of course members. Suggestions that would affect 

the design of the course included the desirability of more course time 

devoted to practising the skills learned, a shorter delay between 

attending the foundation and the follow-up modules, and an increase 

of immediate superiors' commitment by inviting them to visit the course 

when action plans were being formulated. And no doubt one respondent 

was writing for more than himself when he commented that there seemed 

never to be enough time to do anything really thoroughly...
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WESSEX RHA MIDDLE MANAGEMENT COURSES: POST-TRAINING PERFORMANCE

The 80 course members who completed the pre-course (pink) question

naire "How Is The Middle Manager Managing?" over the period June 

1975 to June 1976 were asked, in March 1978, to complete the post

course (pink) questionnaire "How Has the Middle Manager Been Man

aging Since The Course?" Sixty-three (79%) did so: . of the 17 non

respondents, 9 gave no reason, 1 replied in general terms, 5 had 

left their authority and 2 had suffered long-term illness.

Similarly, the 71 immediate superiors who completed the matching 

pre-course (blue) questionnaire were asked to complete the post

course (blue) questionnaire "How Has The Middle Manager Been Man

aging Since The Course?" which differed from the course member’s 

questionnaire of the same name only on one page (p.26) which con

cerned the immediate superior’s contacts with the course member 

and view of his orientation and development by contrast with a 

’.’control". Forty-three (61%) completed questionnaires were rec

eived: of the 28 non-respondents, 3 refused, 9 gave no* reason, 4

replied in general terms, 3 had changed their own jobs or retired,

4 could not reply because the course member, had left the authority, 

3 had mislaid their questionnaires and 2 had suffered long-term 

illness.Thir^-thrcc of the completed questionnaires were from the 

immediate superiors of 33 of the respondent course members, pro

viding matched pairs.

The questionnaire was designed to gather evidence of the effects 

of the course on work performance by searching systematically for 

changes in the four areas where the pilot stage of the research
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had suggestedthat performance might alter, namely:

Section I - in the individual officer’s competence in specific

Management Skills and Knowledge as applied at work. —  

Section II - in his general Attitudes and Approaches to work.

Section HI - in the implementation of his Projects or Action Plans.

Section IV - in the overall Effectiveness of his Unit or Depart

ment.

Judgements were also sought of the extent to which any such changes 

could be attributed to the course rather than to other factors 

(such as growing experience in the job, new responsibilities, other 

types of training, etc.) to which attention was drawn in each 

section. Respondents were in addition alerted to, and reminded 

of throughout the questionnaire, potential sources of bias to guard 

against in their replies (see boxed comments on p.2).

In the light of all such evidence, section asked for a judge

ment of the quality and value of the course in retrospect, agamrt 

the criteria which emerged at the pilot stage. It also sought 

information and opinion on associated matters, including factors 

which helped or hindered the application of learning at work, fol

low-up of the course, and the impact, of the research itself.

The data are analysed below within each of these 5 sections.

Section I: The Officer’s Competence in Specific Skills and Knowledge

The mean ratings by these 63 course members of their own, and by 

these 43 immediate superiors of their subordinates’ (course members’), 

post-course level of competence in each of 26 characteristics of 

managerial skill and knowledge are shown in Table 32/Figure 70 and 

Table 33/Figure 71 respectively.
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n  L T W o 6 s S \7 c T S ? // • / f 3 9 'Zo
fuC\/Ly/CUA LTCTfiTi (/': 
M < T K o b f r /2 4497 62 '/ o3 o 77 , , i 

is'Ul I
0 r.A CL M  A ,VA C c M  L it T r ‘i9 • oj 7f'4: / o ? 6 7 7.33
U/c OF C C J o j ^ C L ^ fZo j b'Ol 76'2 ^ 6-2 9-2 1 w 7 6 . /&
C U b G c T O ^ y  CO>JT̂ ZOL ;z) j f 7'2 //• £3 6 7 I'Z'f
A.*tALVi,i/ OF coc'rr/ 
G-C njcF rrx J 2 Z ! f'C'o 62-6 A .  6 lo-o 72 7.7Z  i
j'CLGc-r<o>v.' cF
C Q U  IF MC.'CT // J PPLfCf J 23 j • GO 7f.o ' ^ / 0 b'G { j2 c7 j
LcC-.AL/5:yFFTy
rCF;P0 '\'FiJ;L4TkLT x; 1 f ':7 1 4Y'

1 / . 1 J O '5 9 3 5*/ /;-y& I
o;^GANf f AY, o.\( OF
C W,V A o T.AOC^'T/ K 2 I ! o Y - v h -4 /'a ^■22 1
Ou/.v rCOL-C 1 :\j 
OfZOA fv,\r AT< o.V

!  ̂ '/ 
!

177,::1 h -2 L'z i> .yi) j
TASLtT 3 % COMpCTeN/CC IN M/\ N  AG-eMic MT JKIL.I-S ANT> KiVoW«-Ci<iT 

B^Fo<^e a.N'o ,*\PTtP̂  X(iA,fsjtvG : S3 Cou;t/C fnec-iSC;'̂ !. wCii-t >«:



's p  le - C o  Li/5 y L: C o  .V-! p  L  T  sT L  C

EkTtA COMPc VF.\/CF
(VOT A T T r 5 \ e U T Y : >  T o  Cx>\JRS<ch ______

fyXXy/ÿy CX-CA COMPCTGNCv 
r > X X % \ y i  ATT/c;evTC> To CoucZSi

'  2 6  -

IIXIFTJNG
Go.̂ PiZTF.Nfce.'
?2F-Ccu,CT6.

,  .  . A  L. L A S  P“c; i :CL>jTA&C-S  

Ot A  X f r-< c/M Co/<,'»C Te P J C C

L C A O ë C T H i P  
To3 ANAL.yi'U*

%
. ZXT%A
.Coy.?i?TT^/C(T 
. ! > O X T - C O  J P ^ f  G

1 0 6G ù o ss G o 5* o

ü

/ o I 20

™i7<7C7v-fç»^ 6 ^

f:
APPit AITAL /CoU;JjTLLWG

TCAiA/WCr/L>CyjLoPML(VT SG

\hJÙ<JST;Zlr\L .'tFi-ATtO^TS i*6

lîcPl a <n /NC- Foi_(cy

K C P o C T  W.ClTl.'VG 
PVCLICPvGL: c r^jcATloNf 
Co X( nuTTl c/G-kou/* Wo/tK
bCclJiOfV- MAX. WG-/
PZO oLC..."' - J*o L.n/I ft C-
MAVA G W  G CWAVGt
L.’AJFokJ u/ith 
OTo’C.t Oc Pa FITmC MTX

 ̂''■' X S.

' i & s

Fo >tL C ’̂TT/VO/p LA i'tfJ ( ;'J G J (q.

Ji5rôTTwC- oCTTcCTjv/GX/

%OViToi%i<G PCi2P<70i..\/tce J/i
2*' AN-'AurtîM G WO,.C<(N G 

McTHO^r-0
/ o  VA <V7<TAT<VC Me THO Aj-

OFPiCC M A ^ A G C M c N T

UfC OF ftcfOO/^cCX

3 u O G C T A . t y  C O Ü T / t O L  

F..c'Ai_yr<T OF Cojttx/

C O V < p M C ,'SO :-'pLt< S
llc-a l /f a f f t x
,c CY?o n/j-<CPL{ T)TJ
OQC-AN/fp,-/,o V OF 
ow.v AVT»-:orctTy
Ot'/rt ftOi.c Ixî OCGA V»i-ATlOPJ

<v
%-

u '1/
C-:
D
C

zUv
(z f

•oV.LcLJ

' jv ' ■

;///cz=rr:tv<yv977i

:—  ----------

=iX^Li =
=  - r m a
V* o V V

-r-r-»
io f f Zo

FIC- lo /ASLC 32 Af A  HlSXOG-J^AM: Cou^ZfC MC^TGEiPI, INCJ-TtX



. <x>
w
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This section is directly comparable with the corresponding pre

course questionnaire, thus providing a before-and-after comparison, 

although provision was made (but rarely used) for the retrospect

ive revision of pre-course ratings. The major difference between 

the pre-course questionnaire and section I of the post-course 

questionnaire is the addition in the latter of a column to at

tribute any change in the level of competence to a greater or les

ser extent to the course. These tables and figures are therefore 

able to indicate the extent to which changes in performance are at

tributed by respondents to the course rather to other factors, by 

using the percentage of respondents who rated any such difference 

in performance as:

M ... probably due more to the course than to other factors 

or A ... might have occurred anyway but has probably been ac

celerated by the course, (see p.4 of the questionnaire).

These two categories, which constitute judgements that there has 

been some noticeable contribution by the course to performance 

change, are jointly described throughout the questionnaire anal

ysis as a percentage attribution of the change " n o t a b t o  the 

course, by contrast ; with the percentage of respondents who rated 

any such difference in performance as:

L ... probably due less to the course than to other factors 

or X ... no explanation of this difference can be offered.

The levels of competence are standardised for different pre-course 

levels by expressing them as percentages of maximum competence (8
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on the 1-8 scale); and the histograms are designed to display the 

three features which this section is primarily concerned with;

perceived levels of competence before the course, 

and their variation

the perceived changes in these levels after the course, 

and their variation

the proportion of these changes attributed notably to 

the course, and their variation.

By "variation" is meant, throughout the questionnaire analysis, the 

observable differences between the characteristics, and between 

the perceptions of course members and of their immediate superiors. 

Potentially such data can be arranged to show variations between 

courses, and between regions.

Thus, for the course members* self-ratings, it can be observed from 

figure 70 that there are variations between the increments of post

course competence judged to have been added to the pre-tourse 

levels of competence. The extra competence attributed notably to 

the course is greatest in the "management of people" and "commun

ications" groups of skills (with selection interviewing and com

mittee and group work particularly prominent) and rather less in 

the remaining groups, although the attributed competence gain in 

forecasting/planning is considerable.

The immediate superiors* ratings of course members* performance 

changes attributable to the course (figure 71) are markedly lower 

in all groups that course members * self-ratings; the mean of 

the column 6 means on table 33 (immediate superiors) is 67% (5.42 
cf. 8.09) of the equivalent mean on table 32 (course members).
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But the gap is not explained by differences in judgement of post

course competence (column 2 means are almost identical at 71.08% 

and 71.11% on table 32 and 33 respectively), nor to any great ex

tent by differences in the number of respondents attributing 

changes notably to the course (column 5 means are 71.35% and 

70.27% on tables 32 and 33). The origins of the more substan

tial pre to post-course performance improvements recorded by 

course members lie principally in the lower mean pre-course comp

etence at which they had assessed themselves compared with that 

at which the immediate superiors had assessed them (59.85% cf. 

63.43% as means of column 3 for tables 32 and 33).

This difference of pre-course competence levels is revealed 

clearly in comparing figures 70 and 71. The two figures also 

show that the pattern of extra competence attributed notably 

to the course is broadly similar for both sets of respondents, 

with the "management of people" group highest,and the "resource 

management" group lowest, in both cases.
%

The residual "training needs remaining" are not summarised in the 

tables because, following the provision of a 4-point scale for the 

post-course questionnaire at the request of numerous pre-course 

respondents who found the original 3-point scale (none, minor, 

major) too restricting, there is strictly no basis for comparison. 

It is, however, worth recording that, using the 4-point scale 

(none, minor, moderate, major) only 5 areas of management comp

etence were shown as major training needs after the course by 6 or 

more (i.e. 10%)of the 63 respondent course members;
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industrial relations (lO)

legal and safety responsibilities ( 9)

public speaking/public relations ( 7 )

survey and quantitative methods ( 7 )

analysing working methods ( 6)

Only one area (public speaking/public relations) was identified as 

a major training need remaining after the course by 10% or more of 

the 43 respondent immediate superiors, and this was by the mini

mum of 4 people.

Section U; The Officer's General Attitudes and Approaches to Work 

The mean ratings by the 63 course members of changes in their own, 

and by 41 of the 43 immediate superiors of changes in their sub

ordinates', attitudes and approaches to work under 18 headings are 

shown in Table 34 and Table 35 respectively.

This section has its origin in evidence from the pilot stage of the 

research that training of the kind under study can sometimes pro

duce changes at a deeper and less specific level than the skills 

and knowledge areas covered by section 1. Such changes may well 

not be the subject of stated learning objectives and can often be 

seen to have taken place only in retrospect, so that pre-course 

measures are not available; but the resulting list consists of 

qualities, attitudes of mind and ways of approaching managerial 

activity which are often valued highly as underlying more tangible 

achievements.

The tables incorporate the judgements of respondents on how far
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any improvements in these characteristics can be attributed to 

the course rather than to other factors (see questionnaire p,ll)* 

The histograms are thus designed to display the two features 

which this section is primarily concerned with:

the perceived changes since the course in the display 

of these characteristics, and their variation 

the proportion of these changes attributed notably 

to the course, and their variation.

The nature of these data, which concern course-attributed improve

ments from an unknown pre-course position, and without any evid

ent standard of maximum performance, preclude their presentation 

in the format of figure 70 and require a different type of scale 

for tables 34 and 35'.

Thus, for course members' self-ratings, it is evident from table 4

that a very high proportion of the perceived change is attributed

to the course (between 57% and 92% throughout the list) although

the variation in the extent of these changes is considerable. The
of

5 principal course-attributed area^improvement in attitudes and 

approaches to work were in:

considering the wider implications before making 

decisions

questioning existing assumptions and ways of working 

the level of self-confidence 

using a team approach to management 

a logical, analytical approach to situations
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Variations in the immediate superiors' ratings of course members' 
changes followed a similar pattern, as can be seen from table 35, 
the 5 principal areas of course-attributed improvements, .comprising:

the level of self-confidence
considering the wider implications before making 
decisions
questioning existing assumptions and ways of working 
judgement of essentials and priorities 
using a team approach to management

There was less agreement between the two groups of respondents
on which areas were least affected by the course, although sens
itivity to others' feelings was rated particularly low by both 
groups. (Since the table is concerned entirely with change it is 
possible that certain attributes already possessed to a high degree 
before the couse would leave little room for improvement, as was 
pointed out by several respondents).

I

Overall, the extent of these changes recorded by course members 
is largely confirmed by immediate superiors : the mean of the
column 1 means for immediate superiors (0.704) is 78% of that for 
course members (0.905). Moreover, the attribution of these changes 
to the course (column 3) is very similar for both groups : the 
mean of column 3 means for immediate superiors (67. 9%) is 93% of th&t 
for course members (73.0%).

Section HI: Projects and Action Plans

Forty-eight of the 63 respondent course members (76%) recorded one
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or more plans made to apply their course learning to specific 
problems or needs at work. Table 3.6 shows the total number of 
projects and plans made, the mean extent of their achievement 

and of their attribution to the course rather than to other fact
ors, summarising the replies to question 3.3 of the question

naire.

Complementary to this, 29 of the 43 respondent immediate superiors 
(67%) recorded one or more plans they knew of for course members 

to apply their learning in such ways, and table 6 therefore 
gives the same range of information from the perspective of im
mediate superiors.

This section thus moves the foeus of attention from the officer's 
generalised skills and knowledge (section l), and attitudes and 
approaches to work (section IT), such as might be evident in a 
wide variety of situations over an extended period, to the officer's 
intentions to apply his abilities to specific work issues. This 
had been encouraged, during the courses being studied, 'as a means 
of reinforcing and applying the learning.

No attempt has been made to assess the size and difficulty of the 
projects and action plans, nor is there any direct indication of 
what would constitute excellence or optimal performance in this 
area, but the histograms are designed to display the three feat
ures withvhich this section is primarily concerned:

the number of projects and action plans made 
the extent to which they are achieved
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the degree to which these achievements are attributed

notably to the course.

From examination of the two sets of summary figures in table 36, a 

noticeable feature is that the 29 immediate superiors who answered 

this section were aware of a high proportion of course members' plans; 

the 59 plans recorded by the former group represents 2.03 for each 

immediate superior replying, which is 89% of the 2.27 for each of the 

48 course members replying who recorded a total of 109 plans. To the 

initial question 3.1 which asked whether any plans were made to apply 

the learning to particular problems or needs at work, 24 immediate supe

riors (71%) has replied Yes, 4 (12%) had replied No, and 6 (18%) had 

replied Don't Know. Explanations of No and Don't Know responses 

(question 3.2) referred to local circumstances such as a change of 

duties, and in 2 cases to the course member's preference for consulta

tion with another senior officer rather than the immediate superior.

This generally high awareness of projects and action plans on the part 

of immediate superiors is consistent with one of the major strategies of 

the course design, which was to place emphasis on the devising of project 

work plans, jointly between the course member and his immediate superior, 

backed up by tutorial visits between the course modules and related to 

their various teaching themes.

The extent of plan achievement (column 2 of table 36) is high at 70% and 

78% for course members and immediate superiors respectively, as is their 

attribution of these achievements to the course (72.1% and 78.0%, column 4) 

The plans themselves were very diverse, but included many which were sub

stantial in scope, likely to require the active co-operation of other
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health professionals, and capable of having a noticeable effect on the 

functioning of the officer's unit/department or in some cases the wider 

organisation. For example amongst the 109 plans recorded by course 

members there were 24 references to the introduction of new services 

(including ward pharmacists and local drug manufacturing, tray food 

service for patients and vending machines for staff, incentive schemes, 

hospital security at night, an evening district nursing service, new 

sterilisation/disinfection facilities etc.), 10 to projects of rationa

lisation and economy (for example planning for extra workload without 

extra staff, redeployment of office and secretarial staff), 9 to the 

planning or commissioning of building work (up-gradings, extensions and 

conversions for alternative use), 8 to the integration of nursing ser-, 

vices between hospital and community or between training school and wards, 

and 7 to the introduction or improvement of staff training schemes. The 

59 plans reported by immediate superiors were similar in nature (including 

verification of the specific projects cited above where matched pairs 

existed) and confirmed course members' views, quantified on table 36, 

that although the work might well have had to be attempted anyway a high 

proportion of the achievements had been at least accelerated by course 

members' attendance.

Amongst factors stated to have helped the implementation of plans (ques

tion 3.4) the most frequently cited, by both course members and immediate 

superiors, were co-operation and support from other staff (22 mentions), 

coupled with the timeliness of particular projects undertaken (12 mentions) 

The course was credited in three ways - by recognising the contribution of 

particular techniques such as network analysis and improved report-writing 

(7 mentions); by attributing to the training as a whole the more discip

lined and orderly approach to problem-solving and planning used by course
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members (6 mentions); and by acknowledging the contribution of tutorial 

visits made in connection with projects (6 mentions).

Amongst factors stated to have hindered the implementation of plans, 

shortage of time (16 mentions) and money (13 mentions) were referred to, 

together with geographical influences such as widely scattered hospitals 

and other facilities and consequent difficulties of meeting key people 

(11 mentions). But the resistance of staff reluctant to change was re

garded as the most powerful hindrance to the successful implementation 

of plans and projects, by course members and immediate superiors alike 

(24 mentions).

Question 3.5 asked respondents to judge what contribution, whether through 

successes or through lessons learned from failures, had come from the pro

jects and action plans. Thirty-four sets of comments were made by course 

members, the main themes of which - endorsed by the 16 immediate superiors 

who replied to this question - were the capacity of this approach to har

ness the enthusiasm and energy of course members; the considerable per

sonal satisfaction and self-confidence derived from progress with a sub

stantial project; the framework it offers for considering and achieving 

improvements; and the lesson that a gradual approach which recognises 

the critical dependence on other people is often successful. However, 

five course members replied with accounts of disappointment or disillu

sion, and it is possible that the non-respondents contained an above- 

average proportion of those who had no particular success or satisfaction 

to write about.

Summaries of the course members' and immediate superiors' judgements of 

the overall benefit deriving from this aspect of the training are at



— 13 —

figure 72. From this it is evident that it was regarded by both groups 

as of substantial benefit both to the individual officers and to their 

parent organisations, although there is evidence (from the approximately 

1 respondent in 5 who rated the organisational benefit below the mid

point) that course members' involvement in projects and action planning 

does not always and inevitably bring perceived advantage to the organi

sation.

Section IV: Effectiveness of the Officer's Unit/Department

Thirty-six of the 63 respondent course members (57%) recorded one or more 

changes in the overall effectiveness of their units or departments which 

they attributed in some degree to the course. Table 37 shows the number 
of these changes, classified under seven broad headings, and the extent 

of their attribution to the course rather than to other factors.

Similarly, 28 of the 43 respondent immediate superiors (65%) recorded 

such changes and table 38 provides the same range of information from
I

their perspective.

The question addressed in this section is therefore not "is the in

dividual officer managing better as a result of his training?" but 

"is his unit or department any more effective as a result of the train

ing?" It has in common with section El a focus on work achievements but 

searches for evidence of improved organisational functioning of a broader 

and more permanent nature. Again there is no attempt to define any 

standard of optimal unit/department functioning or to assess the size 

or difficulty of the recorded changes, which were sought only where 

course attendance was judged to have made some contribution, directly
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or indirectly, to department effectiveness. The histograms are, however, 

designed to display the two features to which this section is chiefly 

devoted:

• the number of changes achieved in various aspects of 

unit/department activity on which the course is judged 

to have had some impact.

the extent to which such changes are attributed notably 

to the course.

It is apparent from study of tables 37 and 38 that the organisational 

changes attributed to the course by both groups extend over all the 

areas of functioning into which the question had been classified, al

though "external" relationships - defined in the questionnaire as those 

with other services and the community - are seen by both as the, least 

affected by the course. Overall the immediate superiors replying per

ceived rather fewer changes (mean 3.8 per person) than did the course 

members (mean 4.3 per person), but attributed them even more readily to 

the course (88% cf. 83%, column 3).

It was in this section (second category on p. 18 of the questionnaire) 

that respondents were asked to estimate any financial savings identi

fiable from changes in resource use. Whilst other respondents referred 

to economies in general terms (e.g. improved utilisation of staff reduc

ing overtime or enabling more work to be done without extra cost), five 

quantified the savings in financial terms that arose from improvements in 

organisational functioning attributed notably to the course.In the two cases 

where the improvement was stated to be probably due more to the course than 

to other factors, the reorganisation of physiotherapy services initiated 

by one course member was estimated to have reduced expenditure by £5000 p.a.
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and the redeployment of clerical work by another to have saved £1500 p.a. 

In the three cases where improvement was judged to have probably been 

accelerated by the course although it might have eventually occurred 

anyway the savings were £15,000 p.a. from better catering control by one 

course member, £1000 p.a. from improved organisation of personnel depart

ment work by another, and say £1000 p.a. from the introduction of a 

cheaper and improved district nursing bag by a third. Thus a total cost 

reduction of £23,500 at 1977/78 prices was referred to by the five res

pondent course members who estimated the financial savings arising from 

resource use improvements which they believed the course had at least 

accelerated. These judgements were confirmed by the two immediate supe

riors where matched pairs existed.

Summaries of course members' and immediate superiors' judgements of the 

benefit deriving from course attendance for the overall effectiveness of 

the parent organisation are at figure 73, indicating that some two-thirds 

of both course members and immediate superiors (67% and 65% respectively) 

rated this benefit above the itid-point of the 4-point scale used.
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Section V: Impact and Value of the Course

The aim of this section of the questionnaire was three-fold:

A to complete the evaluation by seeking judgements of value

in the light of the evidence gathered in the preceding four 

sections, and with knowledge of the training costs.

B to ask respondents to assess the factors which have helped

or hindered the application of the learning in work per

formance during the period since the end of the course.

C to gather relevant information about course members' work

and about the impact of the evaluation research itself on 

respondents.

The summarised replies are presented in these 3 groupings.

Group A Judging the Evidence

Question 5.1 asked what effects, if any, the course was believed to have 

had, other than those covered in sections Î to 1% Thirty-nine of the 63 

respondents (62%) referred to additional training effects, although most 

were re-affirmations in other phraseology of effects already recorded in

previous sections, e.g. growth of self-confidence, a more analytical app

roach to work (section E, questions A1 and A2). Additional effects cited 

by more than one respondent were:

stimulus to further study for qualifications (4 mentions)

. greater appreciation of others' contribution to problem

solving (2 mentions) 

a general feeling of being well-informed (2 mentions)

These items might of course have attracted further endorsements if they 

had been offered as part of a check-1ist of possible additional training 

effects.
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The equivalent information for immediate superiors is that additional 

effects were referred to by 10 (23%) of the 43 respondent immediate 

superiors. Those cited in more than one reply were;

a greater self-awareness of strengths and weaknesses 

(3 mentions)

. progress in the transition from a purely clinical role 

to that of a manager (2 mentions)

Thereafter it was important to check whether the evidence was nou/ com

plete and question 5.2 asked whether the principal effects of the course 

attendance had now been identified in the respondent's answer; to sec

tions 1 to 4 and question 5.1. Ninety-eight percent of the 57 replies 

from course members, and 97% of the 38 replies from immediate superiors, 

were Yes, thus confirming that the training effects had now been covered 

to respondents' satisfaction.

In reply to the following question 5.3 concerning how extensive these 

effects were in total by comparison with respondents' pre-course expec

tation, of 59 course members 49% said they were rather more or far more 

extensive than expected, 39% about the same as expected, and 12% rather 

less or far less than expected: the mean was 3.44 on a 1 (far less

extensive), to 5 (far more extensive) scale. See figure 74.

Of the 39 immediate superiors answering this question, 41% said the 

effects were rather more or far more extensive than expected; 49% about 

the same as expected; and 10% rather less or far less than expected.

The mean was 3.31 on the 1 to 5 scale: again see figure 74. Whilst 

satisfaction with the extent of course effects was somewhat greater for 

course members than for the immediate superiors, fewer than one eighth



•  17a  -

T H C  T o t a l  i z F P E C T S  O r  C o U Z S ^ Z  A T T C f ^  DAiVCE W C & L  

i*TATc£> To HFiVe 36cfJ . . .

F A RF A R  LtS5

10%EXTe«v/fVE 8%
2%

THA(\! w<%c eXP£<-Tti> BEFORE THc Co u (ZS < GY THc 

FCZC.CMT^Q’CS of COJZSG J*How i

36%

FA ^ M o R <i

g’XTcK/;'we €XTCMr<u^c
a%

THAM tcXPeCTCO (SCFORCT T h 'c Co ORXc GX T H €

PCRCeWTAC-FX OF ^M^^Ç£>1ATC J U P c R l o R J

( J*
C “H = 55

- j

f^/G 7 ^ ,  PtRCF/veC) eXTcf^ I  OF C o o s s e  g f f e c t s

ComFARFû w i t h  PRC- Cou^jc eXPtCTATtOM^ ; 

W £ 5 5 £ X ,  C o u z s e  AWg> (MMCblATC JUPCKlCRJ



- 18 -

of each group indicated that such effects failed to come up to their 

expectations. The 32 course members and 10 immediate superiors who 

offered comments about discrepancies between expectations and outcomes 

were in the proportion of approximately 3 to 2 from the "more extensive 

than expected" and "less extensive than expected" group; the unexpec

tedly extensive learning arising from contact with course members of 

other professions was the most often mentioned satisfaction, the prin

cipal disappointment being the lack of time to have enough practice in 

particular management skills during the course.

This part of section V went on to explore the criteria on which respon

dents’ judgements of these courses were based; and question 5.4, after 

setting out the financial costs of the training (in this region £98 per 

course member per week: see chapter 6 for detailed break-downs), asked

whether respondents expected to judge its value primarily in financial 

terms, for example in economies made as a result of the training. This 

was denied by a substantial majority of both course members (81% of the 57 

replies were No) and immediate superiors (93% of the 42 replies were No). 

This rejection of the strictly economic criterion had important implica

tions for any effort to evaluate training as a comparison of financial 

costs and financial benefits, since it is apparent that other standards 

were dominant in judging the worth of these courses.

Accordingly the next question 5.5 required respondents to select one only 

from a list of 5 possible criteria (derived from pilot interviews) for 

judging the worth of a middle management training course:

1. a refreshing break from work

2. career progress of the course member

3. the image of the authority as a good employer
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4. improved performance at work

5. learning for its own interest

with provision for other criteria to be added by respondents. (Three 

were suggested, all by immediate superiors: the ability to discuss pro

blems at a different level ; the personal development of the individual 

for his own and his employer's benefit; and improved potential for future 

posts). This was a forced choice of one option only, which tends to de- 

emphasise the place of others in a hierarchy of criteria, but of the 50 

replies from course members 44 (88%) selected item 4 (improved performance 

at work) as the primary criterion, leaving 5 for item 2, and 1 for item 5. 

And 32 of the 40 respondent immediate superiors (80%) also selected 

improved performance at work as their primary criterion, leaving 8 for 

item 2.

This very firm emphasis, from course members and immediate superiors 

alike, on improved performance at work as the predominant criterion for 

valuing the effects of training of this type gave support to the rationale 

of the questionnaire as a whole. In searching for evidence of work per

formance improvements attributable to the courses, rather than adopting 

other possible approaches (e.g. monitoring subsequent career progress, 

looking for direct financial benefits, or relying on participants' retro

spective opinions of the courses), the research was broadly aligned with 

the criterion of judgement preferred by course members and immediate 

superiors themselves.

Finally, in this part of section V', now that respondents had considered 

both the evidence on course effects which they had provided, and the 

criteria for assessing its worth which they selected, it was possible 

to invite them, in question 5.6, to judge how far the expenditure of time.
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effort and money had been justified to date in the particular case they 

were considering. The replies are summarised in figures 75 and 76.

This is arguably the culminating question in this final section in that 

it dealt directly with the question of value in the "currency" preferred 

by respondents, i.e. did the resulting work performance justify the 

resources devoted to the course? It is apparent from comparison of 

figures 75 and 76 that, for all three of the criteria suggested, the 

immediate superiors shared with course members a very similar view of 

the justification of time, effort and money expended on the training (the 

three means for the immediate superiors are 99%, 97% and 103% of those for 

the course members). The extent of justification was highest, for both 

groups (93% and 89% above the mid-point for course members and immediate 

superiors respectively) against criterion b) "for personal benefit", e.g. 

for individual learning and career development; but it is evident from 

answers to the previous question 5.5 that this was not the primary crite

rion for judging the value of the training, so that the criteria of work 

performance a) of the individual, and c) of the organisation remain the 

vital ones. *

Totalling the pairs of percentages either side of the mid-point line it 

may be seen that 69% and 72% of the immediate superiors placed their rat

ings above the mid-point for justification in individual and organisational 

performance respectively, compared with 81% and 71% of the course members. 

Whilst the proportion of respondents who rated the justification below the 

mid-point of these scales (between one-fifth and one-third) cannot be 

ignored, it is evident that a clear majority of course members and immediate 

superiors regarded the time, effort and money expended on the training as 

being substantially justified against the criteria of work performance, 

both of the individual and the organisation.
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Group B: Helps and Hindrances in the Post-Course Period

This part of section was aimed at securing information and opinion on 

the factors which influenced the application of course learning in improved 

management at the place of work.

First, respondents were asked in question 5.7 to rate the extent (if any) 

of the influence of 15 factors on the application of their learning to 

their work performance, by placing up to 3 ticks thus; 

y  this has had a minor'influence

y / /  this haj had a moderate influence

this has had a major influence

in either the column "This factor has helped" or the column

"This factor has hindered"; alternatively to leave the column blank if 

no influence has been noticed. Replies were weighted 1, 2 or 3, points 

by the number of ticks, and standardised by conversion to a percentage 

of the maximum points available. These were taken to be 168 for course 

members and 102 for immediate superiors, since a total of 56 and 34 

respondents respectively answered this question. Each of^the factors 

could help or hinder the application of learning, so the direction, as 

well as the extent, of the influence of each is indicated in tables 39 

and 40 by placing the bar across the line dividing Helps and Hindrances 

according to the proportion (expressed as a percentage) which the weighted 

points (also shown) on either side bear to the maximum possible points.

From these two tables it is apparent that, for both course members and 

immediate superiors, shortages of time and resources for making necessary 

changes were regarded as by far the major hindrances to the application 

of the course learning at work, but that for some there were obstacles 

too in the inadequate scope for change provided by course members' jobs 

and in the unfavourable climate of their organisation.
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With regard to the helpful aspect of the fifteen factors considered, it 

is possible to group these into:

items 1, 8, 9, 11, 12 and 15, relating chiefly to the Officer

items 2, 5 and 6, relating chiefly to the Job

items 3, 4, 10, 13 and 14, relating chiefly to the Organisation

item 7, relating chiefly to the Course

Study of the questionnaire definitions is necessary to clarify the nature 

of these factors and the classification is inevitably somewhat arbitrary, 

but it is notable from a comparison of the mean percentages for the 4 

groups above that the Course-related item was rated highest, and the 

Job-related group lowest, of the helping factors in the judgement of 

both course members and immediate superiors. Between these extremes 

(Course, 60% and 55% respectively; Job, 27% and 32% respectively) came 

the ratings of the Officer-related and Organisation-related groups as 

helpful factors by course members and immediate superiors (Officer, 50% 

and 47% respectively; Organisation, 44% and 49% respectively).

The broad picture to emerge from responses to this question is therefore

of immediate superiors agreeing with course members' views of their efforts

to use the course learning as substantially aided by the relevance of the
to

course itself, and in general supported by factors relating the officer 

and the organisation; but somewhat constrained for many by limitations

in the scope and resources of their job.

Provision was made for other helping and hindering factors to be added 

by respondents and the three responses to this referred to the problems 

of one particular administration in learning from experience ; to the 

hindrances arising from the geographical scattering of community health 

services and high staff turnover; and to the importance of course members

having a reasonable amount of self-confidence and humility.
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The following question 5.8 asked for an assessment by respondents of the 

learning achieved on the course. Whilst this would inevitably be sub

jective and retrospective it was considered important to obtain this 

reflective view of the learning achieved overall in order to complement 

the limited experiments with objective learning tests undertaken else

where in the research. Replies are represented in figure 77, from which 

it can be seen that a substantial majority of course members, and a 

somewhat smaller majority of immediate superiors, believed that at least 

a good deal of learning had been achieved on the course (90% cf. 78% of 

respondents rating above the mid-point).

A question 5.9 was then asked enquiring whether there were any particular 

difficulties in re-adjusting to the work situation after the end of the 

course. This brought answers from 23 of the course members (36%) who 

described their difficulties chiefly in terms of frustrations arising 

from expecting changes to be accomplished too quickly (7 mentions), from 

lack of encouragement (4 mentions), from finding that work pressures 

crowd out their intentions for improvement (4 mentions), and from finding 

the course irrelevant to their current work problems (2*mentions). Nine 

immediate superiors (21%) also replied to this question, and made the same 

general points as the course members, with particular emphasis on the need 

to temper enthusiasm with a concern for what is feasible (5 mentions).

There followed a series of questions aimed at establishing the extent to 

which aspects of good practice had been observed in the period of follow- 

up to the course.

Question 5.10 asked whether there were any post-course or post-module 

discussions between course member and immediate superior specifically
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about the course and its relation to situations at work; for those re

plying Yes, question 5.11 asked approximately how much time was devoted 

to such discussion, and question 5.12 asked whether this was generally 

useful or not. Of the 61 replies from course members 32 (53%) were Yes, 

and 29 (47%) were No. Of the 41 replies from immediate superiors, 30 

(73%) were Yes, and 11 (27%) were No. The estimated duration of discus

sion is shown on figure 78 for course members and immediate superiors, 
tiot less than

with means ofy45 and 54 minutes respectively. Twenty-six (81%) of the 

course members and 28 (93%) of the immediate superiors found such dis

cussion generally useful. From replies to these questions a difference 

of perception is apparent between course members and immediate superiors 

about whether post-course/post-module discussions took place, insofar as 

about three-quarters of the latter, but only a little more than one-half 

of the former (53% cf. 73%) answered in the affirmative. However, where 

such discussions did take place they were widely regarded as useful and 

many were of substantial length, 54% of the course members and 61% of 

the immediate superiors recalling durations of at least 45 minutes.

Question 5.13 enquired whether any other form of follow-up took place.

Of the 59 respondent course members 19 (32%) replied Yes and 40 (68%) 

replied No: the equivalent response from 37 immediate superiors was 11

(30%) Yes and 26 (70%) No. All but three of the course members (and all 

of the immediate superiors) who replied Yes stated that they had found 

such follow-up generally useful. The open question 5.14 which followed 

asked for explanation from the positive respondents, who were in the 

minority. Six of the 13 course members’ replies referred to advice 

and feedback from course tutors, 3 to continued contact with other course 

members, 2 to attendance at subsequent courses, and 2 to occasional refe

rence to notes taken at the course. Of 10 explanations offered by immediate
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superiors, 5 referred to the present questionnaire serving as the occasion 

for follow-up, 3 to programmes of planned change agreed with the course 

member which the immediate superior had been encouraging and monitoring, 

and 2 to tutorial visits.

In question 5.15, respondents were asked whether, following the course 

or between its modules, any fresh tasks or targets had been set, or any 

new responsibilities or assignments given to the officer, where the train

ing was seen as relevant. Of the 59 course members who replied, 21 (36%) 

said Yes (citing a variety of additional work tasks in response to the 

open question 5.16 asking for explanations, 18 of them regarding this 

task-setting as generally successful), and 38 (64%) said No. Of the 39 
immediate superiors replying, 17 (44%) said Yes (illustrating this with 

various extra responsibilities, 14 of them regarding this task-setting 
as generally successful), and 22 (56%) said No.

Respondents were asked in question 5.17 to say whether, following the

course or between its modules, any new ideas or suggestions for change

had been proposed by the officer. Fifty-one course members replied;

30 of them (59%) said Yes and 21 (41%) said No. Illustrating this in

response to the open question 5.18 which asked for explanations, the posi-
the

tive respondents referred to a range of proposals for improvement in.plan- 
o f

nin^services (including the use of network analysis), the conduct of 

meetings, and the redeployment of staff; and 23 of the 30 regarded these 
as generally successful. Thirty-nine immediate superiors answered this 

question: 17 of them (44%) replied Yes and 22 (56%) replied No. The

examples given by the positive respondents included a variety of innova

tions in the provision of services, improvements in department organisation, 

commissioning new buildings, and the more systematic training of subordinate
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staff; and 14 of the 17 regarded these proposals for innovation as 

generally successful.

Question 5.19 enquired whether any special links were made with other 

former course members in the organisation. Of the 59 course member 

respondents 28 (47%) replied Yes and 31 (53%) replied No. All 28 of 

those who had made such links regarded them as generally useful and, in 

responding to the open question 5.20 which asked for explanations, cited 

improved contacts with (and help from) members of other professions in 

the parent organisation who had attended the course. Of the 31 immediate 

superiors who replied to this question, 8 (26%) said Yes and 23 (74%) said 

No: seven of the 8 positive respondents regarded these links as generally
useful, commenting on them chiefly in terms of improved inter-professional 

relationships. In noting the difference of opinion between course members 
and immediate superiors on the extent of such links it may be added that

the latter are unlikely to know of all the inter-professional contacts

established by course members, or their origins.

The final question 5.21 in this group B of section 5 asked respondents to 

look back over the total pre-course/course/post-course sequence and to say 

whether there was anything they regretted, or wished they had done diffe

rently, or would try to do if a similar situation occurred again. Of the

39 course members who replied to this question, 15 (38%) specifically 

stated that they had no such second thoughts, whilst 24 (62%) expressed 

regrets of considerable diversity. Most frequently referred to were the 

wish to have had more thorough preparatory discussion with the immediate 

superior (6 mentions) and to have made more time for the choice, planning

and conduct of the project work (5 mentions); other regrets expressed by
were

more than one course memberythat there was no follow-up by the tutor at
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work after the final module of the course (3 mentions), that not everyone 

had had the opportunity during the course for practice in leadership and 

public speaking situations (2 mentions), and that the respondent was too 

tense and self-conscious to enjoy the course more (2 mentions).

The same question was answered by 24 immediate superiors, of wHow 6 (25%) 

said they had no such second thoughts. The remaining 18 (75%) showed 

much more consistency than the course members insofar as 13 of them wished . 

they had provided more positive support for the course member before or 

after the course. There were also 3 references to the disappointing 

absence of a post-course tutorial visit, and 2 to the need for the research 
questionnaires to arrive in good time if they are to serve as a means of 

stimulating and guiding preparation and follow-up of the courses.

The broad picture which emerges, from this series of questions concerning 

features that might be expected in a positive approach to the follow-up 

at work of returning course members, can be summarised by comparing the 

percentages of affirmative replies from respondent course members on the 
presence of the following: »

course members immediate superiors 

post-course/post-module discussions 53% 73%

other forms of follow-up 32% 30%

new tasks set 36% 44%

new ideas proposed 59% 44%

links with other former course members 47% 26%

Whilst a slight majority of these course members confirmed that there had 

been post-course discussions, 46% of them estimated that they had lasted 

30 minutes or less. A slight majority of course members put forward
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proposals for workplace improvements and about one-half established links 

with other former course members. This leaves at least 40% of course 

members, however, reporting no such basic symptoms of«post-course activity 

and that proportion increases to over 60% for the other indicators used. 

Moreover the respondent immediate superiors, although they claimed to 

have taken part in a higher proportion of post-course discussions, in 

general regretted having devoted too little effort to both preparation 

and follow-up. But where attempts were made to use the post-course prac

tices illustrated, they were very widely regarded as helpful.

It is apparent that the predominant approach to following up the return

ing course member, for the purpose of aiding the application of what he 

had learned to his workplace activities, was far from comprehensive.

Group C; The Officer’s Job and the Effects of the Research

This final group began with some questions of fact which were addressed 

only to the course members.

In reply to question 5.22, which asked how long the officer had been in 

a middle management post at that time (April 1978), the 62 respondents 

answered as in figure 79, which indicated that 77% had spent at least 3 

years as a middle manager. (By deducting from these data the periods from 

the beginning of each course to April 1978, when this questionnaire was 

completed, it was possible to calculate approximately how long each res

pondent had been a middle manager at the start of his course, and thus to 

help the testing of relevant hypotheses).

The following question 5.23 enquired how many months had passed since the 

officer had completed the course, which in Wessex entailed attending the
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one-week block 3, some 6-8 months after the two-week block 1. The 63 

respondents answered as in figure 80, which shows that 79% had completed 

the course between 1 and 2 years previously. Seen in conjunction with 

the answers to question 5.27 (below), in which 76% of course members (and 

77% of immediate superiors) judged that the main evaluation effort should 

take place less than 12 months after the end of the course, it is apparent 

that the majority of course members would have preferred to complete the 

questionnaire sooner after their training.

Question 5.25 asked whether course members had, prior to the middle manage

ment course, attended any other management courses. Of the 63 respondents, 

36 (57%) said Yes, and their replies to associated requests for information 

showed that all but 7 of these 36 had attended first-line management courses 
of at least 2 weeks' duration, such as are widely available in the NHS par
ticularly for nursing managers at ward sister level. Twenty-seven replies 
(43%) were No.

Respondents were asked in question 5.26 to. judge what proportion of their 

job is primarily managerial as opposed to professional or technical, and 

the 59 replies are summarised and presented in figure 81. It may be seen 

from this figure that approximately one-fifth of responses were below, 

and four-fifths at or above, a 50% managerial proportion of the job.

Complementary to this set of questions addressed solely to course members 

was a set for immediate superiors only.

Question 5.22(B) to immediate superiors asked how long they had been in 

that relation to the course member. The 42 respondents answered as in 

figure 82, from which it may be seen that 77% had been the immediate
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superiors of course members for from one to four years inclusive: 

partnerships of longer duration were fewer in number, which is to be 

expected in the NHS given the rather mobile pattern.of career development, 

further emphasised by the additional staff changes consequent upon the 

reorganisation of 1974.

Question 5.23(B) enquired of the immediate superiors how often they nor

mally met the course member in connection with work. The 42 replies are 

depicted in figure 83, which indicates that some three-quarters had a 

frequency of work contact greater than once a week. However, the varied 

pattern of contacts is of additional interest in showing up the existence 

of two groups at the opposite ends of the scale. The fact that 29% of 

the contacts were as frequent as more than once a day, whilst another 

14% were as infrequent as once or twice a month, suggests the existence 
of a very different balance between the autonomy and the support available 

to course members from these two groups of immediate superiors, and the 

potential need for a very different approach to follow-up.

The next question 5.24(B) asked immediate superiors to judge whether the 

course member was generally inclined to have an internal or external 

orientation, or to so indicate if they felt quite unable to judge this.
(As outlined in the immediate superior's (blue) post-course questionnaire, 

someone with an Internal personality orientation tends to attribute what 

happens to him, e.g. successes and failures, to the results of his own 

actions and is therefore disposed to control his own life: by contrast

someone with an External orientation tends to feel that his life is con

trolled by luck or by more powerful people and events). Of the 41 replies, 

23 (56%) selected the Internal choice, 10 (24%) the External choice, and 

8 (20%) felt unable to judge. This judgement was wanted in order to test



— 31 —

for any relationships between the effects of the course and the course 

member's general outlook in this respect.

Following this, immediate superiors were asked to contrast the develop

ment of the officers since the beginning of the course with either

A. his development over a similar period of time up to 

the beginning of the course; or

B. the development since the beginning of the course of 

another officer, responsible to the same immediate 

superior, who was also eligible for the course but 

had not yet attended, provided that his management 

responsibilities were broadly comparable to the 

officer's.

This represented an attempt to introduce a measure of "control"»comparison 

(given the impossibility of obtaining matched pairs of middle managers for 

a controlled experiment on the impact of the courses) and the question was 

answered by 35 immediate superiors as in figure 84. The middle position 

of the scale ('about the same") was chosen by 11 (31%) of the respondents,

3 (11%) judging that the development had been far less or rather less 

extensive than the development of the "control" over a similar period, 

and 21 (60%) judging it to have been rather more or far more extensive.

For the remainder of the questionnaire, which concerns the impact of the 

research on respondents themselves, all questions were put to both course 

members and immediate superiors.

In question 5.27 respondents were asked to judge how many months should 

elapse after the end of the course before the main evaluation effort is 

undertaken. The replies from 63 course members and 43 immediate superiors
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are shown in figure 85. From this it is evident that, whilst a much 

larger proportion of immediate superiors advocated an early main evalua

tion than the course members (30% cf. 8% in favour of less than 6 months), 

the clearly preferred period 6-12 months was the mode for both groups.

A question 5.28 was then posed asking for description of any training 

effects which were powerful immediately after the course but had sub

sequently faded. This attracted a number of replies (20 from course 

members, 17 from immediate superiors), the main tenor of which was then 

enthusiastic efforts to put the course learning to practical use often 

lose their momentum when faced by financial restrictions, the disinterest 

of others, or other claims on the course member's time and energy (26 

mentions altogether). There were also 6 references to the atrophy of 

skills, particularly quantitative and analytical techniques, which are 

not sustained by use; but two course members claimed that the opposite 

effect was occurring - that the benefits of the course had emerged gradually 
and were now more apparent than immediately after the course - whilst two 

immediate superiors wrote of needing to provide a fresh stimulus for the 

course member from time to time.

The next question 5.29 was aimed to reveal the relative difficulty experie

nced by respondents, in each section of the questionnaire, in distinguising 

the effects of the training course from other factors affecting the situa

tion. The replies of 58-59 course members are presented in figure 86 and 

those of 39-41 immediate superiors in figure 87. A noticeable feature is 

the similarity of both groups in their choice of section I as the easiest, 

and section IVas the most difficult, in which to distinguish the effects 

of the course, corresponding to the major shift of focus in the questionnaire 

from the individual (section I) to the organisation (section IV). In all
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sections immediate superiors had greater difficulty than course members 

in distinguishing the course impact from other factors.

Respondents were asked in question 5.30 to say Yes or No to whether they 

had personally found their involvement in the research interesting; of 

value; an acceptable claim on their time ; and a stimulus to greater col
laboration between course member and immediate superior before and after 

the course than would otherwise have been likely.

Regarding interest, 50 (89%) of the 56 course members replying, and 39 

(93%) of the 42 immediate superiors replying, said Yes.

Regarding value, 44 (79%) of the 56 respondent course members, and 35 (90%) 
of the 39 respondent immediate superiors, replied Yes.

Regarding the acceptability of the claim on their time, 48 (86%) of the 

56 course members who answered, and 38 (93%) of the 41 immediate superiors 
who answered, replied Yes.

ft

Regarding the research as a stimulus to collaboration, 11 (19%) of the 

58 respondent course members, and 21 (53%) of the 40 respondent immediate 

superiors, answered Yes.

The response to this group of 4 questions may be summarised as a very 

widespread recognition, by course members and immediate superiors alike, 

of the research as of interest and value to them and an acceptable claim 

on their time, but as a large majority view of course members against 

(contrasting with a slight majority view of immediate superiors in favour 

of) the more specific proposition that the research can induce an increase
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of co-operation between the two parties beyond the pre-existing level.

The predominantly favourable reception accorded to the evaluation research 

must also be tempered by the possibility that the group of people who re

fused to complete, or gave no reason for not completing, the post-course 

questionnaire (9 course members and 12 immediate superiors, see the first 

page of this report) would contain a higher proportion of negative views

on this question than the group who did answer as above. However, even

if at the extreme all the non-respondents identified above had answered 

No to these four questions, there would still have been a majority of 

Yes answers in excess of two-thirds to the first 3 of the 4 questions, 

both by course members and immediate superiors.

Question 5.32 enquired how long altogether it had taken respondents to 

complete this questionnaire. The 60 course members and 43 immediate 

superiors who replied estimated the durations shown in figure 88, which 

indicates lengths of time in excesss of 90 minutes for 75% of the course 

members and 77% of the immediate superiors. It would have been useful 

to have an extended scale to aid the more accurate recording of the 
longer durations. *

This was followed by question 5.33 which asked to say Yes or No to whether

leaving aside any benefit to the research - this was regarded as time well 

spent or not. Of the 58 replies from course members, 41 (70%) were Yes ; 

of the 40 replies from immediate superiors, 33 (83%) were Yes. Again the 

possibility that many non-respondents would have replied No must be taken 

into account before interpreting this positive response, but the most 

pessimistic assumptions would still leave a majority of Yes replies in 

excess of 60% for both course members and immediate superiors.
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Question 5.34 asked how difficult the questionnaire was to follow - a 

question which arose from its length, terminology and the need to give 

guidance on its use with sufficient detail and precision for the res

ponses to be comparable and, in most cases, codable for computer analysis. 

Sixty-two course members distributed their replies between Difficult (27%),

In Between (61%) and Easy (16%) whilst 42 immediate superiors shared theirs 

between Difficult (24%), In Between (50%) and Easy (26%). The nature of 

the questionnaire made it unlikely that many respondents would charac

terise it as "easy" to follow, but the fact that about one quarter of 

both groups of respondents found it difficult to follow is important for 

any further development of this instrument in the future, which would pro

bably be in the direction of simplification for wider use.

Finally the replies to the open question 5.31, which asked for any conclud

ing comments or suggestions not already made in respondents* replies, are 

discussed with those received in response to the open question 5.35, which 

invited suggestions for the improvement of the questionnaire as a follow- 

up to question 5.34 concerning its ease or difficulty of understanding.

This is made necessary because respondents commented on* the questionnaire 

and on the course under either question.

Altogether 42 comments and suggestions were received from course members 

in response to one or other of the questions, and 11 from immediate 

superiors. The most frequent requests concerning the questionnaire were 

that it should be shortened (6 mentions), made more easily digestible 

(5 mentions), and sent sooner after the end of the course (5 mentions).

On the other hand its thorough coverage of managerial performance (7 mentions) 

and use in assessing what had been gained (6 mentions) were commended.

Some respondents referred to particular difficulty with the format of



— 36 —

question 5.7 on helps and hindrances to the practical application of 

what had been learned (4 mentions) and 2 wrote of the possible need for 

a different evaluation approach for officers in staff positions as 

opposed to lime management. Two others felt that more would be gained 

from the use of trained interviewers.

Regarding the course and the post-course period, the comments were 

diverse and relatively few (12) in number. Apart from the view that 

subsequent follow-up and refresher training would be welcome (3 mentions), 

the only point made by more than one respondent (4 mentions) was that the 

course member's immediate superior had a key influence on the success or 
failure of the training.



APPENDIX 30

PORTSMOUTH POLyTECHI\TC
SCHOOL OF MANAGEMENT STUDIES

COURSE 35 - REACTION TO TESTS AT END OF COURSE

\
NOTE; This group has been tested on most of the sessio ns throughout 

the course with the exception of the management of people in 
Block 1. For Block 3 they were given the composite test
(ref. 3/1)and promised post test feedback which indicates areas
for further study.

For most tests they were the first to receive them and help 
was sought with validating the wording of questions.

The group were not involved with job performance questionnaires,

The group did not meet the researcher although they were aware
that they were taking part in a research project.

The questionnaire as a means of assessing degree of understanding is 
undoiÂtedly looked upon as "a test of knowledge".

Nevertheless it appears to be a fair and indeed the only means of judging 
degree of understanding, when questionnaire Mark I is compared with 
questionnaire Mark II. I = pre lecture

II * post lecture.

It is an 'exam' before and after instruction and the comparison provided 
the measurement you require.

("NUMBERS") ("RESULT")

It is quite acceptable for this purpose.

PRE. I think the tests were a useful exercise. It gives one an idea of 
how the subjects are going to be dealt with. It makes one aware 
of one's gaps in knowledge and on what particular part of the course 
will need greater concentration.

AFTER. It gives an idea of how much one has taken in and if one's knowledge 
has increased in the areas where it needed to be.

I can appreciate it is a useful test for teachers as an assessment 
guide.

Personally I don't agree with course members having to do tests, but as 
stated previously, if it helps others then I don't mind. I don't think 
members should be asked to submit their names on test papers as I can't 
help feeling tutors must compare - this is quite natural. All tests 
done we've rather rushed, in my opinion, and of course when people are 
under pressure they do not give their best, therefore a true picture 
may not emerge.



If these tests help the tutors on future courses, I am sure 
they are worthwhile and I see no possible reason to object.

Also I think they may be of direct benefit to the course members in that the 
pre-instruction test foreuses one's attention on the subjects and helps 
to structure one's thinking about the subject. This clarification of 
your own position and knowledge and setting of that knowledge in a 
framework helps the student to decide what to look for and what the 
tutor wants him/her to get out of the course.

1. Informing course members of use to which list will be put so
that they know that measurement and evaluation is practised by
P.M.C. is valuable.
i.e. tests may be a bore to do but one feels that this is 
worthwhile and one way of evaluating content, time and manner 
of presentation in achieving aim.

2. Feedback, to course members - very necessary.

3. Other methods of evaluation?

4. Would be interesting to l e a m  if any modification of course
as result of ? carried out.

The pre-instruction enquiry helps to assemble thoughts in preparation 
but it is essential that the lecturer takes cognisance of the 
results.

The conditions tend to be looked in form of a good performance 
after instruction - i.e. 10 min for the pre-course, as long as 
you like with reference to notes after tuition.

Some of the questions have been ambiguous and have a tendency to 
ask for parrot fashion answers in the same manner in which it was 
taught rather than the understanding. Situational questions are 
obviously more difficult to set and answer but that is surely the 
'proof of the pudding'.

Some apprehension to having to complete them. Because if you 
felt you did well on the first one, but the second time around 
found difficulty in defining how much had been achieved, the end 
result could prove to be a failure.

No objection to the amount, but time was often too limited to do 
them well.

In view of the offer to identify areas for further learning - they 
were very worthwhile.

They can only be of value if the student feels he/she will value from 
the effort to complete them is complimented by an effort of the lecturer 
to help in problem areas.
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I thought the sort of questions i.e. 7 6 5 4 3  2 1 were easy to 
decide, and were easier to understand than the type "name 5 things 
essential to .." especially where there were several of this latter 
type on one page.

I also felt that much better results would have been obtained to 
Block 3 Questionnaire, had it been given with more time prior to the 
Dinner on Thursday evening, this caused much mirth, but seriously 
I though it psychologically badlyttimed.

At first I found these tests a little worrying. However, as these 
were fully explained I realised that these were not in fact a type 
of examination. I felt quite at ease when completing these. When 
doing the second test I did feel, at times, that I should be able 
to complete them with far more ease than I actually did.

I think they are basically a very good idea - but as has been 
discussed, for personal assessment of weaknesses and strengths 
feedback is very necessary - not Just marks but comments.

I consider that thé test methods are very sound in that you (the 
lecturer) can assess a "pre" and "anti" result in the level of knowledge 
of the student.

It might be more beneficial to give the "pre" test eut a little earlier - 
then they can be analysed and any weak areas can be identified early and 
the lecturer can then plan the training to cover weak spots as identified,

I.consider these tests as being of great value -

Why not (a) give a "loose" test first (very broad) 
then (b) give a"concentrated" test

this will give more scope for a positive "learning first" - "questions 
after" plan.

I have no objection to using the tests particularly where they may be 
useful as a means of research. On the whole I enjoy being tested,
I am doubtful as to m their efficiency in assessing the tesults of 
teaching as such, because the majority of the answers come from notes 
rather than from memory. They need not indicate an understanding of 
what is written.

I am sure you feel that they were necessary in order for you to 
assess how much knowledge we were receiving and whether the course 
was achieving its objectives.

As a method of assessment for future development I would agree and 
quite accepted it. However, questionnaires can be irksome and perhaps 
timing (e.g. last Thursday of Course) could be looked at to make it 
more acceptable. '
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I feel that the tests at the start of the blocks, are a very useful 
guide to what members can expect to come up against during the course.

The tests at the end of each block, are some indication of how we 
feel we have performed during the course, and I also believe the 
tutors are entitled to have some extra help with evaluation.

I have no objection to completing the tests at all.

1 found no objection in answering the questions, but at first there 
was a degree of apprehension. These feelings were soon put at rest 
when one realised that it was not a test but an aid to help one doing 
the course. Also a help for future course members, and a help to the 
lecturers in knowing whether they were achieving their objective or 
whether they had to modify the course.

PDT/MS/OCT.75



PORTSMOUTH POLYTECHNIC - SCHOOL OF MANAGEMENT STUDIES
AND

WESSEX REGIONAL HEALTH AUTHORITY 

SKILLS OF MANAGEMENT 

REACTIONS TO EVALUATION

COURSE 37 - BLOCK 1

Note: This group were involved in the evaluation at two levels:-

(1) Job Performance questionnaire received by post.

(2) Learning Tests for all four main areas of learning.

Course members were invited to make separate comments on each 
aspect and did so as follows:-

JOB PERFORMANCE QUESTIONNAIRE.

Agreed as necessary to establish pre and post level of performance.
Very astute way of making one analyse job content in detail; somewhat 
different to Job Description.

Difficult to work through. Time consuming. But an essential base from 
which comparisons in achievement and progress can be measured.

Helped one to look carefully at ones own job, difficult to give a 
true assessment. Do others see me as I see myself??

Rubbish.

First reaction was Wiat another series of questions to participate in.
Time factor contributed to this as not long enough to do justice to it.

I did not object to completing this questionnaire but I felt that a 
personal interview would have been useful as many of the questions were 
irrelevant to my job, either in whole or in part. On balance did not 
think this was terribly useful - also short period of time to complete.

Job pre-questionnaire - Good. Made one think about own job before coming. 
Could spark discussion with boss..

This gave my senior and myself time to really talk out my job performance.

Questionnaire - prepared one for looking objectively at ones performance 
which seems to be a key factor in the whole course.

Helpful inasmuch as it helps one to 'dissect* and 'analyse' ones job.

Job performance questionnaire. I didn't mind filling this in but I can 
see very little value for Don. It certainly made me think more deeply 
about my job and help me orientate to the course.

Very little time was allowed for completion of the job performance 
questionnaire, although Don White did apologise for its late arrival.
It was relatively easy to complete, although rather time consuming.



2.
Fortunately my superior was keen to co-operate in the preparation of thos 
questionnaire and we did the task in conjunction with each other. This 
exercise was thought to be easy.

Insufficient time to study questionnaire and what is required but feel it is 
valid.

Questionnaire - Useful to receive this before course as it involves a lot of
thought but as I only received my papers a few days before attending, I feel
they could be dispatched 2 weeks at least before the course.

Really felt I didn't know sufficient - after I had already filled it in -
especially as it was late in arriving.

LEARNING TESTS.

Accepted as necessary.

Not popular but I cannot suggest a better method of evaluating the 
content of the session and the teaching lecturing/learning effectiveness.

Would prefer them between blocks.

These are difficult - discontinue.

First impression - more homework - but will be interested in feedback 
report.

Too many questionnaires - perhaps too much emphasis on learning in groups.

Learning tests during course. - Not too keen* Became a little wearing.

I feel these help but there were too many. It is satisfying to know that 
you have inq)roved in knowledge but this may not be necessary that you are 
good at adapting these ideas to your job.

Good idea (although not very welcome at the time). Tested whether one had 
grasped the essential points which ere being put across.

Too many and not acceptable in their present form i.e.;
Pre: Worded in terminology yet to be fully understood.

I didn't mind filling in the questionnaires in the cause. It helped me 
pick out the points more quickly. It also helped get what was leamt. I 
do question however the validity and value of the results.

I did not like the learning tests during the block - it reminded me of the 
schoolroom/examination situation. The first test, before any input of 
information, when I had no idea of the meaning of most of the questions 
made me feel both inadequate and antagonistic.

This has an element of snooping on ones absorption rate even though 
explanation is given quite forcibly that this is not so. Is it 
because of the instructors comments? The whole exercise has an element 
of a schoolroom testing atmosphere. Not liked at all, makes one feel 
antagonistic.

This creates asbarrier to learning as I feel it has an examination act 
atmosphere about it. This is not conducive to concentration.

No objection to these tests. I felt they are useful in self-appraisal.
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POSSIBLE RESEARCH TASKS AT EACH LEVEL OF EVALUATION

Level 1 (Reactions)

to assess: the reactions of students, compared with the intended
reactions to the training, both to individual teachers 
and to the course as a whole.
whether these reactions vary over time, i.e. during the 
course and at varying periods after it.
the correlation of these reactions with students' indivi
dual characteristics (e.g. age, sex, profession, role, 
basic education, pace of learning, special aptitudes, 
motivation, degree of support from boss).
which instruments of assessment combine usefulness with 
acceptability to students and staff, and at what frequency 
of use.
the effects of feeding back the evaluation data to students 
and teaching staff, and of varying its amount.
the value placed on this feedback by the parties concerned. 

Level 2 (Learning)

to assess: the learning achieved by students, compared with the learn
ing objectives of the training, both from individual subjects 
and from the course as a whole.
whether this learning is retained over time, i.e. during the 
course and at varying periods after it.
the correlation of this learning with students' reactions 
(level 1) and with their individual characteristics 
(exemplified above).
which instruments of assessment combine usefulness with 
acceptability to students and staff, and at what frequency.
the effects of feeding back the evaluation data to students and 
teaching staff, and of varying its amount.
the value placed on this feedback by the parties concerned. 

Level 3 (Job Performance)

to assess: the job performance displayed by students, compared with
the job performance objectives of the training, both in 
individual areas of competence and in management as a 
whole.
whether this job performance continues to be displayed over 
time, i.e. at varying periods after the course.
the correlation of this job performance with students' learn
ing (level 2) and reactions (level 1) and with their individual 
characteristics.
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Level 3 (Job Performance) continued

the forms and quality of boss and role set involvement 
in support of the training (the immediate work climate),
which instruments of assessment combine usefulness with 
acceptability to students and work colleagues, and at 
what frequency.
the effects of feeding back the evaluation data to 
students, teaching staff and work colleagues.
the value placed on this feedback by the parties con
cerned.

Level 4 (Department/Unit) and 
Level 5 (Organisation)

(N.B. Beyond the job performance level the task of identifying the impact 
of the training on management as a whole is likely to be elusive and any 
distinction of levels somewhat arbitary. The individual.could regard 
his "organisation” as the unit or department within which he works; the 
function or service it helps to provide ; an individual hospital or health 
centre; a complete health district for which a District Management Team 
is responsible; his employing authority; or even the NHS as a whole.
But the assessment tasks are basically similar.)
to assess : the performance of the organisations to which students

belong, compared with those organisational performance 
objectives to which the training is intended to contribute.
whether this organisational performance continues to be 
displayed over time, i.e. at varying periods after the course(s)
the correlation of this organisational performance with stu
dents' job performance (level 3), learning (level 2) and 
reactions (level 1) and with their individual characteristics.
the forms and quality of organisational involvement in support 
of the training (the underlying work climate).
which instruments of assessment combine usefulness with 
acceptability to students, work colleagues and management, 
and at what frequency.
the effects of feeding back the evaluation data to students, 
teaching staff, work colleagues and management.
the value placed on this feedback by the parties concerned.

At all levels the task of assessment includes the attempt to distinguish 
the objectives and effects of the training from those attributable to 
other factors
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CAN THE MIDDLE MANAGER USE WHAT HE LEARNS T Evaluation Research Prelect
These questions focus on the opportunities and difficulties of applying In your 
work what you learn In the classroom. I.e. does the training make a difference 
in the way you manage?
Very brief answers can be given just by ticking the response which best 
represents your opinion at the moment. But If you would like to add comments 
or examples by writing on the other side of the page this would be very
helpful for the research.
First of all, how optimistic/pessimistic are you that there will be noticeable
differences in the way you manage, say 6 months after the end of this course
compared with 6 months ago?

Very
pessimistic

Very
Optimistic

Secondly, where do you think any such differences would be noticed

in my use of specific manage
ment skills and knowledge In 
my job?
in my attitudes and approach 
to work generally?

in the effectiveness of ray 
unit/department as a whole?

in the implementation of my 
project or action plans?

* in other ways? Please 
explain overleaf

Very 
much so

To some 
extent

A
littler 1 1 ... j 1 ,

Not at 
all

. ....... .

PLEASE GO OVER TO PAGE 2



Finally, how far do you think any of the following problems might make it 
difficult to apply what you've learned?

Possible Problem This problems

I don't have the necessary 
ability to make changes.

Ify present job doesn't provide 
the scope to make changes*

My immediate superior doesn't 
give me the necessary support.

There is insufficient interest 
amongst other people at work.

I don't have the time to make 
changes.

Lack of resources prevents 
necessary changes.

The course was not relevant 
enough to my job*

I am not keen enough personally 
to make changes.

My existing habits and ways 
of working are too strong.

It's very difficult to do 
anything different in my 
organisation.

Other factors? Please 
explain overleaf*

Applies 
very much 
indeed

Applies 
to some 
extent

Applies
a

little

Doesn't 
apply 
at all

-

1

Would you indicate your name please (unless you have any objection )?

THANK YOU VERY MUCH FOR YOUR HEIP



APPENDIX 34

Opfctmism / Pessimiam about
Prospects for Using the Learning at Work: Oxford

At the end of three foundation modules in Oxford (June 1976, November 

1976, May 1977) course members were asked to complete the questionnaire 

"Can The Middle Manager Use What He Learns?" and 56 of a possible 65 

(86%) did so. Their replies to three questions concerning their expec

tation of applying at work what they had learned in the classroom are 

summarised as follows:

Qn.1 How optimistic or pessimistic are you that there will be noticeable 

differences in the way you manage, say, 6 months after the end of this 

course compared with 6 months ago?

On a scale from 1 (very pessimistic) to 7 (very optimistic) 54 respon

dents distributed their answers thus :

v\ -=• 5 4

VEfô Y
O P T I M I S T I C

the means etc. for the separate courses being:

course June 1976 

course November 1976 

course May 1977

mean
4.64

4.67

4.94

n
22

15

17
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It was possible to test the strength of relationship between this 

Optimism/Pessimism variable and that of post-training performance 

gain attributed to the training, as part of Hypothesis HB3.

Qn.2 Where do you think any such differences would be noticed?

On a scale from 1 (not at all) to 4 (very much so) respondents cumula

tively rated each of four possible answers as follows:
mean n

I. In my personal management skills and 

knowledge applied to my job 

n. In my attitudes and approach to work 

generally

HI. In the implementation of my project/ 

action plans 

IV. In the effectiveness of my unit/ 

department as a whole

3.00 56

3.02 56

2.96 55

2.64 56

These categories correspond to sections I, II, HI and IV respectively of 

the post-course questionnaire "How Has The Middle Manager Been Managing 

Since The Course?" (Appendix 26).

A fifth category "In other ways? Please explain" secured 10 replies. 

Two of these concerned specialised fields of work (student nurse 

allocations, teaching methods) in which the respondent was engaged.

The remaining 8 wrote of the more effective use of time(3), improved 

powers of self-expression (2), and greater self-confidence, inter

personal skill, and ability to motivate subordinates (1 each): all

of these are amongst the characteristics included in section 1 or 

section 2 of the post-course questionnaire.
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Qn.3 How far do you think any of the following problems might make 

it difficult to apply what you have learned?

On a scale from 1 (not at all) to 4 (very much so) respondents rated 

each of ten factors as follows :

mean n

1. I lack the necessary ability 1.89 56

2. My present job provides insufficient
1.97 34

scope

3. A lack of support from my immediate
1.92 56

superior

4. A lack of interest amongst other people
2.14 56

at work

5. A lack of time for me personally 2.14 56

6. A lack of resources to make necessary
2.45 56

changes

7. The course was not relevant enough to
1.86 56

my job

8. I am not keen enough personally to
1.57 56

make changes

9. Existing habits and ways of working
1.89 56

are too strong 

10. it is very difficult to. do anything
2.00 55

different in my organisation

These ten factors, with others, were subsequently included in question

5.7 of the post-course questionnaire which concerns helps and hindrances

to the application of course learning at work. Grouped into five poten

tial areas of difficulty, the means of the (unweighted) means, viz.
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mean of means

Personal limitations (factors 1 and 8) 1.73
Course relevance (factor 7) 1.86

Climate of support (factors 3, 4, 9 and 10) 1.99

Job limitations (factors 2, 5 and 6) 2.19

indicate that personal limitations were regarded as least likely, and 

the job constraints of scope, time and resources as most likely, to 

be hindrances to the use of the learning.

An eleventh category "Other factors? Please explain" was used by 8

respondents. Two wrote of "crisis management" in their units and 2 

of uncertainties about the future existence of those units. The re

maining 4 references were to the disinterest of top management, to 

frequent staff changes, to the absence of a clear management structure, 

and to insufficient personal authority in the selection of subordinate 

staff.



APPENDIX 35

COMPUTATION OF THE COMPOSITE SCALE

Aim:

An overall mark (or %) indicating course benefits to the individual's own. 
work perFormance And to that of hiS- organisation.

Computation: for section d-etails s-̂ e ^ost-course <^u<.stionnaire^ Ajf>̂ x 2.6

Stage One

1) Section I

Derive an overall measure of competence gains, for skills Si to S23, 
attributed to the course, i.e. for each skill:

( \ X loo X (M or A) %\ Max /

This'leads to:

Scale O - student's assessment
Scale 11 - boss *x assessment

2) Section II

Derive an overall measure of changes in attitudes and approaches to work, 
for items Al to Al8, attributed to the course.

This leads to:

Scale 5 - student's assessment
Scale 10 - boss assessment

3) Section III

Derive an overall measure, VAR506/VAR906 , of benefit to oroânisatipn from
action plans and projects

4) Section IV

Derive an overall measure/ VAR621/VAR921, of beneFit to organisation s
overall effectiveness from attendance



? .

stage Two

1. Recode the overall measure for Section I as follows: 

(Scale O, Scale 11)

Lowest - 2.49% = 0
2.50 - 4.99% = 1
5.00 - 7.49% = 2
7.50 ~ Highest = 3

2, Recode the overall measure for Section II as follows: 

(Scale 5 , Scale 10)

Lowest - 0.49 = 0
0.50 - 0.99 = 1
1.00 - 1.49 = 2
1.50 - 2.00 = 3

3. Recode the measures for Sections III and IV as follows:

VAR606, VAR906, VAR521, VAR921:

1 = 0
•2 = 1
3 = 2
4 = 3

Stage Three

Compute the composite scale, using a weighting scheme for Sections I-IV p 
2, 4, 1, 3 respectively.

i.e.

Student: (SCCOMP) = (2 x Scale 0) + (4 x Scale 5) + VAR606 + (3 x VAR621)

Boss : (SCBOSS) = (2 x Scale 11) + (4 x Scale 10) + VAR905 + (3 x VAR921)

These scales have a minimum value of 0, and a maximum of 30.

Stage Four

Compute each individual's composite scale value as a % of the maximum 
achievable.

i.e.

Student: Kewvar 1 = 100 x (SCCOMP)/30 % (or mark but
Boss : Newvar 2 = 100 x (SCBOSS)/30 % of 100)



These two variables :

ÎŒWVAR 1, NEWVAR 2

are the required mark (out of 100) or % indicating the course's benefits to 
the individual and organisation.

Note ;

1. For resultant crosstabulatj.ons, Newvar 1 and Newvar 2 are recoded as
follows :

0 % = 0
1 - 2 0 % = 1

21 - 40 % = 2
41 — 60 % =■• 5
61 - Highest % = 4

2. For Newvar 2 - i.e. the bosses' assessments of the students - the 
category O (or 0%) relates to a student's record where the boss did not 
return a post-course questionnaire, unless the subset of student/boss pairs 
is being analysed.

VO
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On the Evaluation of Middle Management Trainir^

In brief, the view I have formed, after five years’ part-time work with middle 
management courses in the Wessex and Oxford regions, is that evaluation Is 
essentially a two-stage process -

A. comparing what happens in the event (effects) with what was 
intended or needed (objectives)

B. assessing the worth (value) of that comparison 

which is undertaken within

C. a particular local system which has to be understood before 
it can be influenced.

A. For the first stage the research has gathered evidence of post-training 
performance from four perspectives, which move the focus from individual 
performance to organisational performance. These are:

I. changes in the individual officer's competence in specific 
Management Skills and Knowledge as applied at work,

changes in his/her underlying Attitudes and Approaches tp 
work,

QH the implementation of his/her Projects or Action Plans,

iy* changes in the overall Effectiveness of his/her Unit or 
’ti Department.

All four perspectives are formed on the basis of judgements gathered 
systematically from both course members and their immediate superiors; 
and distinguish between effects which are attributable to the training 
and effects tidiich might have occurred in any case. For the first category, 
(specific Management Skills and Knowledge)"comparison between effects and 
objectives is assisted by the judgements previously made in the identifica
tion of individual training needs; for the other three the comparison is 
made by "guided retrospection", i.e. an orderly process of reviewing what 
has changed since the training.

By marking and weighting the evidence from this stage bn performance changes 
as seen from each of the four perspectives, the consequent course-attributed 
overall gain figure permits comparison between individual and individual, 
profession and profession, course and course, parent organisation and parent 
organisation, region and region. Illustrations can be offgred from the 
Wessex/Oxford fieldwork.



For the second stage of evaluation, all available evidence having been 
gathered on the effects attributable to the training, the research has 
established that the predominant criterion of value by far, in the view 
of the 200 course members and immediate superiors questioned, is improved 
work performance - rather than, for example, financial savings, or sub
sequent career progress (although these may also occur)

This criterion - how far work performance has changed as a probable
effect of the training - has accordingly been used in seeking assess
ments of the worth of the training from course members and their immédiat 
superiors (who were informed of the costs of the training) against three 
standards:

1. by comparison with what was expected before the course

2. by comparison with the changed performance of a "control" \
(assessed by immediate superiors only)

3. the extent to which the expenditure of time, money and
effort has so far been justified

a) in the officer's current job performance

b) for his personal benefit
c) in his parent organisation's current performance.

Again, illustrations are available from the research in Oxford and Wessex

C, Finally, as an aid to understanding and, if appropriate, influencing the
middle management training course system, which extends from workplace to y 
classroom and back again, sometimes several times (e.g. in modular courses), 
evidence was obtained on the quantity and relevance of the learning gained; 
the helps and hindrances experienced in the application of that learning 
at work; the extent of preparation and follow-up of course attendance; 
and the acceptability of the methods used for evaluation. Apart from the 
course members and their immediate superiors, all the top administrators 
and nursing officers in the Oxford region, and all the relevant teachers 
at Portsmouth Management Centre, assisted through interviews in building 
up a picture of the total system in use.

Hypotheses have been developed to test the strength of relationships between 
various elements in that system, for which the research instruments have 
provided evidence. Both the hypotheses and the instruments are capable of 
improvement and development; whilst with the basic research stage completed, 
it is possible to consider the simplification of the questionnaires for wider



and more regular use. The computer programme already exists, the docu
ments and coding can be explained, and the evaluation design appears to 
be relevant to other forms of management development than courses.

The prospect therefore exists, if it is wanted, of a flexible, comparative 
and cumulative approach to monitoring the effects and value, compared with 
the objectives, of Middle management training in the variety of forms which 
it is developing in the NHS.

Don White March 1979 
HSMC


