
















































































































































































































































































‘The fashionable identification of qualitative methods with an
analysis of how people ‘see things’ ignores the importance of how
people ‘do things’. This means that the apparent identification of
non-quantitative social science with the open-ended interview needs
to be re-examined’. (Silverman, 2000, p. 283).

Cohen and Manion (2000, pp.270-272) in reviewing the literature pertaining to
interviews, evidenced that the different types of interview should be regarded
as a continuum where the extremes may be considered as informal
conversation at one pole and closed quantitative interviews at the other.
Between these two extremes are varying degrees of freedom as to what and
how questions are asked. Accordingly, within the interviews there was a
degree of variation regarding where they may be placed between the poles of
the interviewing continuum.

The difficulty for the thesis was that that the range of interviews conducted,
both ‘informal’ and ‘formal’ (Cohen and Manion, ibid), meant that precise
classification was difficult. Whilst, as mentioned, the main body of data was
obtained from the thirty-two interviews that were formally arranged, other
interviews, which were much more informal, were initiated by participants. For
example, four participants made contact after being interviewed giving
additional information. In two cases, the conversation was longer than thirty
minutes. The issues raised were pertinent and had not been part of the initial
interview. Using data based solely on the actual planned interviews would
have meant ignoring some important and informative data from informal
discussions. This data, as noted earlier, gave a greater understanding of the
work within the wider Organisation, it was also informative regarding the
variety of training programmes available to different sectors. In this way, it
helped to create an overall picture of the research setting and aided the

analysis of information.

The interview method used may be described as ‘semi-structured’, ‘guide’ or
‘focused’ (Cohen and Manion, 2000). Fielding (1993) gives a clear description
of this:

‘Here interviewers simply have a list of topics which they want the
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respondent to talk about, but are free to phrase the questions as they
wish, ask them in any order that seems sensible at the time, and even
to join in the conversation by discussing what they think of the topics
themselves. The bit of paper the interviewer holds is called an
interview guide’ and once again the second word, ‘quide’ conveys a
sense of the style of this approach, where interviewers take their own
path within certain guidelines.” (Fielding, 1993, p. 136)

The interview guide that | used was based on discussions with HR managers
and professional experience. As well as listing prompt questions, the
interviewing guide also acted as an agenda for the interview, as explained to
participants at the start of the interview proper. The actual guide consisted of
a number of prompt questions (see Appendix 3). The questions covered three
areas: first, ‘Current role and Service’, these were designed to elicit basic
information and to act as ‘ice-breakers’ to help put the participants at ease.
Secondly, ‘Critical Incident and Support’, which were questions relating to the
incident in which the participants had been involved. Thirdly, ‘Support
Network’, which were questions relating to existing support. Importantly, it
also gave an opening to discuss current training, and the type of training

which participants thought beneficial.

The interviewing guide was of great value in that the prompts provided a
framework which, in addition to acting as an aide-memoire regarding the
areas to be covered, also promoted discussion and further probing. It
established a base for discussion that supported the interaction between the
researcher and the participants (Mishler, 1986). The guide also enabled the
discussion to return to the subject if participants strayed too far from the
agreed agenda. In this way, a clear focus could be maintained. An additional
benefit was that it also allowed emotional boundaries to be established. The
guide gave the participants a sense of security as to what issues would be
discussed. In this way, it allowed participants to prepare themselves reporting
what they might want to say or choose not to say (Kvale, 1996, pp 11-120). It
also helped to create a time boundary. People who have had traumatic
experiences find that their sense of boundaries can be badly affected. If an
interview seems to be taking a lot longer than they were led to believe, they
can feel persecuted by the experience. This in turn can create a feeling of

powerlessness and being once more a victim (Kennedy and Charles, 2001).
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The choice of questions that participants were asked, in addition to recounting
their experiences of critical incidents, also enabled them to explain their
understanding of existing training and support, and voice concerns regarding
existing and future provision. At various stages of the research process the
interviewing schedule was reviewed. For example, after the pilot stage of the
first two or three interviews, questions based on participants’ accounts of
critical incidents and subsequent support were modified. Later on in the
research process, service managers were quizzed more on training and

education issues than on current role and involvement with a critical incident.

The Interviewing Process

The actual interviewing process was far more complicated than a linear
presentation of arranging appointments, conducting interviews, recording data
and analysing data would suggest. In addition, the interviewing process was
itself very emotionally tiring. Interviewing participants, especially those in a
distressed state, can be just as emotionally difficult and physically tiring for

interviewers (Holloway and Jefferson, 2000).

After obtaining the list of twenty-four potential participants from Human
Resources, all were contacted and appointments for interviews were
confirmed with twenty-two participants. Two of the potential participants were
not able to take part in the study, one due to illness and the other due to
retirement. In addition to arranging interviews, the purpose of this initial
contact was to introduce the researcher and to give participants the
opportunity to reconsider whether they wished to engage with the study. In
addition, it gave participants information regarding the interviewing process. It
was hoped that this first contact would help to create a sense of joint
ownership by enabling participants to control the time of the interview and to
explore what would be an acceptable method of recording information. In
addition, it gave the opportunity to assure participants that any information
they cared to share would be treated with full respect and confidentiality. An
advantage of making this initial contact was that it helped to form

Page 93



relationships. By the time of the interview | had already spoken a number of
times to both participants and their immediate colleagues.

Participants were interviewed either by telephone or face-to-face. Although,
ideally, it would have been preferable to give participants the choice as to how
they were interviewed, this was not always feasible given the time-scale for
the completion of data-gathering and the geographical spread of the group.
The decision to conduct telephone interviews (two in total) was based on
being able to gain access to participants within the time-frame for completion
and therefore the Scottish call-centre and the offshore island branches were
not visited. Face-to-face interviews are preferable as it was possible to attend
to non-verbal communication as well as to the verbal (Lishman, 1994). In
addition, the familiarity of the setting helped put participants at ease and gave
them some control of the situation, as the researcher was being invited into
‘their space’. In addition, physically seeing a person’s workplace, its size,

location, etc., helped to contextualise some of the concerns raised.

All ten service managers/providers were contacted directly, either by
telephone or by meeting them in other situations, to ask if they would be
willing to be interviewed as part of this study. All those asked, agreed and
were subsequently interviewed. As envisaged, some of these interviews could
be conducted concurrently whilst interviewing the first twenty-two participants,
while others would continue after the initial analysis of the data had begun.
This allowed for flexibility in identifying and interviewing other key participants
and enabled specific information obtained from earlier interviews to be
checked for accuracy. Examples of these were to establish the commonality
of procedures for employees who were applying for training and to understand
the counselling service regarding the type and length of support available to

employees.

One of the skills required by the researcher was to be able to conduct
interviews in a ‘sensitive manner’. That is, having an awareness of the effects
that the interviewing process and questioning might be having on the

participant, and taking responsibility for this. Being sensitive to participants’
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emotional needs starts well before the actual interview. In this instance, it
involved considering how best to make the initial contact when first receiving
the list of potential participants. One could not assume that participants would
want to participate or that they had the time to participate. For example, when
making the initial direct contact with participants, due to the demands of their
work, and mindful of the fact the interviewing period required contacting
people just prior to and after Christmas, which was a particularly busy period,
a time for the initial telephone conversation had to be negotiated. This was to
ensure that there was sufficient time to discuss the study fully and to confirm

their agreement to be interviewed.

Finally, before embarking on the interviews it was established with the human
resource manager that, in the event of a participant being distressed by
recalling their experiences, then full support, such as counselling, would be
available. This information was given to all participants as part of the
introduction at interview. On a positive note HR reported (August, 2004) that,

no participant had requested additional support.

Ethical Issues

The research process also gave the opportunity to engage with some of the
ethical dilemmas which researchers face when working with personal,
sensitive issues, such as those experienced by participants. The framework
used to guide the research was based on the work of Peled and Leichtentritt
(2002). In their review of ethics within published social work research papers,
they identified five interrelated issues. These, they suggested, should be the

underlying assumptions that guide ethical research. These are:

i. The research ethics are an integral aspect of the research act and
of the phases in the research process

ii. Ethical research empowers participants of vulnerable and
disenfranchised groups

iii. Ethical research benefits participants
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iv.  Ethical research prevents harm for participants and involved others
v.  Ethical research requires researchers’ technical competence.
(Peled & Leichtentritt, 2002, p.148).

All these things influenced the research process. Although these points are
presented as discreet entities, in practice, they are often inter-related. Two
examples will serve to illustrate this. The first related to people’s willingness to
engage with the study and links with point (iv) regarding potential harm for
participants and point (v) relating to interviewing in a sensitive manner. The
Organisation had an established culture of research and employee
involvement. As reported by a HR manager, the bulk of this research tended
to be quantitative studies, mainly for gathering statistical data. This particular
study, as noted earlier, required a different approach. It necessitated
interviewing participants who had had unpleasant and, in some instances,
traumatic experiences. The interview itself might negatively affect the person
by re-awakening memories of past events (Garland, 1998). In addition,
participants may fear personal information becoming public knowledge,
(Edwards and Ribben, 1998). Therefore, in order avoid participants being, or
feeling, abused (Myers, 1994), it is important to ensure participants are freely
willing to engage with the study.

The second issue related to point (ii) the empowering of participants and the
potential benefits for participants (point iii). Given that many participants had
been ‘victims’ of critical incidents there was the possibility that engaging with
the study would be for them a cathartic experience. Although the study did
not set out to be emancipatory research, nevertheless, the possibility of this
occurring had to be considered. A potential difficulty in emancipatory research
is that it might appropriate the voices of participants rather than allowing them
to be heard. This dilemma has been highlighted by feminist researchers,
particularly those who have researched women survivors in areas of stress
and abuse (Alcoff and Gray, 1993). There is an ethical issue of ensuring that,
within the final report, a faithful representation of the participants’ personal
accounts is given. This concern was raised by Edward and Ribbens (1998)

who identified the conflict between the academic audience and being true to
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the knowledge gathered in personal and intimate social settings.

For example, part of the data collected required participants to move away
from the public accounts that they had constructed for the police, family,
concerned employers and, to an extent, personal counsellors, and to
encourage them to express other aspects of their experiences. This may be,
as one participant disclosed, the acknowledgment that, despite a raft of good

intentions and support:

‘People, outside of us who were there, they dont understand...Oh
they try to, my husband was fruly upset and so good the way he
would just let me sit there not saying anything.. but.. it’s just so
different. | couldn’t really explain, you just had to have been there’.
(Comment made by a participant who had been involved in a
hostage taking).

There was concern that in taking the participant’s personal experience into the
public area, they might feel they have lost something or something might have
been taken from them. Writing about women’s experiences, Mauthner and
Doucet (1998) identified similar dilemmas. They suggested that researchers
need to reflect on such issues and, in particular how, in publishing reports,
there can be further ‘'loss, abuse and disempowerment ‘by the way the
researchers have taken participant's ‘voice, agency and ownership’.
(Mauthner and Doucet ,1998, p. 138-139). In attempting to remain true to the
accounts given by the participants, extracts from the notes taken when
gathering data have been quoted in various sections of the thesis. As far as it
was practicable, personal details and social issues that participants shared
have been included. For example, information about a participant’s family, the
participant's emotional history, the length of time they have worked in a
particular location and their relationships with other colleagues. In most cases,
in keeping with a narrative perspective (Doyle and Carter, 2003), the
participants themselves placed their personal story in a social, family or work
context. For example, in Jay’s account of an attempted robbery on her office,
she gave a brief synopsis of the event which included a complete list of all
those who worked in the office. She recounted the names of both the staff that

were present and those that were absent at the time of the raid. She then
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gave the individual reasons as to why these colleagues were not present.
Whilst such information was not directly relevant, it enabled her to place the
event and herself in context. In turn, this also allowed her to express feelings
about the arbitrary nature of such events and her own misfortune as opposed

to the good fortune of those who were not involved.

For the researcher, being aware of ethical issues did not lessen the difficulties
of dealing with the dilemmas relating to issues of participation and the culture
of the Organisation. All organisations have issues of power and control and
being granted permission to access participants could be regarded as having
a political dimension (Branner, 1987, p. 167). The Organisation had ultimate
control as to ‘who may’ and ‘who may not’ take part in this study. Being
centred within a workplace, it seemed ethically important to know whether
participants had volunteered or whether they had been coerced into taking
part. The problem for me when addressing this issue prior to the start of the
TNA was that such issues had previously never been questioned. A change in
the tone of the Training Manager’s voice suggested that raising the issue had
offended his sensibility and, by extension, that of the Organisation, which for

him was suggesting that coercion might have occurred.

This issue was a potential source of conflict. It was necessary to work in
collaboration with the Organisation, but to recognise that my position, as
researcher conferred a certain authority and, therefore, a responsibility to
safeguard the interests of participants. As Branner (1987) identified, part of
the researcher’s task, in trying to gain access and recognising the power

brokerage, was having

"....to enter the symbolic world of those he is to observe: he must
learn their language, their customs, their work patterns, the way
they eat and dress and make himself respectable. There is an initial
period when he must understand what expectations are held of him
and when he is taught how he can behave. But he also has to teach
respondents so that he can carry out his observer role effectively.’
(Branner, 1987, p169)

Ethically, without wishing to alienate the Organisation, | thought it best to
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check participants’ wiliness to be interviewed. Therefore, in line with Alcoff
and Gray (1993), during the initial setting-up of the interviews, participants
were asked their reasons for taking part (i.e., who initially prompted them to
take part). This was addressed further at the start of the interviews. In
addition, either at the initial contact or prior to the start of the interview,
participants were also given information about the researcher’'s background.

This was to help them decide what they did, or did not want, to disclose.

Recording

During the course of the study, issues of recording data were reviewed on a
number of occasions. Within the literature relating to research methods, the
standard advice to researchers is to tape-record interviews (Berg, 2007;
Gilbert, 1993). The assumption being that participants would co-operate with
this. What seems absent from the literature are situations where participants
are reluctant for interviews to be tape-recorded. In addition to methodological
issues as to the merits or otherwise of interviewing, recording at interviews
raises a number of ethical issues. It demonstrated Peled & Leichtentritt’s
(2002) findings of ethics being ‘an integral aspect of the research act and of

the phases in the research process’ (2002, p.148).

Initially, all interviews were to be tape-recorded. This has certain advantages.
When analysing data it may prove useful in confirming the accuracy of what
was said during the interview (Silverman, 2000). In addition, it can also enable
certain aspects of non-verbal communications to be considered; for example,
the exact length of a silence, and the hesitation when discussing a particular
point. These can be important clues as to how well the participant understood
what was being asked and how comfortable, or not, the process appeared to
be for them. Tape-recording interviews also allows for the direct scrutiny of
the data by a third party. This can be useful in verifying the validity of the
findings, especially when attempting to give participants a ‘voice’, although a
potential problem of such a focus is that ‘it is insufficiently attentive to the

detail or contradictions’ (Holloway and Jefferson, 2000, p. 56)
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Many of the participants, as reported by the HT Liaison Manager, were used
to public speaking and all participants gave presentations as part of their
work. It was therefore surprising that many of the participants were reluctant
(to the point of refusal) to have interviews tape-recorded. After seven
rejections from the first eight people contacted, the idea was abandoned. The
main reason given by participants was that they felt a tape-recording might
inhibit their responses. This decision, not to tape-record, seemed to be the
correct one, as confirmed later, when one participant who commented on the
interview said:

‘this is important to me and | want to feel that | can discuss things
and say things openly. | don’t want to be guarded in what | am saying
or worry later that | might have said too much.’
(Taken form the researcher’s notes)

Another participant commented:

‘Is not that | am bothered about being critical about the
Organisation, that doesn’t worry me, it isn’t the issue. | don’t want
people identifying my voice and realising that some of the personal
stuff is mine... it just wouldn’t be right for me. | have used the
counselling services and they were bloody good...I knew they were
confidential and | would like to think this is the same. The
Organisation is a small world and it is difficult to recognise someone
in a report but hearing a voice is different.’
(Taken form the researcher’s notes)

As the tape recording of interviews was not acceptable to participants, notes
were taken during the interview with the permission of the participants. These
were later used as the basis of the analysis. For the sake of consistency, the
same method of recording was used for all participants. Whilst some
participants would have been open to the recording of their interview it was
considered that the additional time spent transcribing these tapes might bias
the data. There was a possibility that the process of transcribing the tapes
might result in a greater familiarity with this data in comparison with that

gathered from other non-taped interviews.

Being trained and experienced in process recording, notation and recording of

interviews and other observations was not a problem. Participants were asked
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at the beginning of the interview if they objected to notes being made. None
did, nor did they at any time make a request to view any of the notes. Written
records and initial coding of information was on card. All information
pertaining to participants was anonymised and stored in keeping with the
requirements of the Data Protection Act (1996).

Methods for Analysing Data

Yin (2002) suggested that, within a case-study research the gathering and
analysing of data should be concurrent. The process in this thesis might more
accurately be described as moving to-and-fro between the literature, data-
gathering and analysis. The approach for analysing the data ‘pattern
recognition’ (Yin, 2003) was that different pieces of information from the case-
study were related to the theoretical propositions, here, those relating to
trauma, learning, humanistic education, and human and social capital. The
pattern-making approach was influenced by the adaption of coding techniques
suggested by Strauss and Corbin (1990), itself based on Glaser and Strauss
(1967). This covered such areas as: the use of identifying themes, coding
data, assigning date to mutually exclusive categories, and the development of

theories from the data. In doing so it accepted the following premises:

Premise 1: the approach to the analysis of qualitative data is broadly speaking
a ‘pragmatic’ one.

In taking a pragmatic approach the analysis attempts to go beyond the
dualisms of theory/practice, mind/body, or self/other which is in keeping with a
holistic view. It accepts that the personal experiences of the researcher can

shape their response to the data.

Premise 2: The analysis of qualitative data should be geared fowards
generating new concepts and theories.

Although the research process was in part deductive, it aimed to explore

issues of training in the workplace, and the learning approach best suited to
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post-critical incident training. In this the data may be regarded as attempting
to generate new concepts regarding the most appropriate learning approach

for post-critical support training.

Premise 3: Theories should be 'grounded’ in empirical reality.

In using a case-study method, the research was not solely based upon the
information given by training departments or the published literature, but
sought also to explore the first-hand experiences of participants and the
support available to them. The findings were based on the data provided from
the accounts of participants. As part of this, the study was expanded to
include participants offering support and services to those who have been
involved in a critical incident. This enabled a wider perspective regarding
changes within training to be obtained. Their inclusion allowed for points of
information to be checked and matters relating to policy formation and

implementation to be explored.

Premise 4: Qualitative researchers should start out with an 'open mind’

It should be noted, that ‘open mindedness’ is not the sole province of
qualitative researchers but should be a requirement for all researchers. The
literature on trauma and stress suggests that individuals react very differently.
Therefore, following a critical incident, what people might wish to share
regarding their own or other colleagues’ reactions, may vary. As this was an
exploratory study, it was not assumed that any ‘solutions’ or
‘recommendations’ regarding the training needs of participants would

necessarily emerge.

Once participants’ had confirmed their willingness to take part in the study, an
appointment was made for interview. Because of the distance, and the winter

weather, two interviews were conducted by telephone.

Conclusion
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Any account of the research process is by its very nature selective. The aim of
the chapter was to identify factors which have influenced the data-gathering
and the analysis of data. Further, it has offered a rationale for using a case-
study method. In doing so, this chapter addresses some of the design,
research process, and ethical issues associated with the study. As part of this
the units for analysis (Yin, 2003), i.e., participants, were discussed and the

areas from where the data was to be gathered were identified.

In developing a theory base for the study, it was accepted that the psycho-
social world of participants is unique to them and, accordingly, they are best
placed to illuminate their experiences (Holloway and Jefferson, 2000). As part
of this research process it recognises the ‘gift-relationship’ between the
researcher and participant which places obligations on the researcher to
safeguard the participant. Such protection includes considering the effects of
the interviews on participants themselves (Alcoff and Gray, 1993).

Before moving on to consider the results, | would add that related issues

concerning the limitations of the research and recording of data are discussed

in the Conclusion, Chapter 6.
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Chapter 4 Analysis of Results

Introduction: Analysis Categories

The aim of this chapter is to present the main findings which emerged from
the analysis of the data. The objective being to evidence the questions posed
in Chapter 1. These were:

¢ How does the working environment differ from that prior to 9/11, and
what, if any, are the nature of these differences?

e How do participants’ experiences of critical incidents inform their
understanding of their learning/educational/ training needs?

e Within an Organisational context. Why is training perceived as the
solution to offering post-critical incident support?

Before describing the individual categories it is important to stress that the
research was not an ‘assessment of risk’, and therefore, predicting the

probability of the occurrence of a critical incident was not a consideration.

It should be noted that, to aid clarity, and to convey a sense of the accuracy in
the recording process, the part of the Organisation from where the data was
gathered is indicated. In addition, for reasons of confidentiality, where

participants are cited, real names have not been used.

Analysis Categories

Analysis of the data identified two main themes: Critical Incident and Existing
Support, and Organisational Training Policy. Each of these main themes
further sub-divided into a number of other categories which, in keeping with
Yin's pattern-making approach (2003), and Strauss and Corbin (1990), are

mutually exclusive.
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The categories of analysis are:
1. Critical Incident and Current Support:
Understanding critical incidents.
Insecurity in the workplace

Perceptions of existing support

2. Workplace Training:
Post-critical incident support training
Organisational approaches to training
Evidence of change within training policy

Collectively, the categories in the first section, Critical Incident and Existing
Support, helped to create a picture of the work environment and illustrated
participants’ concerns regarding critical incidents. The data was analysed in
order to identify commonalities of concern amongst participants. The aim was
to explore what support was available and what support might be further
required. The objective was to consider the role of training in developing post-

critical incident support for employees.

Under the second category, Workplace Training, the section on post-incident
training illustrated the need for training and indicated areas that participants
considered beneficial. The analysis of the data evidenced how training might
be used in developing better support systems for staff following a critical
incident. Within the last two sub-categories data analysis identified aspects of
existing training policy, and trends or changes in this policy since 9/11. The
analysis helped signpost the direction needed by the Organisation to

implement an effective training programme.

1 Critical Incident and Existing Support

Participants’ Perceptions of Critical Incidents

The first category concerned participants’ perceptions as to what constitutes a

critical incident. Visiting the natural workplace setting and seeing were they
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were located and the differences in the physical layout of buildings proved
beneficial. Physically seeing the workplace allowed for a greater
understanding of some of the concerns expressed by participants. For
example, talking about the evacuation of a multi-storey building within the

Central London area, a manager asked the rhetorical question:

“You tell me where it would be safe to tell people to go? The
emergency and local authority can’t, so why are we pretending that
there is somewhere?”

Similarly, when visiting South Wales, the poor network coverage of mobile
phones was highlighted as a potential major problem. Seeing the isolated
position of the building, in comparison with other sites, enabled a clearer
understand of the work environment. The significance of the location would
not have been apparent had the site not been visited. Such visits helped to
inform how participants identified critical incidents in relation to their own

work-settings.

Therefore, it is perhaps not too surprising that the findings reflected concerns
that arose in the participant’s immediate work setting (Danieli, Brom and Sills,
2005). When comparing the occurrence rates of critical incidents at the
different work settings, the Organisation’s own data highlighted an increased
probability of certain staff groups being more likely than others to be involved
in particular critical incidents. For example, Call Centres had greater incident
rates of bomb hoaxes than the central IT section. In the analysis of data, it
was possible to divide participants into three groups based on their work
setting or areas of responsibility. These were:

e branch network staff,

¢ offshore island staff,

e senior level managers, support services staff, including external service

suppliers.

Dividing the staff groups in this way enabled local factors to be identified and

also the support services that might be needed. This was an important factor
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for the study as it allowed for differences in local experiences to be identified
as well as areas of common interest. The use of individual experiences
enabled a range of different narratives to emerge (Doyle and Carter, 2003).
Participants with direct experience of being a survivor of a critical incident
described the critical incidents in which they have been involved. Each of
these accounts aided understanding of how critical incidents are perceived

and helped to illuminate the concerns and anxieties of participants.

Branch Network Staff

The potential for branch network staff to be involved in a violent incident or a
raid was very real (as evidenced from the Organisation’s own record of
incidents). The Organisation’s statistics estimated that nationally across the
financial industry there were approximately two incidents daily. Although this
does not preclude the possibility of other critical incidents, understandably,
armed attacks were the incidents on which branch network participants
focused. All branch network participants had been in one or more incidents
and were aware of other incidents within their local area. Jay, during her

interview described her own feelings regarding this:

Jay: “Up till then | thought | had been very lucky. | know most branches have
had some involvement or been targeted but | was lucky that | have not been
there. Like the two raids on my last branch. On both occasions, | was on my
lunch break so by the time | got back it was all over.

Interviewer: How did you feel coming back the second time?

Jay: “I knew what had happened before | asked, as | walked down the road
and saw the police outside | knew, it’s funny what you know without really
knowing. It took me some time to adjust to not being there when it happened.
| was so relieved not to have been there but felt that | should have been, it
didn’t seem fair that I've got over twice and others had two lots...... | said |
wouldn’t make sense....but that’s how it felt. | didn’t say anything it was just
something | felt and kept to myself. Maybe that’s was why [ transferred here.
When the two men pulled a gun (referring to the recent attempted robbery), /
was in the back but just came through to see them. | vividly remember being
surprised but not frightened. In fact, | did think, ‘so this is it. This is what it
must have been like for the others’. It is so jumbled to think about as this was
all within seconds. | remember seeing the wall chart with the procedures and
just followed them.”(Jay, formerly branch network staff, currently Regional
Manager in Central England
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What emerges from this account is Joy’s sense of feeling an observer and
disconnected from the event, all of which are described in the literature
pertaining to trauma and critical incidents (Myers, 1994). It is interesting in the
way Joy also called upon workplace culture to understand what was
happening and what she was feeling, which would appear to support Lave
and Wenger's (1991) findings of the workplace being a place of learning

Off-shore Islands Staff

The culture, closer social bonds and slower pace of island life means that the
Organisation’s off-shore island staff are perceived, by themselves and others,
as being more closely knit than those on the mainland. As one participant

noted, ‘everyone knows everyone else’.

Participants could not recall a critical incident, raid, etc., that they themselves
had been involved in, although they were aware of such things happening on
the mainland. Those interviewed thought that information and procedures
could be slower to filter through than on the mainland. This also seemed to
apply to accepting the potential for critical incidents to occur. As one
participant noted:
“We hear about things happening to colleagues but it's similar to reading
about muggings or bombings on the mainland. It's something that you read
about; you know it happens but somehow not here. You can get smug about
it and put it down to living in such places rather than thinking it just hasn’t
started fo happen here. ... | suppose we don’t want to hear about it...too
worrying really. Well, | suppose like everything else we will get it later, we are

always that bit behind here, it's what we like about it.”(Anne, employee of
thirty years standing with the Organisation)

Similar views were expressed by a participant from the Channel Islands. In
both interviews, participants commented that they could not imagine a ‘Twin
Towers’ incident happening there. Such comments were not prompted by my
questioning but came as a response to a general question regarding the types
of events that would be likely to occur. The paradox was that, in their replies,

they had at some level imagined such events, even if only to dismiss them as
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being improbable. What strangely emerged from interviewing one particular
off-shore island participant was the sense of loss and devastation that the
branch felt when one of their young colleagues had a fatal tragic accident.
This was regarded as a major critical incident and the reported effects on staff
and many customers took over a year to deal with. The potential for death
was a strong theme in the accounts given by many of the participants which
the literature suggests is regarded by many as the ultimate horror (Landau,
1997).

Managers, Support Services Staff, and Service Suppliers

This group consisted of managers, support staff, and service suppliers who
did not work in office branches. The participants in this group, had great
differences in their work settings regarding their location, size, and the range
of work undertaken. Whilst there was less likelihood of these participants
being involved in an incident of direct violence or robbery, the nature of their
work made them alert to the possibility of critical incidents occurring. In
particular, some participants within this group were responsible for Facilities
Management or ensuring business contingency planning and therefore had a
keen understanding of the potential damage that a major critical incident could

cause both to the Organisation’s infrastructure and to staff.

The type of critical incidents which participants reported having dealt with
included; fire, flood, explosions due to gas leaks or arson attacks, terrorist
threats and bomb threats. Some of these events involved highly organised
operations with the police and emergency services. For this group, the
potential for a major incident, especially in the aftermath of the World Trade
Centre, the bomb attack on the HSBC bank in Turkey, and the London

Bombing of June 05, was a real possibility.
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Understanding Critical Incidents

A potential drawback to using the attack of 9/11 as a milestone to plot change
was that critical incidents can be erroneously equated with terrorist attacks or
events of a similar magnitude. As noted in Chapter 2, not only are critical
incidents difficult to define, but it is the individual’s perception of the event
(Kelly, 1955) that is damaging, not necessarily the actual event itself.
Similarly, whilst the range and type of reactions provoked by critical incidents
are well documented, it is not possible to predict with any accuracy an
individual's reaction to a particular event (Sattler, 2003). Therefore, before
exploring how training might best be used to support people caught up in a
critical incident, it was useful to hear accounts of the types of incident
experienced by participants. In addition, to hear how they managed and
coped with the consequences in the aftermath of the incident. Such personal
accounts supported the literature relating to trauma by reflecting the
uniqueness of the experiences for each participant (Ungar, 2003) and
illustrating many of the features associated with trauma (Appendix 3). An
illustration of the range of reactions that might occur is illustrated in the

accounts of two participants.

Pat was a woman in her mid-thirties. She was married and had two young
daughters. Her husband, John, whom she often referred to, had been
extremely concerned for Pat following a particularly violent robbery at her
place of work. For about nine months after the event, he had tried to persuade
her to leave. Over the last six months he had stopped doing this and had
started to notice how much better Pat was coping and getting on with life.
Because of his concern and his anxiety that Pat should come to no further
harm, Pat told of how she tried to present herself to John as being more
secure than she really felt. She commented upon how the incident had
affected communication between them. She reported that, while for him and
the rest of the family she presented as her old self, there were occasions

when she ‘was guarded’ in what she said:
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“l can be at home sometimes watching TV, and not just violent things or
things that you could say were reminding me of what happened and then |
realise that | haven’t been following it [the TV programme] for a while. | have
to think about what | have been watching and then think about what it was
that | was thinking about. | know it will be something about the incident and
for a moment | am in a state where | both need to know what I've been
thinking about but don’t want to think about IT, if you know what | mean. Do
you understand? Do you follow? | know it's hard and difficult to follow.
Sometimes John will say, ‘Penny for them’ and | just try and laugh it off. |
can’t explain, not really, its too complicated and anyway what could | say, that
I've been thinking about something that | don’t want to think about?” (Pat,
senior branch network staff, Wales)

Pat’s account describes the sense of withdrawal a person may face when
needing time to reflect and make sense of what has happened to them
(Myers, 1994). The recognition of the impact that the incident has had on her
is part of the process of regaining her emotional equilibrium (Golan, 1978) and
may be considered as a normal reaction (Trimble, 1985). Therefore,
regardless of the anguish and distress it may have been causing her, it might
be argued that, in recognising the severity of the incident and the effects it has
had on her, Pat’s reactions were a healthy response (Danieli, Brom and Sills,
2005).

Very different reactions were experienced by Dave, a senior manager in his
forties who had worked for the Organisation for twenty-three years. He had
been involved in a number of incidents, four in total. One had involved an
attempted robbery, one a hostage-taking situation and two were bomb-related
incidences. In both the bomb alerts, devices had been found and dealt with by
the bomb squad. Working with the emergency services was, ’‘great but
worrying’. As he explained, it was good to know that you had professionals

with you but:

“It didn’t alter the fact that it was ultimately your decision to evacuate and tell
people that they could re-enter the building. That is some pressure to have,
you know it should be OK but until you do it there is always some uncertainty,
like when you first have to search the building looking for anything that might
be connected to the bomb.”

The last incidences had occurred two-and-a-half years before and were within
a fortnight of each other. That he was able to give both specific dates and

times was an indication as to the traumatic impact that it had. Although he
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described them as ‘ill-conceived, badly-managed attempted robberies”
combined, they had a serious effect on Dave:

“For a long time | just carried on as before, but more and more | started
getting up-tight, arguing all the time over everything. It was an old mate that |
had worked with for years on another site that sat me down and talked to me.
| remember arguing that it was nothing to do with the robberies and as he
knew, | had faced a lot worse...but as | argued | knew he was right and | had
to finally admit it. The counselling services were really useful to me during
that time”. (Dave, FIT manager, southern England)

What is noticeable about the account was the way that Dave had reacted
differently in two, seemingly, similar situations (Ungar, 2003). In addition, as
identified by Parry (1990) and Garland (1998), it was the cumulative effects of
the two incidents that affected his sense of being. It resulted in him avoiding
reflecting on the incident by displaced reactions of anger.

Together, these two accounts serve to illustrate how participants’ responses
to an incident differed both from person to person and from incident to
incident as identified by the literature (Danieli, Brom and Sills, 2005). Such
differences were further evidenced by other participants when they were

describing their post-incident reactions.

Pat’'s need for reassurance that she was being heard and Dave’s misplaced
anger are examples of a common concern reported by a number of
participants, the difficulty of expressing personal feelings. One person
recognised that they had this difficulty prior to the incident, but thought that
the experience had diminished their ability to communicate. Such difficulties,
as noted in Pat’'s account, were not confined to the workplace but also
extended to home life. Two participants, from different work settings, made
similar comments regarding the difference in perception between how they
perceived themselves, as opposed to how they felt other family members and
friends saw them (Kennedy and Charles, 2001).

Perhaps the main significance of these and the other personal accounts was
that, in illustrating the effects that a critical incident may have on individuals
they demonstrated a shared perception and commonality as to what might be

considered a critical incident. In addition, it evidenced that for participants the
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possibility of a critical incident occurring in the workplace seemed to be an
accepted factor.

Insecurity in the Workplace

Given the continual history of national disasters it might be questioned why
post-critical incident support should be considered of greater relevance now
than before 9/117? It has been noted that demonstrating causal relationships is
notoriously difficult, particularly in relation to subjective experiences (Holloway
and Jefferson, 2000). Similarly, although the Organisation’s own statistics
evidence an increase in the rate of particular incidents, due to their
quantitative nature, this data does not illustrate how such incidents were
experienced by staff. Whilst it would be possible to by-pass the issue of staff
welfare and merely point to the demands of the FSA for business continuity
provision, this would mean that staff perceptions and concerns regarding
insecurity in the workplace are ignored. For the Organisation, failure to
consider such perceptions might lead to a lowering of staff motivation
(Armstrong, 1999) and the failure to provide a rationale for employees to
engage in training, both of which, as identified in the literature (Knowles,
1980; Jarvis, 2004) are important elements of adult learning. A lack of
consideration of such issues would have implications for the success of any

post-critical incident training that was developed.

One of the advantages of enabling participants to identify a range of incidents,
and define for themselves a critical incident, was the opportunity it offered to
identify indications of anxiety. From the concerns raised, and the language
used, close analysis of participants’ accounts made it possible to discern
participants’ perceptions of the workplace as being an increased insecure
environment. Whilst it might be expected that participants who had direct
involvement with a critical incident might be more apprehensive, other staff,
who were not formally interviewed, made comments that indicated that they

also felt the workplace was increasingly insecure.

Many of the symptoms associated with high levels of stress and trauma could
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be gleaned in the language that participants used (Parry, 1990). For example,
Jay said, “I knew what had happened before | asked...l knew, it’s funny what
you know without really knowing”. This would suggest that since her previous
experience, she had carried the anxiety of anticipation of the occurrence of
another incident. John’s comment that his manager repeatedly requested him
to “put the whole thing behind us” may serve to illustrate John’s reluctance not
to do so as much as his manger’'s desire to deny the event. John’s reaction
and words would suggest that his assumptive world (Rogers, 1969) has been
attacked and his sense of security, particularly within the workplace, had been
affected. Whether this was an external reality is not important. Subjectively,

insecurity was what was being experienced.

Even those participants who had not had direct experience of a critical
incident indicated symptoms of anxiety. For example, Ann, based in an off-
shore branch, during her interview illustrated her sense of denial. She said,
“...I suppose we don’t want to hear about it ...too worrying really”. ‘Bad things’
do happen, and could happen, and the way of containing the anxiety that this
provokes was to avoid hearing about such things. In a similar vein there were
comments indicating misplaced anger, or internalised anxieties. This was
particularly noticeable in the concern many participants expressed about
having to inform relatives about the death of a loved one. The fact that it
would not be their responsibility, as this would be a matter for HR or the police
did not seem to soothe their anxiety. This was demonstrated by the frequent
suggestions for communications training to deal with the matter. They carried
the anxiety that the increased likelihood of a critical incident made the
possibility of the death of a colleague a greater reality. Such fears might be
considered as contributing to the participants’ perception of the workplace as
being more insecure. It should be noted that, in analysing the data,
establishing the reality of this was not an issue, what mattered was evidence
that they considered this to be the case, although it should be noted that
Danieli, Brom and Sills, (2005) have described the post/11 insecurity as the
‘new normality’ (Danieli, Brom and Sills, 2005, p. 2). For the thesis, this
perception of increased insecurity is significant when attempting to

understand existing post-critical incident support and how training may
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address perceived shortcomings within the provision.

Perceptions of Existing Support

The study, as evidenced by participants, found many examples of good
practice regarding existing support provision. In line with other employers, the
Organisation has a range of support systems for the protection and promotion
of staff welfare. Formal post-critical incident support was provided by direct
managerial support, counselling services and written guides and procedures.
In addition, there was strong evidence that a great deal of informal support
comes from colleagues, including learning about existing support services,
which would be supportive of Lave and Wenger's (1991) claim of learning
arising from the development of communities of practice within the workplace.
Planned exercises also gave the opportunity for Business Continuity
Managers and Facilities Incident Teams to practise procedures for dealing

with critical incidents.

The range, structure and accessibility of support services and joint exercises
were not a direct concern of this thesis per se. The main concern was how
existing support systems might relate to a training solution, i.e., how training
might improve the support given to employees recovering from a critical
incident. Therefore, before any training solutions could be considered, some

indication was required of how adequate the existing support systems were.

In general, the comments made about the Organisation’s responses to a
critical incident were positive. All those participants who had been directly
involved in an incident spoke highly of the Organisation. In particular, the data
evidenced that participants greatly valued the support offered by
management, HR and counselling services, immediately after an event had
occurred. They perceived the Organisation as attempting to respond in an
appropriate and sensitive manner. For example, one participant reported
being “valued’ and “feeling listened to” when, voicing her concerns after a

critical incident, the times for delivering cash were altered.
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However, there were also a number of less favourable comments regarding
the assumptions that certain managers supposedly had. When asked to
expand on one particular incident concerning a major bomb alter, three
participants who had had various degrees of involvement made similar
comments. These centred on the way a particular branch managers, had

coped with the event. As one participant recounted:

“I must have still been in shock ‘cos when he said don’t worry about work
tomorrow | wouldnt expect you to go back to the counter until the
afternoon’. | just accepted it. It was only when | told my wife later, that |
realised what | had just said. It was unbelievable given the awfulness of
what had just happened. | thought that it might have been his way of
coping with the situation but no, he actually was expecting us to do it. He
must have said at least five times the following morning how we “no doubt
wanted to put the whole thing behind us and get back to normal”. There
was no real understanding as to how it has affected us”. (John, Western
England)

Whilst, this account revealed John’s concerns and anxieties, it also evidenced
a number of other issues. First, it demonstrated a lack of understanding
about the effects of a critical incident and the pathology of stress and trauma,
as identified by Myers (1994). Secondly, it illustrated the poor interpersonal
skills of the manager. In accepting the description of the manager’s seemingly
insensitive attitude as accurate, it raises issues regarding the nature of post-
critical incident training in terms of module content and delivery. The training
would need to maintain a balance between ensuring that employees like
John’s manager have the opportunity to develop sensitivity to the emotional
needs of others without endangering their own emotional defence
mechanisms (Inskipp, 1996). Achieving such a balance can be particularly

difficult when attempting to produce a general training solution.

Participants recognised the value of the counselling services that were
available to them as part of post-incident support. However, a number of
participants, although pleased that it was available, considered that it was
more beneficial for colleagues than themselves. In one instance, a branch

manager who had organised his staff team’s own debriefing considered the
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outcome to be more successful than when it had been done by a counselior
following a previous raid. Another participant at a later interview supported
this view. This further illustrated the importance of the role of human agency
in giving appropriate support, when dealing with the aftermath of critical
incidents. This example makes an interesting comparison with the reactions of
John’s manager that were described earlier, where the perceived lack of

empathy made him feel undervalued, hindering his return back to work.

The degree of empathy demonstrated (Rogers, 1969) was a factor as to how
successful participants viewed the counselling services. In one instance,
participants compared one counsellor with their replacement counsellor and
commented upon how the first had created a sense of support and security
that was lacking in the latter. Two other participants expressed similar
experiences evidencing the importance of empathy when offering post-critical
incident support. Such views would seem to support Coleman’s finding from
support give to victims after the Hillsborough Fire (Coleman, et al, 1990).

The analysis of data relating to conducting exercises to stimulate a mock
critical incident gave rise to some interesting points. Although, when asked,
the manager and others involved in business continuity had mixed feelings
about their usefulness, nevertheless, when asked to reflect on the possibility
of a major incident occurring, participants raised a number of concerns drawn
from such simulation exercises. Interestingly, their replies tended to express
their own anxieties, for example, a fear that they, or other people, “will react
badly” or “let others down”. As one participant noted:

“In an emergency you don’t necessarily do what you should do”.

Other participants expanded on such fears and gave examples in which
colleagues had failed to keep to procedures. In one instance staff failed to
respond to a fire alarm because they thought it was “only a fire drilf’. On
another occasion, a staff member, in his panic, sent out the wrong pre-
recorded public announcement message. The use of phrases by participants,
such as ‘will react badly” and “let others down” illustrated anxieties about not

being in control, which is a strong feature of stress (Parry, 1990) and
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emotional disturbance caused by trauma (Kennedy and Charles, 2001;
Danieli, Brom and Sills, 2005). Despite the findings from the literature relating
to trauma and stress, in conducting exercises and in its staff support literature
the Organisation, and perhaps more surprisingly its external specialist support
services suppliers, seemed to give little consideration to a critical incident
being emotionally de-stabilising to those involved. There was no indication of
participants having been prepared for the possibility of themselves or others
behaving erratically. Some of the HR managers did not appear to recognise
the need for staff to be helped to understand their reactions (NCPTSD, 2000)
This would seem to be in contradiction to the support structures which the
Organisation provides that work on the premise that, emplioyees need to
understand their behaviour as part of the process which enables them to

regain their emotional equilibrium.

As noted, the same omission was detected in the support literature which the
Organisation provided. Part of the function of staff handbooks and procedure
guides for dealing with emergencies and other identifiable events, was to help
contain people’s initial emotional reactions (Kennedy and Charles, 2001).
Those of the Organisation were commented upon favourably by participants
as helping to provide a focus within certain situations. For example, for fire-
drills there was a clearly defined procedure. Participants evidenced that
procedural guides were of little use for dealing with the critical incident in
which they had been involved. Scrutiny of the documentation and
participants’ accounts indicated that, within the critical incidents procedure
guides, assumptions were made that, excluded the possibility of stress and
trauma affecting staff responses. While the tone of the critical incident policy
procedures was reassuring and therefore helpful in containing anxiety, there
was also an assumption that staff would be able to perform their duties to the
required standard. This was a major issue for organisations when planning
the implementation of policy where it might be reasonable to assume a certain
level of competence (Newburn, 1993). However, this does not apply to human
agency within a critical incident situation (Trimble, 1985). As noted above,

such an assumption is contrary to findings in the literature relating to trauma
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and the management of disaster (Kennedy and Charles, 2001). It ignores the
negative psychological affects that a traumatic incident can have on the

performance of those both directly and indirectly involved (Trimble, 1985).

2 Organisational Training Policy

One of the aims of this paper was to consider the evidence indicating possible
changes within post 9/11 training policy. In an organisation that is committed
to continual improvement and development, there is a wealth of data that can
be gathered to evidence change (Storey, 1995). What was being sought was
a greater depth of evidence that goes beyond surface changes, such as an
increased training portfolio, opening of access, or flexible delivery. In the
same way that critical incidents (specifically, 9/11) can be regarded as
changing attitudes towards national security (Danieli, Brom and Sills, 2005),
the aim of the study was to identify data which indicated a changing attitude
towards workplace training. The data pertaining to this divided into two
sections. The first section . offers an understanding of the Organisation’s
existing approach to training. The second section attempts to identify

evidence that indicated change within training since 9/11.

Post-Critical Incident Support Training

Participants’ support for increased training was referred to earlier when
considering a critical incident as perceived by the different sectors of the
Organisation. As there was a high degree of unity amongst participants, it is
useful to draw together the main points raised and deal with them collectively.
As a general principle, all participants were in favour of training and thought it
would be helpful in supporting people in a post-incident recovery period.

Phrases, such as:

£,

“it would have been helpful”; “you need to be aware”; “I'm not sure
how useful it would now be for me but | think it would make a
difference for people who had never been attacked”.

This, and similar comments, helped to evidence participants’ support for
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training. Although all favoured training, the data indicated that there were
differences amongst participants about the form such training might take. For
example, concerns were expressed such as, ‘who the target audience for
training would be?’, ‘what might the content consist of?’, and ‘how would it be
delivered?’. These concerns were more an expression of interest rather than
strongly held opinions on ‘what or what not’ should constitute an appropriate

training programme.

The issue relating to training content was one that mostly concerned
participants. This needed to be dealt with sensitively (Dryden and
Thorne,1991). This very quickly became apparent whilst conducting the

earlier interviews, when a participant asked:

“Do you think | should have done something different? | think so
some times.”

In a later interview another participant commented:

“.all those bloody guides, what’s the use? | didn’t know what fo do...
(deep sigh)... nobody had explained it.”

Both comments referred to the way in which these two participants had
reacted during a critical incident. They both had doubts about their actions
and one had received counselling to deal with his distress at “not being
prepared” (his description). Therefore, during the interview, care was needed
to ensure that participants did not feel that either they ‘had let the
Organisation down’ or that the Organisation had ‘let them down’. That is, they
might have been better prepared and both sides had failed to address this

matter.

There were strong feelings that it might be impossible within a training
programme to convey the experience of ‘being in’ a critical incident. Partly
because of this, during discussion there was a tendency for participants to
think initially in terms of existing procedures. When asked about the kind of

training that they thought might be beneficial, participants initially referred to
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existing training, such as emergency procedures, and its failure to deal with
post-incident situations. When probed to reflect on post-incident support
needs, they were able to make recommendations that went beyond existing
provisions. Participants tended to be consistent in their recommendations.
These included information about short and long-term effects of critical
incidents, particularly shock and trauma, information on welfare-benefits and
how they might best support others. For managers especially, issues of
communicating effectively with people in a distressed state were seen as a

high priority.

Evidence regarding the target groups for training was contradictory. Whilst all
participants were in favour of training being available to all staff, some
expressed doubts regarding the feasibility of this with the limited resources
available. Such concerns may have reflected the fact that, as the
Organisation’s core business was controlling money, participants may have
had a greater awareness of the financial implications. Certainly, the issue of
costs was raised in relation to a number of areas. Most of the participants
were in favour of open access to training. This could be regarded as
supporting the ‘one size fits all’ solution as preferred by the Organisation. As

one participant commented:

“If you’re going to do it [training] then do it for all or don’t bother, it
should be no different from induction and no one questions that.” (FIT
Manager)

This tended to be the dominant view. Although equally, in contradiction to this,
participants recognised that different people might have different training
needs and therefore might need additional training. This last position would
seem to mirror existing training policy whereby training is linked to job
performance and is geared to the individual, not the workforce as a whole
(Mathews et al, 2004).

Overlapping the issues of content and target audience were participants’
concerns regarding how the training would be delivered. Once more, issues of

experience, the uniqueness of the incident, and the highly charged emotions
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that could be trigged by insensitive delivery were raised. A sense of this was

encapsulated in the comment:

“l don’t want anyone having to feel what | felt, whether in real-life or in
training, but | also think the best way to help is to at least tell them
what they can expect.....(wiping her tears)...to stop them thinking they
are going mad’. | know you can'’t tell some people anything, they don’t
want to know. But at least if you give them something.....even in a
general way, so that if things did happen they know what’s happening
to themselves.” (Branch network staff)

The main issue regarding training delivery was how, in such situations, ‘being
sensitive to the needs of others’ could be taught. There were differences in
participants’ replies as to the feasibility of how this might be achieved.
Consideration of the data would suggest that the differences expressed by
participants were a reflection of the way training and training delivery were
perceived. For example, one participant referred to the ‘hard-skills’ training

she had recently completed, adding that:

“It was great, but if you were talking about reacting to an armed man
you could just point-out things and get people to copy, they wouldn’t
have a clue what you were talking about.”

Here again, participants also linked the issue of delivery to resources and the
potential audiences, regarding who and how many people were to be trained.
For example, although best suited to the subject matter, the expense of face-
to-face training might restrict this type of delivery to a small, specially
identified, target audience.

Although endorsing access to training for all, some participants questioned
the use of multi-media, and CD ROMs. They speculated as to whether a
multi-media method would be able give factual information in a sensitive,
unthreatening manner without increasing anxiety and alarm. If implemented,
participants considered that a multi-media approach would need monitoring to
ensure staff were able to access additional support if training was found to be
emotionally disturbing (Dyden and Thorne, 1991). Based upon their own

experiences of critical incidents, they thought the nature of the training
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material may itself be stress-provoking (Inskipp, 1996). As such, some staff
might only be able to engage with the training at a surface level, i.e., their
emotional self-defence mechanisms (Garland, 1998) may act as a barrier to
their being able to engage fully with the training. This would be unfortunate as
it was the emotional aspect of the training that participants considered to be
most valuable. This was summarised by a participant as:

“You need to understand what is happening to the inside of you not
Just the outside”.

The use of multi-media, therefore, might potentially give an increased scope
for people to opt out and not actively engage with the material. The evidence
indicated that participants considered that in order to achieve any training
programme there would be “frade-offs”. In this instance, the costs and
resources implication of extending training to the maximum number of staff
would need to be balanced against the ideal way of delivering the training. As
a result most of the participants supported the use of muiti-media for

delivering training.

Organisational Approach to Training

The area concerning the ‘Organisational approach to training’ was perhaps
the most difficult for participants to comment upon and, in turn, for the
researcher to analyse. As recipients of training, most participants, other than
those directly involved with training, had little opportunity to obtain a complete
picture of the Organisation’s training strategy. As a participant commented

when asked about this:

“It isn’t normally an issue that you think about. | tend to be bothered
about having to do IT training, and when | can fit it in. Or sometimes, if
I can apply for a course that I've seen advertised.... but not really
about the bigger business issues. | suppose, | should really because
that is what Investors in People (liP), is partly about’.

The reference to the Government’s quality assurance scheme, Investors in
People, was significant as it indicated a wider understanding of the
Organisation’s development strategy being linked to training and

development. Other participants, particularly Training and HR managers, were
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able to be more forthcoming about this. They made direct reference to liP and
to the Organisation’s need to be competitive, which they connected to training
and skills updating (Beardwell and Claydon, 2007).

The data in this section proved difficult to analyse because of the language
which participants used. They seemed to use a jargon based on business
management that was not always easy to fully comprehend. For example,
when asked about training, most participants linked training policy to the
Organisation’s mission statements. More problematic to assess was whether
this was a superficial understanding or a genuine understanding of policy. On
occasion comments sounded trite or contrived, as if participants were reciting
learned ‘management speak’. This meant additional care was required in
matching the rhetoric to practice. One participant (who had worked for seven
years for the Organisation) spoke at length of being “encouraged to take
control of one’s learning” but during the interview confirmed that all his training
to date had been at the insistence of his managers. Given that the
Organisation had championed, via intra-net and other training publicity,
employees being proactive in accessing courses, it might suggest that their
publicity was not obtaining the desired result. Although, equally there are also
a number of other explanations as to why this occurred, for example, certain
managers might have been more forthcoming in their identification of training
for staff, the individual may not have been motivated to applying for training;

the publication may not have been inspirational.

In contrast to this, all participants including the one cited above, demonstrated
an understanding of procedures needed to access any training, and obtain
information regarding the range of training available. There was consistency
in participants’ comments regarding their understanding of existing training
procedures. All knew how to find information about specific training
programmes, how to apply for them, and the training sector’s expectations,
(patterns of attendance, completion of evaluation forms, etc.). They also had
experiences of a wide range of training delivery methods, including direct
teaching, and on-line teaching via their computer. Over one-third of those

interviewed who were not involved in training delivery reported that they had
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also taken advantage of the Virtual University learning resources to access a
variety of courses or information at home, both for themselves or other family

members. [T and language courses tended to be the ones cited.

Training officers, and some participants, talked about experiential learning,
one referred to ‘Kolb’. This reference was made by the participant’s
determination to learn and take something positive from the incident in which
he was involved. As well as Kolb’'s model of the ‘learning cycle’ (Kolb 1984),
participants also evidenced an awareness of a competence-based model,
(Collins, 1991). Various participants cited it as being used in the development,
planning, delivery and evaluation of training. Participants within the training
sections confirmed the use of this approach, (see Appendix 1 Management
Summary, for examples of the standard format required by HR and training
sectors). The format was very similar to that used by public sector educational
institutes who offered competence or module-based courses (Collins, 1991).
Within the Organisation, this model was applied to both ‘hard-skills’ training,
such as updating computer skills, as well as ‘soft-skills’ training, such as
dealing with customer telephone enquiries. All participants, including those
with responsibilities for training, tended to have a restricted view of skKills,
regarding them as arising out of the characteristics of the person. Participants
made no reference to the possibility of skills being situation specific (Bradley
et al, 2000). However, only two participants were asked directly about this. In

both instances they said it was not an issue they had considered.

The dilemma, when analysing the data, was deciding how much weight
should be given to workplace culture, particularly in relation to informal
learning (Lave and Wenger, 1991). For this reason it was useful to consider
some general aspects of training which was not post-critical incident specific.
In this way, participants were able to demonstrate their understanding of
some of the ‘norms’ and ‘values’ of the Organisation’s training culture. For
example, clearly evidenced by all participants was their understanding that the
“bottom-line” (a term used by trainers and non-trainers alike) for accessing a
training programme was the potential contribution which it made to increasing

the competitiveness of the Organisation. This, as pointed out by a number of
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participants, tended to be linked to profitability. As explained by a Training
Manager, in this instance, profitability is a mixture of ‘costs and business
enhancement’. Some training programmes had open access as in was taken
in the delegates’ own time and delivered on-line. Therefore there were low
costs for the Organisation. The expectation seemed to be that the more costly
the training, the more it should enhance the Organisation’s profitability either
directly or indirectly. Directly, by increased tangible improvements, such as
training in new financial products would lead to increased business. Indirectly
as, for example, a specific IT skill required to carry out a piece of work. Again,
the assumption, in line with Becker (1964) was that training would lead to

increased profitability.

The concept of ‘costs’ has potential implications for other areas of HR policy,
for example, equal opportunities. Where cost factors are important, decisions
have to be taken regarding the inclusion and accessibility of training. Such
decisions reflect how far the Organisation was attempting to develop equality
of opportunity in access to training. When discussing critical incident training
mixed comments were made, that were often inconsistent and contradictory.
The major polarisation in participants’ reasoning centred on recognising that
any training should be available to all staff whilst suggesting that such a
programme would be too costly to sustain. One participant in particular,
arguing from a cost perception, strongly suggested that targeting particular
staff groups might be:

“..potentially a better investment. It is both a more efficient and

effective use of resources to concentrate on training staff that are

most likely to be involved in a critical incident, for example, Regional

Managers.”
In this instance, the participant was a Regional Manger but other participants
advanced similar reasons. One of the counselling service suppliers had
concerns about the way training would be delivered with regard to ensuring
that it was delivered within an emotionally supportive context (Dryden and
Thorne, 1991). Although this might have been a ‘vested interest’, since his
agency also offered training in this field, nevertheless his point was valid. In

order for the training to be of benefit to delegates, it was important that the
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special features of the training be taken into consideration. Many of the points
the counselling service supplier made had been raised by most of the other
participants, especially those who had been involved in a critical incident.
Comments can be briefly summarised as:
e The training emphasis should be on developing awareness, not making
people specialist support workers
e Developing awareness includes ‘self-awareness’ and awareness of
others, i.e., how they or another person might respond in a highly
stressful/traumatic situation
e The inclusion of practical elements such as where to access specialist
help and information.

The inclusion of these features within a post-critical incident training
programme has implications for the Organisation. In particular, it signals a
requirement for training that would not be skill-specific but would take a
holistic approach. Whilst such an approach was not new to HR training, as
evidenced by the ‘soft’ approach taken to customer services fraining, the
focus on the individual participating in the training rather than on the ‘skills’
required was indeed a new approach. The indication was that an
instrumentalist/technicalist approach might not offer the best learning
opportunities for employees. A more productive approach might be a
humanistic learning approach, such as Rogers (1969). The advantage of such
an approach is that it offers a framework for exploring personal awareness
which, as identified by participants, would be a central feature of post-critical
support training. That such an approach required change as regards learning
approaches to existing training was evidenced by the Manager of the Virtual
University. When discussing post-critical incident training being best suited to

a humanistic learning approach he conceded that, for the Organisation, it:

“throws up some interesting questions, we are always in a state of
change, and it might be that this is the direction some of the thinking
has to move in. The problem for us (the training sector) is how this
can be absorbed into other changes and challenges that we are now
facing”. (Reply given at the Organisations training conference, July,
2004)
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The term ‘change’ was used a great deal by participants and on occasion it
was not always clear what exactly they were referring to, even when further
prompted. Participants, when talking about ‘change’ in relation to training
approaches, seemed to use the term to describe aspects of the training
process. Three general positions could be discerned. First, ‘change’ was
used as a reference to the changes in the perceived learning needs of the
Organisation’s workforce. Secondly, it was used in relation to the change
required in the way training was delivered. Thirdly, the term was used in
relation to training strategies regarding the possibility of developing a

humanistic learning approach within training policy (as noted above).

Evidence of Post 9/11 Change in Training

Data gathered for this section draws upon a wider range of sources than
some of the earlier ones. In particular, data gathered from the training
conference (Birmingham, July, 2004) for the Organisation’s external training
suppliers, and the subsequent information circulated (July, 2004) to delegates
proved invaluable. It placed existing training policy squarely within a human
capital approach whilst also attempting to operate within an
instrumentalist/rationalist paradigm. This, seemingly incongruent, position was
confirmed when interviewing services providers, HR staff and Training
mangers. All gave a picture of an organisation that placed great emphasis on
training as a key element in its business strategy of maintaining and
expanding their market share. As part of this, employees were viewed as
rational decision- makers able to identify their own ftraining needs and
negotiate access to training. Terms, such as ‘independent learner’, ‘self-
directive’ were frequently used by delegates. Equally, during discussion with
three Organisation delegates, their comments indicated that a
technical/rationalist approach was taken to staff compliance to undertake
training. The power to direct employees to training programmes that have cost
implications rests firmly with HR and line-managers. Other than for reasons
such as illness, employees do not have the option to withdraw from

prescribed training.
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HR and Training Managers, in particular, recognised that a humanistic
learning approach to post-critical incident support training went beyond their
“usual criteria” as to whether a ‘hard-skills’ or a ‘soft-skills’ approach was
required (Storey, 1995). There was an acceptance that training needed to
move more towards the development of ‘awareness’ rather than job
enhancement. The commissioning of the Training Needs Analysis (Novak,
2004a) evidenced the recognition that a change in training emphasis was
needed and the beginnings of this process. Additional evidence was from
comments made by Facilities Incident Teams and Business Continuity
Planning (BCP) managers. As one BCP manager, describing the previous
three years of planning for business continuity, reported:

“First we had to develop IT systems and a new database, then we
moved to buildings security and associated emergency procedures,
and now it’s the turn of staff, and how fo best protect and look after
our people.” (BCP Manager Western England)

The commissioning of the Training Needs Analysis (Novak, 2004a) on critical
incident support further evidenced changes within training policy. Although the
commission of the TNA was not unusual in itself, the criterion for the selection
of a research officer was. At Board level, there was an awareness that, post
9/11, something different was needed and therefore, they decided to appoint
a person with background in mental health practice in addition to the more
usual education/management training. Both the liaison officer and training
participants commented that this was the combination of a long process of
consultation to ensure that a researcher with this specific range of skills was
appointed. Similarly, the acceptance of the TNA recommendation further
evidenced change in the Organisation’s culture and approaches to training.
Recommendations included:
¢ An acceptance of Crisis Theory
e An acceptance of the concept of ‘good enough’ practice
¢ Changes in the language used in policy and Company mission
statements, (Novak, 2004a). (Note: all theses recommendations have
since been acted upon: August, 2004, private source)

These three issues will be discussed in the next chapter; their inclusion here
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is because their acceptance signals changed in Organisational training and
business continuity policies. This, evidenced the Organisation’s perception of
staff training and staff welfare away from a technical/rational approach to a

more humanistic learning approach.

Conclusion

The object of this chapter was to evidence the three research questions

relating to the thesis argument presented in Chapter 1.

The evidence from interviewing participants, the scrutiny of documentation
and a review of the Organisation’s quantitative data relating to critical
incidents collectively support the claim that training for post-critical support
would be beneficial for staff. Issues that the participants identified as
pertaining to post-critical support training based on incidents in which they
had been involved. The examples of participants’ involvement in a critical
incident were cited to illustrate the different work settings and the
corresponding issues that arose from them. The potential disadvantage of
citing such examples was that, in attempting to be inclusive, certain issues
may have been given a prominence that inflates their importance whilst
others, particularly those more difficult to evidence, can present as being

relatively inconsequential.

What the results evidenced was participants’ belief that there was a role for
training in helping people to recover from a critical incident. (The implications
of this for the Organisation will be considered in the next chapter when
considering the ‘purpose’ of training.) Although there was some dissent as to
the nature and shape of this training, there was a marked degree of
consensus. This was evidenced by the identification of common areas for
inclusion within a training programme, particularly in the area of developing

awareness.

Using the data gathered from HR Managers, Training Managers and
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participants, the evidence suggested that post-critical incident training
required a different approach from other forms of training. This belief centred
on the recognition that a ‘holistic’ approach rather than a ‘specific skills’
approach was needed. In addition, there was universal demand from
participants that any training should be delivered in an ‘acceptable’ (sensitive)
manner. In this way, the suggested approach to training may be regarded as

mirroring the sensitive nature of the subject matter itself.
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Chapter 5 Discussion

Introduction

As part of the Introduction in Chapter 1 it was suggested that, in exploring
workplace post-critical support training post 9/11 three areas of enquiry

required consideration as reflected in the research questions. These were:

i. How does the working environment differ from that prior to 9/11, and
what, if any, are the nature of these differences?

ii. How do participants’ experiences of critical incidents inform their
understanding of their learning/educational/ training needs?

iii.  Within an Organisational context. Why is training perceived as the
solution to offering post-critical incident support?

In addressing these three areas, the previous chapter concluded that there
was evidence indicating that changes were occurring within Organisational
attitudes towards training. Such changes were linked, in part, to the post 9/11
workplace being perceived as increasingly insecure and anxiety-provoking.
However accurate a representation of the workplace this was, from a
constructionist approach (Kelly, 1955), participants themselves perceived
such increased insecurity as real. As demonstrated by their acceptance of the
2004 TNA recommendations, the Organisation recognised the impact that
change, both directly and indirectly, may have on training. For example, the
acceptance of Golan’s (1978) model of ‘Crisis Theory’ , with its premise that
critical incidents might provoke inertia, has led to the concept of ‘good
enough’ practice being accepted. In turn, this had produced changes in the
language used in policy and emergency procedure literature, (as reported by
the HR liaison Manger in July 2004).

In addition, as part of the second research question, the results evidenced a
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need for post-critical training but one that required a different focus from that
of existing training programmes. In this instance it would be the exploration of
trainees’ personal awareness, rather than the development of a set of specific
skills that would be the focus. All these changes have a bearing on training at
both a practical level (as they have to be incorporated into the programme
provision, training literature and policy guides), and also at a philosophical
level. As noted in the literature review, approaches to HR, particularly in
relation to training and development, have to take into account the nature of
the human condition (Storey, 1995).The case for training was based
participants’ experiences of critical incidents and the gaps they identified in
existing support provision. Whilst it might be argued that selecting participants
who had been involved with a critical incident might favour such an outcome,
a number of other factors need to be balanced against this. First, participants
were retrospectively expressing what they considered might have been
helpful. They reported that they had already recovered from the incident and
its aftermath. Therefore, it may be assumed that they had nothing, personally,
to gain in evidencing recommendations for training. Secondly, a post-critical
incident support system already exists which many participants, to various
degrees, had used. Therefore, in considering the merits of training
participants were in a position to make comparisons between training and
other support services. As such, they were able to identify areas, specifically

training, where they considered support to be lacking or weak.

Regarding the first two research questions, assuming the results to be
accurate, this leaves the third question to be considered: ‘Within an
Organisational context: Why is training perceived as the solution to offering
post-critical incident support?’ It might be argued that this is the crucial area
for discussion, for whilst the identification of training needs and a subsequent
training programme are important, they are all an established part of the
Organisation’s business culture. This third differs from the first two questions
as it moves beyond the identifying of evidence to indicate change into
questioning the fundamental purpose of training. In particular, the perennial
questions for training: ‘What are the reasons for offering training?’ and ‘Whose

interest does it serve’?
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In discussing these issues, the thesis considers the following areas:

e The rationale for the Organisation to invest in training and the
expected rate of return

¢ Management’s need to be seen to manage

¢ Motivation for staff to engage in post-incident support training

e FEducational issues relating to post-critical incident education and

training

Rationale for the Organisation to Invest in Training and the
Expected Rate of Return

In developing a post-critical support training programme, one of the
Organisation’s aims was the promotion of staff welfare. This was evidence by
the initial terms of reference for the Training Needs Analysis (Novak, 2004a)
and from subsequent interviews with senior managers. Offering training
helped demonstrate the Organisation’s mission statement to be a ‘good
employer'. From a staff welfare perspective such aims are laudable.
However, without detracting from the Organisation’s concern for its staff, it
could be suggested that it would be naive to see it as the only motivating
factor, for organisations need to survive (Armstrong, 1999; Evans, Hodkinson,
and Unwin, 2002; Evans and Rainbird, 2002) and ultimately it is this need that
may be regarded as driving all business strategy. Therefore, post-critical
incident training may also represent the Organisation’s desire to invest in its
social capital. That is, to invest in developing the social cohesion of its

workforce in order to safeguard its long-term future.

The proposal of an alternative rationale for post-critical incident training,
independent of staff welfare, illustrated the problem of assigning motivation to
particular policies or actions. Perceived links are never the simple causal ones
that they might initially appear to be (van der Klink and Streumer, 2006).

Therefore, in trying to account for the purpose or underlying reason for the
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Organisation favouring training as the more appropriate method of offering
post-critical incident support, this needs to be placed within a wider
Organisational context . Accordingly, what is useful to consider is how such
training links to the Organisation’s human resources and training and
development policy. In particular, from a human capital perspective, what may
be their expected returns for investing in training? Although, as part of the
process of being a learning organisation, social capital and intellectual and
management of knowledge capital are important factors in the planned
development of the workforce (Senge, 1990), nevertheless, as reported by
HR managers and as identified in the literature (Mincer, 1958; Becker, 1964),
it is ultimately the application of human capital theory which governs the

Organisation’s investment in training.

The Organisation, via its training section, had an explicit policy whereby
access to training was governed by the potential returns. This is in keeping
with other forms of tangible capital, money, buildings, etc. As described by a

HR Training Manager:

“The bottom line for offering training is profitability; we need to grow
staff so they can grow the business.”

Such views regarding the benefits of training were often anecdotally
expressed by HR and Training Managers, particularly during their 2004
Birmingham Training Conference. The difficulty when attempting to analyse
this and other similar comments was deciding how accurate a representation
of training policy these observations were, or whether they are in fact
rhetorical. For example, even when directly asked, HR and Training Managers
could give no direct evidence of what benefits there were, other than in very
general terms. For example, reference was made to investing in IT training to
enable the Organisation to maintain its market share. There was no indication,
as Grubb and Ryan (1999) noted in relation to other organisations, as to what
exactly was being measured or how it might be measured. This lack of
precise measurement of training may be due to two reasons: first, the limited

way that returns on training as an investment are defined, in terms of
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‘profitability’ and ‘enhancement’; secondly, although the Training Section
tended to take a quantitative approach to evaluation, they did not seem to
have precise indicators for measuring profitability and enhancement. Such
indicators do exist, (Baker and Wooden, 1995; Catts, 1996; Grubb and Ryan,
1999). Although, as with the Organisation’s evaluation of training, Baker and
Wooden (1995) do not regard training evaluation as being centred on the
educational/training experience of delegates but, rather, reflective of other
corporate interests, such as, achievement of strategy targets, increased
productivity, and incorporation of new legislation. The Organisation’s
evaluation methods appeared to be confusing in that they seemed to try to
incorporate qualitative approaches within a quantitative framework. For
example, qualitative accounts of employees’ personal satisfaction with a
training programme tend to be presented in terms of percentages. Individual
comments are not quoted or directly utilised. This lack of attention to
evaluation is not unique to the case setting (Grubb and Ryan, 1999). As Reid
et al (2004), note:

‘Although it is generally accepted that there is a strong case for attempting
to evaluate learning and training, particularly in view of the very large sums
of money spent on it, HRD (human resource development) specialists have
often been less than enthusiastic about doing it , and the attendant
problems often appear too difficult.” (Reid et al, 2004, p.199)

There are other models for assessing the accrued benefits of training.
Carnevale and Schulz, (1990) offered wider criteria than profitability. They
identified three areas: increased revenue, decreased or avoided expenses
and intangible benefits. The latter are particularly relevant to this study and
refer to benefits that are difficult to quantify, such as staff motivation. Staff
motivation, as witnessed in the many self-improvement mottos displayed
around offices, was an important issue for the Organisation. The HR and
Training divisions, despite a substantial quantitative database on previous
training and course evaluation, hold little qualitative information on how staff
training might be enhanced (evidenced from an interview with a Training
Manager). The educational experience for staff was not a primary factor. This

situation was similar the research findings reported by Billett and Smith
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(2003), concerning employers’ expenditure on ftraining expenditure in
Australia. The implication of marginalising the educational aspect of training is
that it might affect staff motivation. Novak (2004b), in his review of benefits for
IT companies, noted that highly motivated staff groups did not link training
directly with employment benefits. They regarded it as equally developing
both themselves and the company, which was the position that the
Organisation strove to achieve, in keeping with Pedler, Bugoynes and Boydell
(1997).

This lack of precision in evaluating returns on training in general also has
particular implications for post-critical incident training. Using Carnevale and
Schulz, (1990) criteria, such training would be classed as an intangible benefit
which would seem to be in conflict with the Organisation’s criteria that the
benefits of training be measured in terms of profitability. As previously argued,
training for post-critical incident support does not readily lend itself to such

quantitative measuring.

Human capital theory (Becker, 1964) has received a number of criticisms, not
the least being the limited focus of the concept (Booth, and Snower, 1996).
With the rise in corporate social responsibility (CSR) it might be argued that
reporting evaluation solely in terms of financial indicators is too restricted a
focus (Boud and Garrick, 1999). Although CSR reporting is still voluntary,
organisations are increasingly being asked to supply information identifying
employees’ precise contribution to the organisation and in turn, how the
organisation is developing its employees. For example, the Accounting
Standards Board (ASB) is requiring their listed companies to produce an
Operating and Financial Review (OFR) as part of their annual accounts. Part
of this includes an organisation’s ‘people measures’, which is the value an

individual employee adds to an organisation. The rationale for this being:

"Employees may be a particularly key resource - and accordingly a key
risk - for many entities”.

(White, 2005, www. Employee Benefits -riskbenefits_files\Employee
Benefits - Archive of Articles_files\Home_files \KnowledgeSection.htm.
Accessed February 2007).)
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The increased scrutiny of human capital to achieve best returns or competitive
advantage is in line with the review of other forms of business capital, such as
‘social’, ‘instructive’ and ‘knowledge’. Organisations need to assess the
degree that their human resources are contributing to this or the development
of their main products and services and to consider wider factors other than
purely profitability and market share. Although, as Christine Crowther, HR

Manager at Selven Group/Teamspirit commented:

"How do you measure the worth of your people? There is no
standard. My current instinct is that everybody is playing lip service to
human capital reporting but very few people are actually doing it."
(Cited in White, 2005, p4 ibid)

For many organisations, measuring the worth of employees involves financial
evaluation (Learnativity.com, accessed Nov, 2007). A similar criterion could
be discerned within the Organisation, where, according to HR Training
Managers, within existing training policy, to create a case which is
independent of profitability in order to justify post-critical incident training
expenditure would be difficult. For example, although the Organisation’s aim
for training to be available to all staff (the ‘one-size fits all’ approach) may be
justifiable in terms of developing social capital, the designing and running of a
training programme, and the freeing of staff to undertake the training all
represent a substantial financial commitment. Given the potential humber of
participants (approximately six thousand), this has major resource
implications for the Organisation and calls into question the ‘value for money’

principle of the free-market.

During one interview, a manager commented upon the budget implications of
offering comprehensive post-critical incident training in comparison with other
programmes. Such training required specialist external resources at all
stages, from planning to delivery and evaluation. Given the potential number
of people taking the training, the logistics of publicising the programme,
making staff aware of its availability and access, the training delivery, and

then monitoring those who have completed it, would be a formidable
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undertaking. Given the resource implications this would involve substantial
costs. Although such costs might be comparable with other specialist training
programmes, unlike other programmes this particular training was not
perceived by HR managers as contributing directly to the Organisation’s

capital accumulation (including social and knowledge capital).

The decision to invest in post-critical incident training represented a major
issue for the Organisation. On the one hand there is the resourcing of a
training programme that encompasses its complete workforce and yet on the
other hand, the data on incident rates indicated, that only a comparatively
small section of the workforce were at risk; mainly branch counter staff.
Although, as identified in the literature (Myers, 1994), the potential for a critical
incident always exists, the actuality remains low and so it is highly unlikely
that the majority of staff will put their training into practice. Therefore, the
standard question, ‘How far will this training contribute to the profitability of the
Organisation?’ which is asked when considering training, seems superfluous.
As reported by the Head of the Virtual University, such training actually
detracts from profitability and therefore may be regarded as a drain on
resources. The effect of this is to place the programme outside the
Organisation’s existing training policy, whereby training was provided on the
bases of necessity and profitability. For, as noted, unlike other training,
training for post-critical incidents is not directly related to job enhancement or
to the development of job skills. Neither, as with health and safety training,
can provision be justified on the basis of legal requirements. For these
reasons, the inclusion of post-critical incident training in the Organisation’s
existing training portfolio represents a shift in its HR training and development
policy. The instrumentalist/rationalist approach taken by most training has to
give way to a holistic view that perceives the employee’s training needs in
relation to their wider emotional and social needs rather than in terms of
particular required skill sets. This is not to suggest that existing training
provision does not allow for sensitivity training, there is already such training
in areas such as customer liaison and customer services management. The
difference is, that the expenditure for such training may be justified by using

human capital, social capital or knowledge capital criteria which, as this thesis

Page 139




has attempted to demonstrate, the use of such criteria are not readily

applicable to post-critical incident training.

Management’s Need to be Seen to Manage

In the previous section it was noted how the prime requirement of the
Organisation is to survive. In accepting this supposition, it would follow that
the purpose of offering training goes beyond the needs of the employee.
Accordingly, understanding how an individual may respond when involved in a
critical incident may enhance the Organisation’s chances of survival. This
would suggest therefore, that managers need to understand and plan for how
their workforce may react within a critical incident. Accordingly, for the thesis,
in order to understand how employees may best be supported when in a crisis

situation, wider aspects of the purpose of training need to be considered.

A basic function of management is to manage (Armstrong, 1999), this is their
raison d’étre. How this is achieved is dependent upon the myriad of
managerial approaches, all of which reflect various philosophies regarding
how best to motivate and control employees. An important aspect of
management is that it is perceived to be in control, that it is doing its job and
managing (Thompson, 2001). Difficulty arises with the onset of a crisis where,
as noted in Chapter 2, the stress generated by the uniqueness of the situation
does not allow for the utilisation of previous experiences. This can result, and
often does, in a failure of managers to manage the crisis (Landau, 1997). In
order to limit the effects of the resulting diminished managerial control,
policies and procedures are produced that reflect management’s expectations
of their own and other staff groups’ behaviour. The assumption that these
policies and procedures would be followed, reflects a widely held belief that,
managerially, all situations are manageable, including critical incidents
(Thompson, 2001).

The Organisation may not be alone in making such assumptions. For

example, their own Business Continuity Plans were based on those
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suggested by The Financial Services Authority (FSA). In the FSA generic
guide, management of an incident is described as: “..all about applying basic
common sense to chaos’ whilst failing to recognise that such incidents are

beyond the range of experiences on which ‘common sense’ is supposedly
based.

Within the FSA guide, their ‘one size fits all’ approach encompasses:

¢ An incident that affects the building or infrastructure
¢ A systemic financial markets crisis
e A project or process disaster

e A personal emergency
The guide states:

‘Although this is a general guide, the final section makes specific
reference fo the teams and plans required to support the FSA'

The identification of the different areas that need to be addressed when
planning how best to manage an incident can be beneficial to organisations.
For example, the FSA’s suggested four-phase cyclical process ARMR
(Assess, React, Manage, and Recover) is concise, simple to understand and
can be adapted to meet differing circumstances. However, there would seem
to be serious omissions relating to the feasibility of controlling critical incident
situations. Despite the caveat about planning not being able to cover all
eventualities:

‘Pre-planning is the key to successful incident management. There is
litfle time in an incident to start planning from scratch. However, any
pre-determined plans, or just initial thought processes, must be re-
assessed in the light of a real incident. Pre-planning gives management
a ‘head start’, but it is impossible to pre-plan for all eventualities. Even
the most detailed plans will not cover all possible combinations of
circumstances. (ibid)

The warning about ‘not covering all circumstances’ seems to be at variance

with the general tone of the guide. The tone suggests that, provided
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organisations follow procedures, as prescribed in the guides, then a
successful outcome will ensue. This same sense of managerial confidence,
that staff only needed to follow procedures, was reflected in the
Organisation’s documentation. In essence it is a confidence based on

instrumental rationality which:

‘...represents the preoccupation with means in preference to ends. It is
concerned with method and efficiency rather than with purposes ... It is
the divorce of fact from value, and the preference, in that divorce, for fact.’
(Gibson, 1986, p.7, cited in Hodkinson, p.1998)

This same belief in instrumental rationality was seen in the Organisation’s
approach to training, where, by implication, an employee only had to be given
a training programme, to ensure that learning would follow. Such an
instrumental rational approach would seem to be in conflict with a human
capital approach as it seems to be ‘task’ rather than ‘person’ focused (Collins,
1991). The allure of instrumental rationalism would seem to be endemic to
the culture of the Organisation. It can be seen in the language Organisational
documentation and literature (including training). Collins (1991) described
many of the features of contemporary training programmes that are common
to many educational institutions and workplace programmes. For example,
training is presented in terms of explicit statements regarding the aims and
objectives, the competencies to be demonstrated and also the criteria for
assessing competency. All these have their antecedents within behavioural
and cognitive psychology which, in turn, inform an instrumentalist/rationalist
approach to training (Collins, 1991). Together, they sit with the assumption by

management that workplace procedures are always followed.

The same belief in employee compliance applied to emergency and training
literature. Although participants thought such guides were useful, providing
information and acting as a focus during times of stress, it was not clear how
much they were read or consulted. Participants were not able to give specific
examples for the ways in which the literature had been useful for dealing with
post-incident situations. In part, the reported usefulness might be reflecting

Weick’s work, (1995, pp. 54-56), regarding sense-making whereby, having a
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guide, even an inaccurate one, is better than none at all. The presence of the
guide itself, rather than its contents, becomes the basis for decision-making

and stimulates action.

Unfortunately, ‘good house-keeping habits’, such as reading emergency
procedures, emails, etc., are not always adhered to by staff. It would appear
that the Organisation functions on the belief that, if an order is issued, then it
will be obeyed. Whilst this might seem a reasonable assumption to make, and
no doubt generally happens, unfortunately, within emergency situations such
assumptions cannot be made (Gilgun, 1996a, 1996b). Individual reactions
might vary from being decisive and in charge of the situation to being in a
frozen catatonic state. Neither can it be assumed that, because a person

might react well in one situation, they will do so in another.

Contrary to the findings in the literature relating to trauma and the
management of disaster, Organisational procedure guides and existing
training manuals exclude the possibility of negative psychological effects,
such as stress and trauma, affecting a person’s decision-making. The
implications for the Organisation, are that, in accepting the findings from the
disaster literature, it also has to accept the reality of managerial uncertainty,
and to foster ideas that are alien to the Organisation’s management culture
(evidenced by an HR Manager). Accordingly, whilst it might be argued that all
critical incidents can be managed (Thompson, 2001) some may not be
managed in the way that the Organisations initially envisaged. For example,
within a critical incident it is questionable who exactly will be available to
manage and, given the potential effects of trauma, how effective such

management may be.

Motivation for Staff to Engage in Post-Incident Support Training

A constant theme of management studies is how best to motivate staff
(Marchington and Wilkinson, 2005; Beardwell and Claydon, 2007). The

literature on motivation demonstrates the complexity of the concept. It is not
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the intention here to rehearse all the main points of motivation theories (for a
detailed overview of this see Armstrong, 1999, p.107-127). For the purposes
of the thesis, it is useful to note that motivation can be a two-way process in
that a person can be motivated towards or away from a goal (demotivated).
Similarly, a person might be motivated by a number of factors. Otto and
Glaser (1970) suggested a useful classification of motivational factors based

on the kind of rewards that are involved in learning:

¢ Achievement motivation for which the reward is a success
e Anxiety, for which the reward is avoidance of failure
e Approval motivation, for which the reward is approval in its many forms
e Curiosity, for which the reward is to explore the environment and be
exposed to more stimuli
e Acquisitiveness, for which the reward is something tangible, such as
money or material benefits.
(Adapted from Otto and Glaser, 1970)

These motivators are not mutually exclusive and a person can be multi-
motivated by a number of factors. The benefit of the classification is that it
demonstrates the range of factors that individually or collectively might

motivate a person.

Within a human capital approach, the potential returns for investing in

education and training is regarded as being a dominant motivating factor.

‘Human capital theory provides a theory of the demand for education.
This approach sets out a standard investment problem in which
individuals acquire education until the expected returns from an
additional year equal the expected costs, that is, investment in training
depends upon the benefits from higher lifetime earnings arising from
increased skill levels.’ (Burdett and Smith, 1996, p. 65)

Herzberg et al (1957) and Billett, (2004b), have shown that money is not the
sole motivation for working; for example, fixed salaried employees are still
motivated without the prospect of additional monetary incentives. As Herzberg

(1957) suggested other ‘hygienic’ factors, such as improved working
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conditions, can act as motivators. Nevertheless as Armstrong (1999) notes:

‘.., money provides the means to achieve a number of different ends. It
is a powerful force because it is linked directly or indirectly to the
satisfaction of many needs’. (Armstrong, 1999, p. 123)

Woodruffe (2006, p. 29) identified twelve non-financial factors that motive
employees ranging from personal advancement, to trust in the reliability of the
organisation. The evidence suggested that participants were motivated by
factors other than money. Within the thesis, this was illustrated by their
concern for their own and colleagues’ safety and well being and may be
regarded as building social capital (Falk, 2006). The value participants placed
on the interpersonal and social relationships that they had with other
colleagues appeared to be a significant factor (Billett, 2004b) in their support
for post-critical support training. As noted in the results chapter, all
participants were supportive of training and could perceive its benefits, if not
directly for them, then for their colleagues (Portes, 1998). Apart from
illustrating the link between social capital and training, i.e., the construction of
networks and trust (Putnam, 1998), this also supports Billett and Boud'’s
(2001) findings that employees will seek meaning and purpose in their work,

independent of status or pay.

A further area that brings into question the relationship between human
capital theory, social capital and individual motivation is seen in the
Organisation’s commitment to a ‘one-size fits all’ policy. The evidence
suggested that the aims of this type of policy were not congruent with those of
the participants. For participants, interpersonal relationships seemed to be a
significant factor (Lave, 1991). The evidence indicated that participants were
not just concerned that a generic training solution should be able satisfy the
demands for training but that it should also meet the needs of particular staff.
This arose from evidence that certain staff groups have specific needs. A
difficulty when critiquing this policy was that, from the analysis of data, it was
not clear whether the actual commitment made in the policy was being too

optimistic in its scope or whether it was a case of human resources being:
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‘...gender blind, issuing prescriptive and descriptive statements concerning a
seemingly homogenous workforce, irrespective of issues of class, race or
gender .

(Townley, 1994, .p15, cited in Somerville, 2006, p.49).

In addition to the individual training needs of employees, there is also an issue
of how the specialist roles that certain staff members have may be adequately
served by such a policy. Whilst a core-training programme may be suited and
given to all staff, additional training would seem to be required for specifically
designated staff, for example; Business Continuity Managers or those having
responsibilities under the Business Continuity Policy.

From a human capital perspective, the issue of specific rather than general
training may present further difficulties for the Organisation. As noted, human
capital theory has a strong presence within training policy (evidenced by an
HR Manager). It is particularly problematic in relation to the distinction made
between ‘general’ and ‘specific’ training skills whereby the costs, based on
expected returns, of the former should accrue to the individual (the
employee), whilst the latter are the responsibility of the employer (Becker,
1964). Accepting that such a distinction between ‘general’ and ‘specific’
training can be made, which itself has been contested (Stevens, 1996), the
distinction becomes superfluous as potential rewards, from a purely human
capital approach, are not readily apparent. Particularly for employees, it is not

clear why they would wish to invest time in training.

Therefore, with regards to motivating staff, from a human capital perspective,
post-critical support training would not seem to be a particularly good
investment for employees. It does not enhance a specific work-related skill or
knowledge that would make an employee either personally or collectively, via
their interactions, more productive. Nor does it enable an employee to use
capital equipment more productively, which would be the expectation of
investing in human capital (Booth and Snower, 1996). Similarly, as a
transferable skill, it is not going to make the person more employable.
Companies do not employ staff because of their unproven ability to cope with

a terrorist attack or other such incidents. It would appear therefore, that the
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motivation to undertake post-critical support training does not fit readily into
Otto and Glaser's (1970) classification. There is no direct tangible
employment-based reward that would motivate staff to engage with the
training. In addition, given the nature of the subject matter, it could be
suggested that many delegates would potentially find the subject matter
distressing and therefore, would be reluctant to engage in training. Indeed,
post-critical incident support training might actually be a potential de-

motivator.

The literature relating to loss and bereavement and the associated trauma
evidences the reluctance of people to engage with the subject matter,
(Parkers, 1972; Marris, 1974). Therefore, to help motivate staff to undertake
the training, a sense of purpose other than immediate work compliance would
seem to be required; for example, a general awareness campaign, such as
recognising the anniversary of a British-based terrorist attack. Such
institutionalised recognition not only gives employees permission to reflect on
their loss (Pollock, 1972) but may also stimulate interest and make the subject
appear relevant to day-to-day working life, (Myers, 1994).

Although participants supported the idea of training, it is worth recalling that a
large majority had direct experience of a critical incident. Therefore, it might
reasonably be expected that as a group they perceived, more acutely, the
relevance and benefit of such training. Such experiences may be usefully
harnessed to help develop a greater consensus within the workforce for such
training (Lave, 1996) as reflected within a social capital model (Portes, 1998).
In addition, the results strongly indicated that, in the event of an employee
dying as a result of a critical incident, colleagues would appreciate the
opportunity to talk and give fuller details of the event to the person’s relatives,

and other friends.

The literature identified the therapeutic benefits of this both for those directly
involved and those who were indirectly affected (Hodgekinson and Stewart,
1991; Kennedy and Charles, 2001; Coleman et al, 2003). All participants cited
this as the scenario they most dreaded. Although the initial giving of such
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news would be undertaken by the police or a specialist worker, nevertheless,
participants all indicated that they also would want to make contact. What this
seemed to reflect was the importance workers placed on their interpersonal
relationships with colleagues. For many participants, although based in the
work setting, such relationships transcended the workplace. In this way, such
relationships may be regarded as the junction where a person’s personal and
work life meet (Stevenson, 2000; Colley et al, 2003). In meeting this need, to
facilitate communication and help people deal with such a situation, training
will not be directly job-skills enhancing. Therefore, offering such training only
makes sense when set against the wider workplace culture of fostering co-
operation group in order to ensure its own survival (Lave, 1991; Engestrom et

al, 1996) which the Organisation continually attempted to promote.

Educational Issues related to Post-Critical Incident Education and
Training

Consideration of the purpose of training has particular relevance when set
against the educational models to be used in the development of training
programmes and the role of the trainer. Earlier in the thesis, it was noted how
important it was for the Organisation to view itself as a learning organisation
(Wick and Lean, 1995). This was linked to both its Human Resources
management and training and development strategies, Chapter 2. As
suggested, the adoption of a human capital approach offered an explanation
as to why business development was regarded as being dependent upon staff
development, which in turn promoted the use of training needs analyses and
the training sectors. The difficulty for the Organisation is that such an

approach is not consistent with other parts of its business strategy.

It is perhaps in their planning for critical incident training that the tension
between the desires of the Organisation to work within a human capital, ‘post-
Fordism’ framework, whilst maintaining an instrumentalist/rationalist approach
to training, was seen most clearly. As Schon noted, (1983) an instrumentalist/

rationalist approach no longer seems appropriate as it does not meet the
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needs of contemporary working practice. Such sentiments, as argued here,
may well be applied to post-critical support training. This is evidenced in the
results; the uncertainty of contemporary working life made it increasingly
important for staff to work beyond the boundaries of their daily routines. They
need to be able to respond to the unpredictable and have the confidence to
work with the unknown. For training to be effective, adult training models have
to equip staff to deal with the uncertainties of their working environment. By
their very nature, critical incidents are the extreme examples of such
uncertainties.

Therefore, it could be suggested that training to support staff in dealing with
the aftermath of a critical incident needs to be flexible enough to enable a
large number of people, with widely differing emotional needs, to engage with
the programme. For this reason, self-directedness in learning may be
considered as an appropriate approach for some employees and one that
links with the traditions of humanistic adult education (Tennant, 1997, pp. 7-
10) and also within a ‘soft’ approach to Human Resources. Despite Collins’
(1991) reservations of this approach, Boud (1988) stressed that such learning

is more than acting on one’s own:

‘...it implies a responsiveness to one’s environment and the ability to
make unique and creative responses to situations as they arise rather
than patterned or stereotypical responses from one’s past.’ (Boud,
1988, p.18)

Self-directed learning may also enabled delegates to be empowered by their
personal experiences and to take control of their own learning. However, the
potential disadvantage of taking such an approach is that, as the subject
matter can itself be emotionally challenging, learners might not readily

perceive their need for additional support.

Personal experience has a crucial role in developing self-awareness. As
reported, participants in the study were able to cite a wide range of personal
experiences stemming from their involvement in critical incidents. Such

personal experiences are central to adult learning theory (Jarvis, 2004).
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Therefore, in designing a training solution, the programme had to encapsulate
the strengths and experiences of delegates in order to approximate and
develop awareness of the fuller effects of critical incidents. This becomes
particularly relevant if Knowles’ (1980) assertion is accepted that learning is
more effective when adults perceive it as relevant to their needs. In addition,
as noted by participants, the experience of a critical incident can leave a
person feeling powerless and ‘victimised’. Increased control over the learning
process and outcomes increases the motivation to learn (Knowles, 1980;
Kolb, 1984).

The use of personal experience is particularly appropriate for post-critical
incident support training as it offers delegates the opportunity for self-
reflection (Schon, 1983, 1987). As noted earlier in Chapter 3, the link between
the stress of ‘normal’ everyday living and a traumatic incident is one of degree
(Parry, 1990). Whilst not everyone has suffered a traumatic incident, everyone
has had experiences of stress either themselves directly or in others. The use
of ‘self in this way is a valuable potential learming resource and holds an
established position within a number of academic areas including: feminist
research (Culley and Portuges, 1985; Belenky et al., 1986) and social work
(Preston-Shoot, 1992). The use of prior experiences may enable participants
to develop a greater awareness of concepts that would be difficult to
approximate in a constructed training exercise. Boud (1992), regarded that
the use of ‘self’ in this way superseded the influences of an artificially created
exercise. Used as part of a training programme, it has the potential to help
delegates best understand key concepts, such as the effects of trauma.

The use of prior experience is also holistic in that both internal as well as
external factors are recognised as acting in concert. For example, if attacked
a person’s internal world, the experienced anxiety, and their external world,
the physical attack, come together. It is the sum of these internal and external
factors, each of which combined are experienced by a person in a unique
way, which influence and shape the learning (Boud, 1988). Evidencing the
importance of this, Brookfield (1986) in his review of the major influential
adult-learning theories, in the latter half of the twentieth century, identified the
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combined presence of external and internal factors as a common denominator
in all major theories. This has particular significance for critical incident
training as it mirrors the uniqueness of a learner's own experiences of the
critical incidents (as seen in the results, participants first described a critical
incident from the perspective of their own immediate work setting).
Consideration of these internal and external factors allows for meaning to
arise from within the context of the learner’s own experiences. In this way, the
use of prior experience as a learning resource enables the learner to
construct or attach his or her own meaning to an event which creates the
possibility for the event to be reframed as a learning experience. For the
learner, there is the possibility for learning to take place and knowledge to be
created through what Kolb calls the ‘fransformation of experiences’ (Kolb,
1984, p.41).

The use of self-experience is not only beneficial to training participants. The
use of ‘self may also be an important teaching resource. As described by bell

hook, the use of self can act:

‘..to serve as a catalyst that calls everyone to become more and more
engaged, to become active participants in learning’. (hook, 1994, p. 11)

In accepting this use of ‘self, it might be argued that it increases the trainers
responsibilities for training participants. In the design and delivery of training,
trainers need to ensure that programmes are structured in a way that does not
leave delegates feeling over-exposed. It is not possible for either trainer or
delegates to control the aspects of their experiences on which delegates
might call. Therefore, clear boundaries are required as to which delivery
methods are to be used. In addition, the programme should recognise that
some delegates might require further support. Similarly, programme planning
needs to account for delegates being unable to engage fully with the training
material; to recognise that this might not be indicative of poor motivation but
part of their defence against anxiety. For this reason, the standard practice
should be for delegates to continue only if they feel comfortable with essential

elements of the programme design. As Stone notes:
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‘Learning theory and knowledge of the conditions which promote adult
learning suggest that an emotional atmosphere is not conducive to
learning. People in a condition of heightened feelings are not generally
placed to acquire new knowledge or to retain anything they have
learned’. (Stone, 1990. p. 69)

As indicated by this quote, there are disadvantages to using personal
experiences. First, the experiences that are used by delegates might generate
too much anxiety for them to reflect and learn from it (Inskipp, 1996).
Secondly, there are the limitations governing all experiences (Knowles, 1980).
In accepting the validity of delegates’ experiences, it also has to be accepted
that delegates are limited by the very context in which they live their lives.
Aspects of gender, class, history, culture, and geographical location all
contribute to this. For example, participants within the offshore islands
commented upon the sense of community that differed from the mainland and
with it, the different ways in which things were perceived and experienced.
Therefore, in recognising the natural limitations of personal experience,
training programmes have to include a knowledge base, which can broaden
individual experiences. For example, within post-critical incident support
training this would include the effects of trauma. Thirdly, as delegates bring
with them their experiences, they also bring their expectations. Given this
subject matter and the experiential aspect of the ftraining, any training
programme should be based upon educational aims. Training cannot be a
substitute therapy course for delegates, that is, an alternative to the
counselling or other emotional supports that the Organisation offers. As hook

noted when reflecting on her own teaching and students’ expectations:

‘They do want an education that is healing to the uninformed unknowing
spirit. They do want knowledge that is meaningful. They rightfully expect
that my colleagues and | will not offer them information without
addressing the connection between what they are learning and their
overall life experiences’ (hook, 1994, p.19)

Therefore, post-critical incident support training needs to incorporate
sensitive, personal awareness, and a firm knowledge base which may be best

suited to a humanistic education model. The value of such an approach, as
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identified by Gage and Berliner (1991), is that it has the potential to satisfy so

many aspect of the human condition by aiming to:

Promote positive self-direction and independence

Develop the ability to take responsibility for what is learned
Develop creativity

Foster curiosity (exploratory behaviour, a function of imbalance or
dissonance in any of the systems)

¢ Promote an interest in the arts (primarily to develop the
affective/emotional system).

All of these values would be congruent with the aims of a post-critical incident
support training programme. In addition, they would reflect many of the values
of a ‘soft approach to Human Relations (Guest, 1989). In doing so it
illustrates Senge’s view of learning within a learning organisation whereby
‘through learning we extend our capacity to relate, to be part of the generative
process of life.” (Senge, 1990. P14)

Conclusion

The starting point of this discussion chapter was that the assumption that the
first two of the three areas of enquiry had been demonstrated. Therefore, the
main focus here has been the ‘purpose’ for offering post-critical incident
support training and to argue for a humanistic learning approach to such
training. In doing so, the study has considered the rationale for post-critical
incident training from a number of stakeholder perspectives.

Whatever the educational approach taken, it seems apparent that, within the
Organisation, training was the dominant hegemony for identifying areas of
business weakness and problem-solving. As illustrated, developing training
that will provide a solution for preparing staff to deal with post-critical incidents
was in keeping with the Organisation’s existing Human Resource
management strategy for business growth and survival. Although promoting
staff welfare served as the rationale for offering post-critical support this

needs to be viewed in the context of business continuity. This was congruent

Page 153



with the Organisation’s business culture which saw their core business
interests in terms of growth and survival that reflected models of both human

capital and social capital.

Within a capitalist market, threats to business can come in many forms
(Legge, 2005). New regulations or legislation, such as those required by the
Finance Service Authority, can place increased demands on an organisation
which would affect its competitiveness and therefore trigger a response to
incorporate them into the existing business. A new product or service offered
by competitors demands a response and appropriate action. Generally
dealing with such events may be regarded as part of the day-to-day business
activity. Most demands have a lead-in period, which allows time for the

Organisation to make a considered response.

Responding to such business situations are core managerial functions that
ensure the survival of the any organisation (Armstrong, 1999). The success or
failure of any response is the difference between its continuing and its
demise. Critical incidents, as the experiencé of 9/11 demonstrated, are
outside day-to-day business activities. They are unpredictable as regards both
their occurrence and effects (Trimble, 1985; Herman, 1992) This means, that
other than in the broadest of terms, it is impossible to obtain any accurate
assessment of risk. Although focusing on personal risk, Parton encapsulates

the uncertainty in attempting to assess potential risk when commenting:

‘....risk assessment suggests precision, and even quantification, by its
nature is imperfect. Given the mobile character of the social world and
the mutable and frequently controversial nature of abstract systems of
knowledge, most forms of risk assessment contain numerous
imponderables’. (Parton, 1994, p.105)

Within a critical incident context, as illustrated, the situation is different. For
example, an assessment of a fire risk allows for fire-marshals to be trained to
carryout specific procedures, for example, the evacuation of a building. A fire
in an office waste-bin might be severe enough to warrant an evacuation of the

building. This would be in line with taught training procedures. If, rather than a
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waste-bin fire, an oil tanker were to crash into the office engulfing all main exit
routes in fire, as occurred in a call-centre, then the training is no longer of
benefit. The learnt procedures are outside the realms of assessed
possibilities. Once the situation goes from the ‘known’ (assessed) into the
‘unknown’, as in a critical incident situation, then the learnt responses are of

littte or no use.

As illustrated earlier, part of the difference between offering training in this
area and other training, lies within the subject matter itself in that it is centred
on the ‘personal’. As noted by one of the counselling service participants,
there seems to be a reluctance within Human Resources to engage with
critical incident or related training that involves considering the emotional
aspects of the delegates. Such reluctance may be reflecting the defence
mechanisms of trainers as an attempt to protect against their own anxieties
(Garland, 1998) that the subject matter creates. There may also be concerns
that post-critical incident support training might make the possibility of a
critical incident occurring seem ‘too real’ and hence increase, rather than help

to contain, anxiety.

The difficulty for workplace trainers, as the thesis has attempted to
demonstrate, is that many of the concepts and skills required in post-critical
incident training do not readily lend themselves to a simple, skill/
knowledge/values (attitudes) divide favoured by a competence or
instrumentalist/rationalist approach (Collins, 1991; Tennant, 1999,). Moreover,
the incorporation of trauma and similar emotion-based concepts in a training
programme does not guarantee that they will be automatically translated into
practice. If post-critical incident training is to be of any value then, as
illustrated in the literature and the evidence from participants, there is a need
for the development of self-awareness to be a central component. It is for this
reason that the thesis has argued for critical incident training to be holistic
rather than skills-specific, which it is suggested, is best served by a

humanistic educational approach.
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Chapter 6 Conclusion

Introduction

The theme of this paper is workplace training, specifically training for post-
critical incident support. In concluding the argument this chapter aims to
summarise some of the main points made in the paper, and to consider some
of the issues relating to post-critical support training, including some
speculation regarding suggestions for a training solution. In addition, it
considers the limitations of the research process regarding the
appropriateness of the methods used to gather data, the validity of the
findings and the need for sensitivity when conducting interviews. The thesis

then addresses issues of professional relevance, as identified in Chapter 1.

Summary of the Thesis Argument

Within vocational educational and training the needs of employers and their
commitment to employee training are not homogeneous, (Ball 1999; Green
and Lucas, 1999). Both the literature review and the study’s findings
demonstrate that the Organisation tended to see their business training needs
in terms of rational/problem-solving skills (Collins, 1991; Bee and Bee, 2003).
Further, there seems to be a belief that most, if not all, situations can be
managed or planned for, which is based on an instrumentalist/rationalist

approach to management (Thompson, 2001).

Accordingly, as considered in the literature review, following the learning
approach taken, much workplace training is presented in psychological
cognitive behaviourist terms (Collins, 1991). There is an emphasis on
identifying specific learning outcomes and developing staged or module
programmes to meet them (Critten, 1993). Participants are assessed to see
how far they have achieved the necessary training goal, which was the model
used in the case-study setting. The dominant hegemony, that different

psychological approaches to workplace training holds, limits the recognition
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that sociological literature has had on understanding the workplace as a place
of learning (Casey, 1995). This is not to suggest that within the Organisation,
HR did not consider the importance of social networks, (Lave, 1991; Lave &
Wenger, 1991; Lave, 1996; Engestrom et al, 1996) and the importance of
informal workplace learning (Hager, 1998). However as illustrated, the
existing psychological and sociological approach to learning taken within the
Organisation seems to limits the potential for individuals to develop other

aspects of themselves or their own self-perceived learning needs.

Within existing HR training policy there would seem to be a contradiction
between the psychological and sociological approach to learning, that much
training takes, and a ‘soft human resources approach which, as reported by
HR managers, was the HR approach favoured by the Organisation. Within a
‘soft’ approach to HR, employees are regarded as a major capital asset and
as such, the aim is to development the individual in order to increase the
Organisation’s human capital and social capital (Beardwell and Claydon,
2007). The aim of such an approach is to produce a flexible, creative, self-
motivating workforce that can act in concert for the benefit of the Organisation
(ibid). Unfortunately, no matter how flexible a workforce may be, events such
as 9/11, and the June 2005 terrorist attack on the London Underground,
demonstrated the impossibility for businesses to plan for all eventualities
(Legge, 2005). This is particularly the case with critical incidents. Whilst the
overall business training objective might remain the same, which is to ensure
that the Organisation survives and flourishes (Armstrong, 1999), the demands
created by critical incidents suggest that a different learning approach to

training from that of existing ones is required.

In relation to post-critical incident support training, the analysis of the data
suggested that employees require training that goes beyond procedural and
policy responses. Based on the results, it is suggested that training can be an
important component for helping staff to deal with critical incidents. This
applies both to those who are directly involved as victims and those who
manage the post-incident situation and offer support. This kind of training has

to address the lack of certainty that people exposed to traumatic situations
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experience. The analysis of the data suggested that such an approach should
include supporting people so that they may become more aware of their own
emotional needs and that of others. In effect, the training needs to be for the
‘unknown’ or ‘non-specific’. As noted earlier in the study, events such as 9/11
may appear to be irrational and unpredictable. Indeed, it was only the
immediate response of governments and financial institutions acting in
concert that averted global economic recession (Sattler, 2003). Whilst the call
by the FSA for the development of business continuity strategies might be a
rational response to an irrational situation, nevertheless, any associated
training has to address the irrationality and the insecurity that critical incidents
create. The concern of this thesis was how best post-critical incident support

may be translated into training.

As argued in the previous chapter, the implication for HR in its development
and training policy is that, in offering post-critical incident training, it has to
take into consideration staff needs that are independent of those of the
Organisation. In doing so, it brings into question the limitations of the existing
psychological and sociological approaches to learning as reflected in the
Organisations instrumentalist/rationalist approach to training. It is because of
these limitations that the thesis has supported a humanistic learning approach
to post-critical incident training. Such an approach, as argued, best meets the

requirements of post-critical support training.

Research Methods and Limitations of the Study

Before considering how the study contributes to professional relevance it is
useful to reflect on some of the limitations of the research process. Ultimately,
all research approaches have their limitations which affect the claims they
make to knowledge (Cohen and Manion, 1989; Gilbert, 1993). In this instance,
a case-study to gather data seemed to offer the best approach to exploring
the phenomenon of critical incidents. Certainly, for practical and ethical
reasons, an experimental approach would not be a consideration. The

advantage of taking a qualitative approach, when interviewing participants,
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was that it had the potential to encapsulate their experiences (Silverman,
2000). However, a qualitative approach also has its limitations and does not
necessarily guarantee validity, as Miles and Huberman (1984) noted:

‘Qualitative analyses can be evocative, illuminating, masterful — and
wrong.’ (Miles and Huberman, 1984: 284)

Therefore, the knowledge that the study sought to identify makes no claim to
absolute certainty. For example, in considering the increased insecurity of the
workplace, evidence was based on the subjective experiences of participants
and not on quantitative statistical data of incident rates. In this way, a
qualitative approach might be regarded as mirroring the uncertainty produced
by critical incidents. History is littered with accounts of disasters and
catastrophes (Newburn, 1993). Terrorist attacks, such as 9/11, demonstrate
the potential for critical incidents to occur, which helps to create a perception

of increased risk and the eroding of workplace security.

However, this sense of uncertainty is not merely confined to the workplace but
may be considered as part of postmodern contemporary life. Therefore, in
relation to the study, ‘uncertainty’ may be considered as part of the research
process and extending to the very knowledge it produced. As Bauman (1992)
commented:

‘we the residents of the postmodern habitat, live in a territory that
admits no clear options and strategies that can even be imagined
to be uncontroversially correct.’ (Bauman, 1992: 185)

In response to this, the thesis has attempted throughout to be transparent by
identifying the assumptions and illustrating the research process upon which
its claim for knowledge rests. In this way, it follows Silverman’s criteria for
evaluating qualitative research that: ‘our data, methods and findings satisfy
the criteria of reliability and validity’ (Silverman, 2000, p. 283). As part of this
transparency, it is also beholden on the researcher to acknowledge the
limitations of the study. This is to aid academic scrutiny of the thesis, which
forms an integral part of the claim for the validation of the results. Three
examples are given that illustrate aspects of the research. These are:

e Recording
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¢ |Interviewing in a sensitive manner.
e Use of interviews

¢ Generalising the results to other setting.

All these points illustrate aspects of the research approach taken and, in so

doing, aid the transparency of the study.

Recording

In Chapter 3 the initial preference for tape-recording all interviews in order to
produce transcripts, was considered. This, it was thought, would have offered
a ‘truer’ representation of the interviews. The rationale for this included the
possibility of data being available for scrutiny and, by extension, aiding the
validation of the results. Since engaging with the study, this initial certainty
that a particular recording method would automatically help validate results, is
not held. This is not to dispute the use of taping interviews as an excellent
aide memoire, but merely a comment on the etiological assumptions
regarding the nature of the reality and fruth that participants” accounts are
deemed to reflect. In questioning of the role of taped interviews as
representations of reality, it also has to be considered whether the ‘reality’ of

participants’ experiences can be fully encapsulated and explained.

The recording of data, whether by tape-recording, written notes, video, or any
other method, does not make the findings any ‘truer. These are merely the
vehicle used to reflect and make sense of the interview and the information
given. All can make a contribution to the analysis of data but no one method
of recording or combination of methods can fully encompass what took place
during the interview. ‘Meaning making’ in the study drew upon different types
of information. Some of this information was from the direct quotes recorded
during interview, others were from non-verbal communication; the gestures,
facial expressions, and use of silence which participants used to convey
meaning. For example, the way in which one participant stood—up, walked

around the room and looked out of the window as he started to answer a
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question about an incident resulting in a particularly nasty accident. His
actions and non-verbal nuances helped convey a meaning that was very
different from the words spoken. It gave the opportunity to reply to his
comment about the incident being ‘a very unfortunate affair with a comment
that ‘it still seems to be very painful for you'. This enabled him to express in
detail just how bad the event and aftermath had been for him and the difficulty

of having to continue in his day-to-day work.

When analysing such data, different levels of meaning have to be
extrapolated and reflected upon (Holloway and Jefferson, 2000). It is not just
the notes and quotations taken during the interview that need consideration
but also the feelings that they evoked in the interviewer, at the time, and later
when reflecting on the interview. For example, during the data-analysis
process, when reflecting upon comments such as ‘a very unfortunate affair
there was a need to consider the meaning of the words beyond their literal
meaning. The participant’s sense of pain for himself and for what he felt for
the injured person was a real experience that had continued to affect him. The
need to consider the meaning of words and expressions used by participants
and, to reflect on what they might be trying to express, was central to the
analysis (Holloway and Jefferson, 2000) It was through such reflections that
the analysis of the data was deemed to support the validity to the study. In
this instance, claims for validity rest on theories relating to a person’s reaction
to traumatic events, and the experience of working with people who have
suffered trauma (Kennedy and Charles, 2001). Ultimately, it could be argued
that it is the integrity of the researcher and their ability to build trust between
the reader and themselves that validates the study. As Holland and

Ramazanoglu note:

e there is no technique of analysis or methodological logic that can
neutralize the social nature of interpretation. We cannot read meaning in
interview texts, allowing, them to propose their own meanings, without also
reading meaning into them, as we make sense of their meanings.” (Holland
and Ramazanoglu, 1994, p133)

Their comments, although directed at feminist researchers, are applicable to
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other areas of qualitative research. The researcher's choice of research
methods and the transparency of the research process all contributed to the
building-up of this trust. In part, claims for the validity of the research may be
said to mirror the relationship between the participants and the researcher.
Indeed, it may be regarded as the continuum between the participant and

reader with the researcher acting as the conduit.

Interviewing in a Sensitive Manner

If the reader cannot get a sense of openness and the relationship between the
participant and researcher, it becomes difficult to engage with the study and
assess its validity (Gilbert, 1993). As described in various sections of the
thesis, the identification of aspects of the research process, for example, the
initial contacting of participants and the agreement to use notation to record
data, all contributed to the validation of the study. Collectively, they
demonstrate the stages of the research process and help the reader to
assess whether it was consistent with the type of ‘knowledge’ it attempted to
produce. This is an important consideration for, when claiming validity for the
results (Yin, 2003) it is ultimately the reader’s decision whether to accept or
reject them (Silverman, 2000). The researcher can give no guarantee that the

data analysis is correct (Holland and Ramzanoglu, 2000, p 145).

Returning to the former example regarding interviewing, the response evoked
illustrated the interpersonal dynamic between the researcher and participant.
To say that the researcher’s reaction to his reply was correct would imply that
there is a ‘right’ and a ‘wrong’ response. It would be making a judgement that
is inappropriate as it does little to convey the essence of the research
relationship. What might be more useful is the recognition that different
responses will yield different results (Holloway and Jefferson, 2000). Within
the narrative, these open up the possibility for other accounts, all of which
allow for different interpretations. Although the enabling of participants to tell
their stories illustrates the interdependency of the relationship between

researcher and participant, it also highlights the imbalance of power that can
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exist in favour of the researcher. It places the interviewer in a powerful
position to direct the interview (Lincoln and Guba, 2000). This raises the
ethical issue of the need to protect participants from being exploited by

revealing too much information about themselves.

‘I have also emerged from interviews with the feeling that my
interviewees need to know how to protect themselves from people like
me’ (Finch, 1984, p. 80, cited in Holland and Ramazanogiu, 1994)

The quote also brings into question how participants may perceive and use

the interview.

Use of Interview

Although there was an agreed focus to the interview, provided by an interview
guide with prompt, each felt, and was, very different. Such differences centred
first, on content and secondly, on the way in which participants used the
interview. Regarding content, in keeping with a narrative approach (Carter,
1993), whilst some participants recalled similar incidents, they differed in what
they chose to include in the event. For example, as cited in Chapter 4, for
some participants the emphasis was on the reactions of their wider social and
family network, while others focused on the effects the incident had on their

work, colleagues, and the workplace in general.

The second main difference was in the way participants told their ‘stories’, and
how they used them to make sense of what they had experienced. Whilst
there was no one particular dominant explanation to account for the
occurrence of a particular incident, participants all tried to offer an explanation
of why it had happened. There was a sense of participants wishing to make
sense of their experiences as though trying to retrieve something positive
from it. In enabling participants to do this, a balance was needed between
responding sensitively to what was being expressed whilst trying to maintain
the focus of the interview (Holloway and Jefferson, 2000). This was not easy
to achieve. During one interview, the questioning was adjourned so that the

participant could take a break as she had become very tearful and needed a
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short space to calm down and become less agitated. On another occasion a
male participant needed to go into great detail about the failure of an alarm
system. As with some of the other participants, there was a feeling that both
were using the interviews as a catharsis. They needed the time and space to
do so. Whilst this might require additional resources, (such as increased time
to conduct interviews), it is justifiable in terms of the data collection. Such
participants were able to make a significant contribution but might need
additional support to do so (Dryden and Thorne, 1991). These examples
serve to illustrate aspects of the interviewing process and, by extension, to
demonstrate the transparency of the research process and help to support

claims for the validity and reliability of the study.

Generalising the Results to Other Setting

As part of the process of reflection, it is perhaps inevitable that the researcher
considers what in the research process they may have done differently, or
what may have produced a better study. As noted, overall, the research
approach and the design seemed to have produced useful data. This said, it
could be argued that the criteria used to select the initial twenty-two
participants were conducive to selecting a group that would favour a training
solution. Although there was a need to engage participants who would be able
to make a contribution to the study, their very knowledge and experiences
might have biased outcomes. A more inclusive group of participants, i.e.,
including employees who had not had such an experience may have given
rise to different data, although it might be argued that this would also have

been a different study.

Whilst it is reasonable to consider such issues, on balance, my initial thinking
regarding data-gathering stands. That is, the identifying of participants, the
interviewing of participants and the scrutiny of documentation produced
interesting and valid data about the subject matter. Further, the analysis of
this data evidenced a need for training, but training that required a different
approach from that usually pursued by the Organisation. In accepting this and

presenting the results, the thesis does not claim to be the definitive statement
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of truth with regard to post-critical incident training needs. For this reason,
whilst making no claim for generalising the results beyond that of the case-

study setting, it is useful to consider this issue.

Whilst the debate about philosophical issues cannot be adequately dealt with
within the word limits of the thesis, the claims for any knowledge produced
does effect the validity of the findings. As such, the production of knowledge,
and its link to the scientific benefits of case studies, needs to be considered.
Berg (2007) advises that two issues need to be addressed:

First, the degree to which the decisions within the study can be considered

objective.

Secondly, whether the case-study enables:

‘information that can be seen as useful beyond the individual case’,
(that is), ... can findings be generalized?’ (Berg, 2007, p. 294).

In addressing these issues, Berg (2007) suggested that objectivity was not a

matter of judging whether or not research-related decisions are subjective, but

"..rests on the ability of an investigator to articulate what the
procedures are so that others can repeat the research if they so
choose’. (Berg, 2007, p. 295).

It could be suggested that this report might itself be regarded a as response to
Berg’s (2007) comment. In particular, in identifying areas that might be
regarded as being ‘unique’ or relating to the ‘zeitgeist’ of contemporary
financial organisations it also illustrates some of the barriers to reproduction of
the study. For example; management support, and access to sites and
participants might not be readily available if the study were to be replicated.
What might be of potential benefit to future researchers are the approach
taken and the attention given to interviewing participants. Such issues are
important considerations when attempting to generalise the findings to other

sites.

The debate regarding the generalisation of case-study findings has been a

major theme within the research methods literature. Hammersley (1992)
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stated that:

‘The choice of case-study involves buying greater detail and
likely accuracy of information about particular cases at the cost
of being less able to make effective generalisations to a larger
population of cases’. (Hammersiey, 1992, p186)

From a positivist position, the generalising of findings might give rise to
concerns (Berg, 2007). However, such concerns appear to have been
adequately addressed by Bent Flyvbjerg in his 2006 article, ‘Five
Misunderstandings About Case-Study Research’. Reviewing the literature, he
identified and addresses the main areas of concern about generalising

findings from a single case-study to other areas. These are:

i.  Theoretical knowledge is more valuable than practical knowledge

ii. One cannot generalize from a single case, therefore, the single-case-
study cannot contribute to scientific development

iii. The case-study is most useful for generating hypotheses, whereas
other methods are more suitable for hypotheses testing and theory
building

iv.  The case-study contains a bias toward verification

v. ltis often difficult to summarize specific case studies.

The start of his argument is the claim that a ‘case-study cannot provide
reliable information about the broader’ (Abercrombie, Hill and Turner, 1984, p.
34) and, regarding the production of knowledge:

" have such a total absence of control as to be of almost no scientific value. . .

Any appearance of absolute knowledge, or intrinsic knowledge about singular
isolated objects, is found to be illusory upon analysis..’.

(Campbell & Stanley, 1966, pp. 6-7, cited in Flyvbjerg, 2006, p. 220).

(Flyvbjerg notes that Campbell and Stanley retracted this in later work).

Within the article, Flyvbjerg systematically examines these five concerns and
addresses the misunderstandings surrounding them. In doing so, he provides
a well-argued case for the production of knowledge and the generalisation of
findings from a single case-study to other sites. Such a position is supported
by both Stake (1995) and Yin (2003) and one that, as researcher, | found
persuasive. In this way, the generalising of the results of this thesis to other

sites are in line with Perakyla (1997) who, when discussing her own study,
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made a distinction between the generalising of results as descriptions of, not
what other sites do ‘....but were generalizable as descriptions as what any
[comparable site] can do... Perakyla (1997. pp 215-16, cited in Silverman,
2002, p. 109).

Professional Relevance

In Chapter 1, the Introduction, the study identified a number of areas where it
was considered that the research could make a contribution. In addressing
these issues, the thesis returns to Silverman’s (2000) assessment criteria for

qualitative research:

‘How can valid, reliable and conceptually defined qualitative studies
contribute to practice and policy by revealing something new to
practitioners, clients, and/or policy-makers.’

(Silverman, 2000: 284)

In the previous section, issues of validity and reliability were raised which
leaves the issue of ‘revealing something new’ to be considered. Arguably, the
wider contribution the thesis makes to educational research may be regarded
as the raison d’étre for conducting the research. In addition to illustrating
participants’ experiences, the identifying of data that suggested support for
post-critical incident training based upon a humanist learning approach, the
thesis made additional contributions to understanding workplace training and
educational research in general. This section considers the issues of

professional relevance that were identified in the Introduction. They were:
¢ Understanding the post-critical incident support training needs of
staff working in a ‘Post September 11™ World’
¢ Contributing to the research literature, specifically, the lack of
research into training needs in coping with a post-critical incident
within the workplace

e The timely nature of research and application to other settings,

¢ Researching sensitive areas.
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Understanding the post-critical incident support training needs of staff
working in a ‘Post-Sept 11"™ World’:

As the results demonstrated, employees perceive themselves as potentially
having to cope with the uncertainty and potential threat of a major critical
incident, such as terrorist attacks. Over the last few years such uncertainty
has had to be assimilated into the routine of daily living. Previously,
discussions on vocational training, life-long learning, and globalisation of
education, have not needed to address such issues. The study illustrated
some of the effects of a critical incident. In doing so, it has used participants’

own accounts to demonstrate the link between the workplace and social life.

Throughout the thesis the case for adopting a humanistic learning approach to
post-critical support training has been agued. The results evidenced that
participants supported such training. There was also a recognition that the
emphasis within such training should be on enabling participants to develop
self-awareness. For example, understanding crises and the effects that

trauma may have on themselves and others.

Contributing to the research literature, specifically, the lack of research
of training needs in coping with a post-critical incident within the

workplace:

In reviewing the literature no educational research that dealt with training
needs within the area of post-critical incident support was identified.
Associated literature was dispersed within a number of academic disciplines.
The thesis makes a contribution to the research literature concerning post-
critical support training. In doing so, it has helped to question existing
workplace training hegemony and to consider the purpose for offering training.
It has illustrated the case for employees’ needs to be considered and not just
those of the employer. Therefore, it seeks to be of benefit to workplace
trainers and educationalists engaging with the private sector as well as the

Organisation.
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The timely nature of research and application of findings to other
settings:

Earlier, it was noted that the results, arising as they did from one case-study
setting, a large financial institution, may not transfer to other setting.
Nevertheless, in the light of world events, many organisations are being
requested to make provision for business continuity. The study therefore
might benefit trainers in other settings who have to make provision for post-
critical incident support. It offers a rationale for training to be based on a wider

model than human capital theory.

Researching sensitive areas:

Within social care, counselling, health, social work, education and disaster
management, the associated literature has long recognised the emotional
vulnerability of those who need to be questioned or interviewed. This issue is
not extensively dealt with in other literature, for example, business
management. In part, this is due to the kind of interviews being conducted, for
example, recruitment and selection or staff appraisals. Whilst staff appraisal
interviews will invariably include an area relating to training needs, the focus is
usually on the identification of suitable courses, not the training need per se
(Critten, 1993). The practical instrumentalist/rationalist needs of a person’s job
role tend to be addressed rather than the emotional needs both of which are
important to a person’s sense of work identity (Colley et al, 2003). What the
study illustrated was the connection between a person’s practical needs and
their emotional needs (Maslow, 1968). As such, the researcher, when
interviewing, needs to give consideration to both elements. In this way the
study adds to the body of literature about researching personal areas wherein
data needs to be gathered in a sensitive manner. In doing so, it recognised
the contribution that participants made, and the potential risk they took with
their own mental health, in taking part.
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Conclusion

The objective of the thesis was to consider implications for post-critical
incident support workplace training after the post-September 11" 2001 attack
on the World Trade Building in New York. In developing the argument, the
event has been used as a milestone in order to explore how best an
organisation might develop training to support employees in the aftermath of a
critical incident. It was Chairman Mao who, reputedly, when asked, ‘what were
his thoughts on the French Revolution?’ supposedly replied that, ‘it was too
soon to say’. This same sentiment may equally apply to considering changes

within workplace training.

There is no dispute that the attack on the New York World Trade Center was
a major critical incident. Such incidents affect people well beyond those who
had some immediate direct association with the tragic event. At both a social
and individual level it is possible to identify some of the immediate effects
regarding personal tragedies such as loss of family, colleagues and friends
suffered by victims of the event (Myers, 1994). However, there are other
effects that remain hidden, unacknowledged or dormant. With critical
incidents, it is these long-term, hidden effects rather than the more immediate
ones, where, echoing Chairman Mao, it is too early to say what change they
might be heralding. This is particularly so for businesses who, in the event of
a critical incident, may lose some of their key personnel. As evidenced by the
reports of 9/11, (Danieli, Brom and Sills, 2005) in such instances, staff may be
incapacitated, suffer great stress, or be traumatised by the event. In turn,
these societal and individual tragedies have impacted on wider national and

international economies.

Whilst the full effects of critical incidents such as 9/11 may often be hidden,
for educationalists involved in VET and workplace training, it is important to
recognise the increased stress which they generate. This is for two important

reasons.

First, for their general well-being and mental health people, need to feel they
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have some degree of control over their lives and are not merely passive
spectators.  Although writing pre-9/11, Ife’s (1999) comment might be

regarded as reflecting many aspects of the post 9/11 workplace:

‘We live in a world characterised by ‘a lack of predictability and
permanency, by weak and transitory structures, and by alternatives
being constantly deconstructed and reconstructed within a context of
fragmentation and difference.’ (Ife, 1999, p. 214)

Training has the potential to give a personal sense of control. It can help give
meaning to people who have been thrown into sudden confusion or who are

struggling to understand the erratic behaviour of colleagues.

Secondly, in formulating a training response the pressure on budgets requires
resources to be used effectively and efficiently. The greater the understanding
of the effects of critical incidents, then the better people might be supported to
best cope with it. Ultimately, the main challenge for trainers continues to be
the perennial one of how best to equip delegates to put their learning into
practice. This is arguably, the main objective of the training. However, as

Collins (1996) has noted, not all trainers are ‘learner’ centred and therefore:

‘..need fto think about whose interests they are really serving and to
what extent their programming is in keeping with the adult education
principles they espouse.’ (Collins, 1996. p.89)

The issue for trainers is, how best to use training to promote the emotional
well-being of people who have to work within such an increasingly insecure
work environment. A balance is required between conveying a programme’s
potential contribution to staff welfare and an organisation’s business needs,
whilst avoiding increasing individual or group anxiety. Again, such training, the
thesis has suggested, is best suited to a humanistic learning approach.
Adopting such an approach, as argued, has implications for other areas of
training. In particular, for post-critical incident training, it requires different
criteria for offering training from that based on skills or knowledge
enhancement and, as such, presents a dilemma for trainers. As with many

other insecure situations the issue for trainers, indeed managers in general, is
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whether to embrace change and plan for it, or to wait and try to respond to
events as they occur.

‘The loss of the stable state means that our society and all of its
institutions are in continuing processes of transformation. We cannot
expect new stable states that will endure even for our own lifetimes.
We must learn to understand, guide, influence and manage these
transformations. We must make the capacity for undertaking them
integral to ourselves and to our institutions. We must, in other words,
become adept at learning’. (Schon, 1973, p.32)

The lesson from 9/11 and other such critical incidents, is that often

there is not the opportunity to manage the transformations that may be
needed.

Finally, leaving aside the business and educational rationale for post-critical
incident support training, as evidenced in the results chapter, there is another
important reason for offering such training; to address the emotional anguish
expressed by participants. The provision of training can be justified on the
grounds of common humanity and social capital. The literature relating to
managing a critical incident identifies the benefits of people understanding the
effects of such incidents.

In supporting the provision of training it could be suggested that the
‘normalising’ of such training is crucial. If the adoption of a training solution is
to be successful, it has to be presented as part of the culture of the
Organisation. This, potentially, may present problems for the Organisation, for
as noted in the literature review, one of the effects of trauma is the creation of
a sense of losing control, that is, being plunged from a predictable, ordered,
world to one of chaos and uncertainty. In contrast to this, the general
competitive nature of the Organisation’s culture favours an image of
predictability and certainty. Employees, as people in general, like to feel that
they are in control and that they are perceived to be so by others (Garland,
1998). It is images of ‘strength and coping’, not one of ‘weakness and need’
that people favour. Therefore, in undertaking post-critical incident training,
employees, as part of their development of self-awareness, may need to

explore these more negative images of ‘self’.

The benefit of post-critical incident training for employees is that it offers the
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opportunity to understand ‘the normality of seemingly ‘abnormal’ trauma
reactions and Post-traumatic Stress Disorder. Such training potentially
enables a person to understand better what is happening to them (Trimble,
1985). In addition, to appreciate trauma, suffers may appear to be coping but
be in denial of their condition. For the Organisation, post-critical incident
training might give those involved with the provision of post-critical incident
support an explanation as to why a person cannot or will not commit to the
specialist help they needed. It also offers the Organisation the opportunity to

demonstrate concern for their employees’ welfare.
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Background

Analysis

World events, such as the September 11th incident, and increased
occurrences of violence in the branch network have led the
Organisation to review its management of critical incidents. In
formulating its response, the Organisation wants to make staff
welfare a central factor.

Paralleled with the development of business contingency plans and
other critical incident initiatives, it has been the Bank’s desire to
further develop the welfare arrangements in the area of ‘critical
debriefing’, i.e. to support individuals or groups of people following a
major traumatic event causing emotional impact. The key
requirement is to enable individuals to recover from the traumatic
event, supported by line managers or other work colleagues who
are aware of the facilities and services available.

The purpose of the analysis, as stated in the terms of reference
was:

To identify and clarify those people groups who are most likely to be
in need of support

To consider likely scenarios and the best method(s) for providing
‘on the spot’ and on-going support

To review the existing support materials and services, including the
Passport to Personal Safety and Post-Raid Counselling

To review the signposting of the existing materials and support
areas

To conduct a ‘gap analysis’ between materials and services
provided and the identified needs

To make recommendations for solutions to remedy any shortfall.
Scope

The scope of the project, as stated in the terms of reference, was to
investigate and consider options to improve:

Materials available

Signposting real and perceived needs for support and/or
counselling for individuals, teams and nation-wide

Provision of recommendations to provide a generic solution to meet
the needs of individuals, with flexibility to tailor the solution to meet
specific business unit needs

Recommendations for any HR processes to support the solution
Recommendations regarding signposting are considered essential
to ensure clarity as to what support is available for particular staff
needs, before, during and after a major traumatic event
Confirmation that V are able to support any increase in demand for
their services.
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Findings

The population to be considered includes those the Organisation
group sites in the UK and offshore included in the HR Operating
Model.

Outside of scope

Outlining design specifications, production and delivery of any
solutions recommended by this HR Study Report.

Training recommendations that required large IT resources
Methods of Investigation

Primary Research

A group of twenty-two participants took part in the study. Although,
numerically this represented only a small percentage of the total
workforce, all participants had experiences of being involved in a
critical incident, either directly or indirectly and/or had involvement
in the planning and delivering of post-incident service provision. The
degree of experience, knowledge, and range of posts represented
in the sample supported the validation of the findings.

As the study centred on staff perceptions of critical incidents, it was
appropriate to take a qualitative research approach. The method
used to gather data was a semi-formal interview. The data was
analysed following recognised practices.

Secondary Research

Secondary research was based on the scrutiny of documentation
relating to training and the managing of critical incidents. This
included, an examination of staff guides, particularly the Passport to
Personal Safety, and post-incident support material (the Trauma
booklet issued by V). The data held by HR on the evaluation of
counselling services and the Incident Management and Co-
ordination Procedures were also reviewed and used to clarify the
responses given by participants during interview.

Key issues and risks - The Project

. Identification of people groups who are most likely to be in need of

support

Potentially all staff are at risk of being involved in a critical incident
and therefore are in need of support.

Groups differ in the probability of an incident occurring.
Organisation network staff have a greater probability of being
involved in a critical incident than staff in other parts of the
organisation. This does not diminish the need for support services
in other sectors, for as recent world events have demonstrated,
these can be the most destructive as regards to injury and loss of
life.
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Likely scenarios and the best method(s) for providing ‘on the spot’
and on-going support

Participants’ understanding of critical incidents tended to reflect
their work-settings, for example, branch network staff were very
conscious of the risk of raids. All staff interviewed were aware of the
potential threats to business from terrorist attacks and natural
disasters, such as flooding.

Participants evidenced the importance of two main sources of
support:

The support given by senior managers following the reporting of a
critical incident. Of particular importance was the division of support
between the practical aspects, (ensuring building safety for
example) and the personal needs of staff. Incidents were managed
best when the Facilities Incident Teams (FIT) concentrated on the
practical issues and senior managers concentrated on ‘inter-
personal’ aspects

Counselling services, both the critical debriefing following an
incident and on-going support.

All sections of the organisation recognised the importance of this
support and evidenced how it has benefited both staff teams and
individual members of staff.

The Bank’s own evaluation of the service that V offers evidences,
that in the event of a major critical incident occurring, they would be
able to provide the degree of support required. It further notes that,
in the event of a critical incident occurring on the scale of 11th
September, national resources might not be sufficient to meet the
demands for support. The USA itself had to request international
support.

Existing Support Material and Support Services (including
signposting of the existing materials and support areas)

Support Material

Current support services and materials provided by the
Organisation are good, as evidenced by participants. Particularly
noteworthy were:

The usefulness of The Passport to Personal Safety and the Chart
setting out staff procedures in the event of a raid.

Participants found that the revised format of the Passport to
Personal Safety and other documentation was user-friendly, in that
the language was direct and free from jargon.

The layout of the Passport to Personal Safety and other
documentation made it easy to locate information that was required.
The ‘Incident Management Action List’ (December 2002) produced
by HR section, signposts the need to consider the welfare of
managers and carers.

One participant thought that The Passport to Personal Safety was a
‘little too big’ and could not be easily accommodated in a pocket.
This inhibited the Passport being carried at all times.

‘Preparation for being a witness in court’ support service, although
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signposted in the Passport to Personal Safety, was difficult to
access.

The tone used in the critical incident procedures assumes that staff
will be able to perform their duties to the required standard. It does
not reflect the negative psychological effects that trauma can have
on the performance of those dealing with an incident. This includes
both those who perform ‘beyond the call of duty’ as well as those
who are not able to. In both cases there is a real possibility that
some staff will need long-term support.

Counselling

All participants recognised the importance of there being a
counselling service available.

The counselling services were easy to access.

Staff are able to access the service when they had difficulties that
did not directly arise from work but was affected by it.

As evidenced in the Bank’s own service evaluation, in the event of a
major incident, Validium, the current service provider, would have
the resources to cope. (N.B. as demonstrated by the event of 11th
September, an incident of such magnitude would require
international aid).

Criticisms of the services were related to the style of individual
counsellors and not to the service per se.

Human Resources Support
The HR section produces good clear policies and guidance on the
managing and handling of critical incidents.

Identification of ‘gaps’ within current service provision

Within the Business Continuity Planning (BCP) teams, there is no
one nominated person (champion) with training in understanding
trauma to monitor the effects of stress of those involved in
managing the incident.

Lack of preparation for senior managers in identifying trauma and
being able to offer initial support for people involved in a critical
incident.

Ensuring that people follow procedures during a critical incident,
particularly in accounting for staff.

Poor communication in joint planning and exercises between FIT
(Facilities Incident Team) teams and BCP.

Line-managers not feeling adequately prepared for communicating
sensitive information.

Staff involved in an incident are not obliged to be screened for
counselling support. Although some staff will not require support or
want support, the Organisation needs to ensure compliance with
the demands of health and safety requirements.

Key issues and risks - Training
Compliance with Procedures
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Conclusions

Recommendatio
ns

Whilst staff are familiar with critical incident procedures, there is a
need to ensure that they are up to speed in their compliance and to
identify and remedy any local gaps.

Because of the low probability of a critical incident occurring, it is
difficult to raise staff awareness of health and safety issues. There
is a risk that, if this is not done in a sensitive manner, it might
increase staff anxieties and not their awareness.

Training in Post-Incident Support

Training is needed to fill the gaps identified in current service
provision. In particular senior managers need to be able to
recognise the effects of trauma, appropriateness of support, and
how to deal with people in a sensitive manner

While generic training has the advantage of developing shared
practices and values, there is a risk that ‘a one size fits all’
approach might fail to address the concerns of managers at
different levels or working in different sections.

Risks associated with particular training solutions are addressed in
the individual recommendations

In commissioning the project, the Organisation is recognising that
staff at all levels, need support when involved with critical incidents.

The analysis identified the needs of different staff groups and their
perceptions of critical incidents and illustrated examples of good
practice. Direct services, such as counselling, availability of
managers and the work undertaken by BCP and FIT teams all
evidence this. There is evidence of counselling services covering
wider welfare issues beyond those of raids.

Post-incident services are backed-up and supported by the
personal safety literature, critical incident procedures, and continual
policy developments in the area of BCP.

The overall picture therefore is a positive one, but needs
strengthening in:

supporting workers (usually senior managers) to understand the
nature of trauma.

in the screening of staff for counselling following a major traumatic
incident.

Tightening up on existing procedures, communication and services.

The recommendations made in the following section address these
issues.

Resolve Non-Training Issues

It is recommended:

Within the BCP teams, there should be a nominated person
(champion) with training in understanding trauma to monitor the
effects of stress on those involved in managing the incident.
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In the event of a major incident, all those involved should be
screened for counselling. This obligation would enable the
Organisation to discharge its Health and Safety obligations and
demonstrate its concern for the welfare of staff.

That the requirement for collaborative working between FIT and
BCP teams in planning and joint exercises be made more explicit.
That the availability of certain additional support services, such as
witness support, be signposted more clearly.

The accreditation for Fire Marshals training. This would enhance
the reputation of the Organisation and also help raise the profile of
Fire Marshals.

In order to test that staff are ‘up to speed’ in the implementation of
the procedures for dealing with critical incidents policy, a training
exercise is recommended. As a number of participants raised
concerns about accounting for staff and taking a roll-call after a
building has been evacuated, | would recommend that this matter
should be the focus of the exercise.

Communication

In order to improve existing communications it is recommended
that:

The tone used in the BCP procedures should reflect the chaos that
critical incident might produce.

The guidance literature should recognise that in a critical incident
‘best practice’ might not be possible, only ‘good enough practice’.
In order to maintain accurate information, staff should be emailed a
regular reminder from HR to update personal and next—of-kin
records. This should help in the accounting for and the contacting of
staff if a critical incident were to occur.

Training The following training is recommended:

Training in the understanding of trauma and ‘Crisis Theory’ be
made available for managers implementing BCP or dealing with
people during and after a critical incident.

Training for disseminating best practice in post-critical incident
support.

Training in the giving of sensitive news or information..

Training recommendation (A) addresses the requirement for a
generic training solution for all managers dealing with critical
incidents.

Training recommendations, (B) and (C) are included as they
address the concerns raised by participants during the cause of
investigation.

In view of this distinction, potential risks are identified under each
recommendation.

A. Training in the understanding of trauma and ‘Crisis Theory’ for
managers implementing BCP or dealing with people during and
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after a critical incident

Senior managers (Grade Band 3-4) tend to be the first persons
contacted when a critical incident occurs. In order to give the initial
support required, they need to be aware of the nature of trauma
and how to deal with people in crisis. They also need to recognise
that the size or nature of the event is no clear guide as to how
people might be affected in both the immediate and long-term.

Audience:

Senior managers in Grade Band 3-4, approximately 6615 in total.
(Members in this group tend to be the first people contacted in the
event of a critical incident).

Objectives:

By the end of the training candidates will be able to:

Identify a critical incident.

Understand the different between ‘stress’, ‘crisis’ and ‘trauma’.
Understand the effects that the incident might have on
themselves

others

Recognise some of the main symptoms of trauma.

Be able to offer some initial support following a critical incident.

Delivery Method

The use of a CD is recommended which has the advantages of:
Offering a more flexible approach to learning. Candidates are able
to access and work through the training material at their own pace.
Training material can be updated and disseminated quickly.
Although the training product might only have a ‘shelf-life’ of three
years, it does enable a three-year training programme to be
planned, which facilitates budgeting.

It enables all candidates to have a common training of the effects of
trauma. This will aid the development of a consistency of approach
to the managing of critical incidents

Risks
There is a risk that, in offering a generic solution to all managers,
specific sectional needs might not be met.

B. Disseminating Best Practice in Post-Critical Incident Support

While some branch network Area/Senior managers have developed
a considerable amount of expertise in dealing with post-critical
incidents in a sensitive manner, there is evidence that others have
not. Training to identify and promote best practice, would enable
consistency of approach and aid managers when having to deal
with such incidents.
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Objectives:

After the end of the training, candidates will be able to offer initial
support to those involved in a critical incident by:

Being aware of the emotional and practical needs of staff following
a critical incident.

Recognising the strengths and weaknesses of one’s own inter-
personal skills.

Understanding the need for and to work with specialist support
services.

Recognising the potential increase in stress that the situation might
be having on them .

Being able to reflect on and identify within their own practice factors
that promote good practice, and factors that are barriers to good
practice.

Delivery Method:

A workshop on identifying best practice in post-incident support
using experiential learning.

Some candidates find interpersonal skills very difficult. In such
instances, direct training is not the best approach and candidates
gain more from experiential learning.

A workshop to disseminate good practice gives the opportunity for
all candidates to reflect on their practice and learn from it.

Risks

There are risks that:

not all participants can benefit from inter-personal skills training.
The audience might be too narrow in its scope. Although
participants from other areas of the Organisation gave no evidence
that would indicate that they considered this training was needed,
this might reflect more the staffs’ lack of experience of critical
incidents rather than of their real need.

C. Training in the giving of sensitive news or information

(Given the high numbers of staff who might potentially be included
for this training programme, compared with the limited opportunity
to put the training into practice, the recommendation is not a high
priority within the overall critical debriefing training programmes. lts
inclusion reflects the concerns raised by a number of participants
although not all were directly related to critical debriefing).

People involved in managing a critical incident expressed concern
as to how best to speak to people, when having to impart any sad
or anxiety provoking information.

Audience:

Line-managers, who as part of their duties may need to pass
sensitive information or news to staff or other relevant people.
Objectives:

To identify components of communication

To understand the effects that the information might have on the
person receiving it

To understand the effects that passing such information might have
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Next steps

on the person giving the information

To develop the communication skills of the candidate

Delivery Method:

The use of a CD is recommended which has the advantages of:
Enabling communication skills to be demonstrated.

Supply any underpinning knowledge.

Can be used to promote discussion.

Offering a more flexible approach to learning by enabling
candidates to access and work through the training material at their
own pace.

Training material can be updated and disseminated quickly.
Although, the training product might only have a ‘shelf-life’ of three
years, it does enable a three-year training programme to be
planned, which facilitates budgeting.

Being available to a wide audience

Risk

There is a risk, that the training might be obsolete or forgotten
before candidates have the opportunity to use it.

Assumptions

For all the recommended training solutions it is assumed that:
a suitable venue can be identified.

that training time will be allocated to candidates

that any necessary equipment and training facilitators will be
available.

The next stage is for the author to present the findings to the
Organisation and the following personnel and university
representatives to review the report:

Bob Senior

Phil Carter

Lucy Walsh

The report will form the basis of the feedback to Michael McRae-
Steele and will be used to inform the design phase of the project.
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Appendix 2 Contrasts between formal and informal workplace learning

Formal/on-the-job’ learning

Informal workplace learning

1 | Formal learning is intentional.
Teachers/trainers are in control in both
formal learning in education institutions
and in on-the-job training,

Learning often unintentional
Learner is in control (if anyone is) in
workplace learning.

2 | Learning/ training is prescribed by formal
curriculum, competency standards,
learning outcomes, etc.

No formal curriculum or prescribed outcomes

3 | Learning outcomes are largely
predictable.

Outcomes are much less predictable.

4 | Learning is largely explicit (the learner is
expected to be able to articulate what has
been learnt, e.g. in a written examination
or in answer to teacher questioning;
trainees are required to perform
appropriate activities as a

result of their training).

Learning is often implicit or tacit
(learners are commonly unaware of the
extent of their learning).

5 | The emphasis is on teaching/training and
on the content and structure of what is
taught/trained (largely as a result of points
1-4).

The emphasis is on the experiences of the
learner-as-worker: not a concept to be taken
lightly, given the power of self-directed
learning in making

sense of one’s workplace as well as one’s
own life at work.

6 | Usually the focus is on the individual
learning.

Tends to be collaborative and/or collegial,
despite the current policy and rhetorical
emphasis on

self-direction and individual experience,
noted in point 5. This sociality occurs
because workplaces are by definition socio-
culturally located, and their consequently
shared and site-specific experiences
collectively available for educative purposes.
Thus, workers invest much of their

personal identities in work, and find these
defined and re-defined by the local culture —
by “the way we do things here”.

7 | Learning in formal classrooms is
uncontextualised, i.e. it emphasises
general principles rather than their
specific applications.

While on-the-job training is typically
somewhat contextualised, even here the
general is emphasised, e.g. training for
general industry standards. However,
workplace leaming is by its nature highly
contextualised, as outlined in

point 6, and must include emotive, cognitive
and social dimensions of workers’
experiences in advancing their learning.

8 | Learning seen typically in terms of theory
(or knowledge) and practice (application
of theory and knowledge).

Seems to be appropriately viewed as
seamless know how, or practical wisdom.

9 | Learning knowledge typically is viewed as
more difficult than learning skills (thus,
e.g. more teaching effort is invested
usually in the first as against the second).

Learning, viewed as the development of
competence or capability via a suitably
structured sequence of experience, does not
operate with the

knowledge/skills distinction.

(Adapted from Hager, 1998)
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Appendix 3 Four Areas of Common Traumatic Stress

1. EMOTIONAL EFFECTS

2. COGNITIVE EFFECTS

shock impaired concentration

terror impaired decision making ability
irritability memory impairment

blame disbelief

anger confusion

guilt nightmares

grief or sadness

decreased self-esteem

emotional numbing

decreased self-efficacy

helplessness

self-blame

loss of pleasure derived from familiar
activities

intrusive thoughts/memories

difficulty feeling happy

worry

difficulty experiencing loving feelings

dissociation  (e.g., tunnel
dreamlike or "spacey" feeling)

vision,

3. PHYSICAL EFFECTS

4. INTERPERSONAL EFFECTS

fatigue, exhaustion

increased relational conflict

insomnia

social withdrawal

cardiovascular strain

reduced relational intimacy

startle response

alienation

hyper-arousal

impaired work performance

increased physical pain

impaired school performance

reduced immune response

decreased satisfaction

headaches

distrust

gastrointestinal upset

externalization of blame

decreased appetite

externalization of vulnerability

decreased libido

feeling abandoned/rejected

vulnerability to illness

over protectiveness

(Source: National Centre for Post Traumatic Stress Disorder Web Page accessed Feb 2007)
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Appendix 4 Golan Model of Crisis:

every person, group and organisation has crises during their lives
hazardous events are major problems or a series of difficulties which
start crises

hazardous events may be anticipated (e.g. adolescence, marriage,
moving house) or unanticipated (e.g. death, divorce, redundancy,
environmental disasters such as fires)

vulnerable states exist when hazardous events cause people to lose
their equilibrium which is their capacity to deal with things that happen
to them

when a person’s equilibrium is disturbed, they try out their usual ways
of dealing with problems; if these fail they will try new problem-solving
methods

tension and stress arise with each failure

a precipitating factor on top of unresolved problems adds to the tension
and causes a disorganised state of active crisis

precipitating factors may be presented to the person offering support
as the victims main problem but these are not the crisis, only a point in
the sequence; (the clue to this is often immense emotion associated
with apparently minor events)

Stressful events may be seen in one of three ways: Threat, Loss, and
Challenges.

Each with its own typical response, as shown below

STRESSFULL EVENT RESPONSE
1. Threat Anxiety
2. Loss Depression
3. Challenges Mild Anxiety
(Hope, expectation and (More attempts at problem solving)

problem solving)

Stressful events and responses in crisis intervention
(Adapted from Golan, 1978)

the more problems successfully dealt with in the past, the more
problem-solving strategies will be available, so states of active crisis
are less likely; unsuccessful problem-solving in the past leads to
people falling into active crisis often and finding it hard to escape
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all crises reach resolution in 6-8 weeks

people in crisis are more open to being helped than those who are not;
intervention in crisis is more successful than at other times, and

in ‘reintegration’ after active crisis, people become set in their newly
learned ways of solving problems, so learning effective problem-solving
during the crisis improves coping capacity in the future.
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Appendix 5 Critical Debriefing: Prompts

Code:
Date:
Job Title

i. Current Role and Service

1. Length of service

2.As part of your current role have you any responsibilities for supporting or
supervision staff?

3.1f so, how many?

4.The range of staff

ii. Critical Incidents and support

5.What would you say would be a major critical event for you or your staff?

6.Have you, or your staff, been involved in any incidents?

7.Could you tell me a little about the event?

8.What happened later? For example, was counselling or other support offered?

9.Are you familiar with the Guide to Personal Safety?

10.Do you find it useful?

11.Do you find it easy to use?

12.Would you make any changes or recommendation as to what should be
included?
(other documentation: awareness, usefulness)

iii. Support Network

13. What support networks do you have as regards the organisation? (For example
being able to contact senior managers for advice?)
(Links with other branches or parts of the system that you could call on if required?)

14. What support networks do you have as regards the staff? For example,
movement sheets, Accessibility to managers etc. out of hours?

15. Without being too alarmist, if a major event was to occur, staff being kidnapped,
terrorist attack based on existing planning what do you feel would be the major
problems you would have to deal with?

16. Do you feel that there is enough support to deal with a major event

17. Is there anything within existing services or training that you would like to see
extended?

Or

New ones provided?

18. Business continuity Planning:
Are you aware of the BCP?

19. Do you feel it is useful to know that the Organisation has such systems in place?

iv. For HR and Training Managers and Services Suppliers

20. How would you describe the learning approach taken to training?

21. How far do you feel human capital theory influences training policy? (note: other
forms of capital)

22. What do you consider a) the advantages: b) the disadvantages, of post-critical
incident training? (note: resource implications; ‘one size fits all’
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Appendix 6 Participant Information for Critical Debriefing Project

ouse Bristol

“Senior Manager Business |
Continuity Management
Male Senior Manager, House, London
Operational Risk & BCM
Male Operational Risk & BCM | London
Male Branch Director Bolton Group
Female | Customer Relationship Wales Contact Centre
Manager
Female | Team Leader Wales Contact Centre
Male Group Facilities Brighton
Management
Male Area Manager Fraud & West Midlands Area Directors
Operational Risk Office
Female | Clerical Hindley
Female | Senior Team Manager Newport Contact Centre
Female | Customer Relationship Scotland Contact Centre
Manager
Female | Agent Swansea
Male Private Finance Jersey
Female | Team Leader Newport
Female | Ops, Risk & Contingency | Birmingham
Male Manager CH
Male Branch Manager T
Male) Area Manager Fraud & North West Area Office
Operational Risk
Male Group Facilities London
Management
Female | Senior Branch Manager | Banbury
Female | Branch Director Sutton
Female | Personal Finance Isle of Man
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Appendix 7 Stakeholders and additional Participants contacted for information

Critical Debriefing Project
1 Names Area of Interest
2 IE Relationship manager with Specialist
Services
3 RH
University(Training Section)
4 JH HR Health and Safety
5 DK Business Continuity
6 MS Specialist Support Services
7 AC HR Consultant, Personnel Supplier
Management
8 AT HR Consultant, Personnel Supplier
Management
9 VT HR Shared Services
10 LW University(Training Section)
JW Specialist Support Services
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