Introduction 
“I propose a radical solution to the problems facing management education, for management education is in a parlous state.”  (Grey 2004, p178)

These are the words of Christopher Grey, reader in organzational theory at the Judge Institute of Management, University of Cambridge.  The problems associated with management education are said to be many and varied.  Problems such as the growing skepticism about the value and relevance of management education (Thomas and Anthony, 1996), skepticism which has been reinforced by research suggesting that it has little discernible positive effect on career success or management practice (Burgoyne et al, 2004; Grey 2004; Mintzberg, 2004; Pfeffer and Fong, 2002).  Problems such as the yawning gap between the unpredictability of the practice of managing contrasted with the teaching of management as an applied science involving reliable techniques predicated upon the search for control (Czarniawska, 2003; Grey 2004; Mintzberg, 2004).  Problems such as the normally unstated set of values inherent in management studies, such as those associated with efficiency, profitability and the market economy (Grey, 2004; Grey and Mitev, 1995; Willmott, 1994, 1997, 2004).  In response Grey proposes that “critical management education” might provide one route for addressing some of these problems, concluding with a sobering message to business schools:

“It cannot be assumed that we will forever be able to sell a product that so manifestly fails to do what it says it will do.” (Grey 2004, p184)
Grey’s challenge to business schools raises numerous questions particularly in relation to part-time programmes for practicing managers.  What happens to these practitioners when they participate in educational programmes which invite them to question the assumptions embedded in their professional practice?  How do they respond when they are encouraged to confront so called spurious claims of rationality within their decision making and objectivity within their management information?  What might be the consequences of them reflecting on “the processes of power and ideology subsumed within the social fabric of institutional structures, procedures and practices” (Reynolds, 1999, p173)?  These questions are based on what Reynolds describes as the ‘more or less shared principles’ associated with critical reflection, critical social science and critical pedagogy.  They are of interest because like Grey (2002, 2004), a number of management academics have been arguing for the education of managers to be rooted in critical perspectives, particularly critical reflection on experience (Dehler et al, 2001; Reynolds, 1997, 1999; Watson, 2001; Willmott, 1994, 1997, 2004).  However, the consequences of critical management education for practicing managers appear to remain a matter of speculation:
“Little seems to have been written about the consequences of adopting a critical approach in a management education context, and not many accounts from adult education are available from which to draw parallels.” (Reynolds, 1999 p178)   
In order to address this gap, this paper will examine learner perspectives on the perceived consequences (emotional and practical) of participating in critical postgraduate management education.  This is based upon recent research among students on two part-time Masters programmes in the UK, attended by mature practitioners employed in a variety of work organisations.  The selected programmes are among a small group of ‘innovative’ programmes developed in the UK (Mintzberg, 2004) in a market which is otherwise dominated by part-time MBA programmes (Locke, 1996) which produce around 4000 graduates per annum (AMBA, 2006).     
Clarifying concepts 
This paper focuses on management education but the two programmes researched carry the labels “leadership” and “organizational consulting” respectively.  Therefore a brief exploration of the management versus leadership debate is required.   
In this context it has become fashionable (after Zaleznik, 1977; Bennis and Nanus, 1985) to differentiate between leadership and management and between leaders and managers.  Within society it may be appropriate to disentangle leadership from management, for example in the case of political leadership, community leadership, religious leadership or thought leadership.  However, in the context of work organizations I agree with those who reject the separation between management and leadership and between managers and leaders (e.g. Alvesson and Sveningsson, 2003; Gosling and Mintzberg, 2003; Mintzberg, 2004).  Mintzberg (1973) found that leadership activities such as managing teams, motivating individuals and providing clarity of purpose infused all managerial work.  Thus he subsequently argued that in work organizations, people perceived to be ‘managers’ also provide leadership and those perceived to be ‘leaders’ also undertake management activities (Mintzberg, 2004).  Thus:

“Most scholars seem to agree that success as a manager or administrator in modern organizations necessarily involves leading.” (Yukl, 2002, p6)
The selected programmes were designed for experienced people who wished to develop their capability to work effectively in organizations, whose roles embodied both leadership and management activities consistent with the scope of this paper.        

Management education – perceived failings 
In this paper I focus on two of the problems said to be associated with management education in order to set some boundaries before addressing the claim that critical management education offers a solution.  These two problems might be characterised as “not doing what it says on the tin” and “minding the gap between teaching and practice”.    
Not doing what it says on the tin 
The MBA was introduced to the UK on the basis that there was a proven relationship between business school management education, management practice, organisational performance and economic competitiveness (Locke, 1996).  However, there is very little evidence in support of these supposedly proven relationships (Burgoyne et al, 2004; Grey, 2002, 2004; Mintzberg, 2004; Pfeffer and Fong, 2002).  This mirrors findings in the US where research indicates either minimal or no evidence of a link between success at business school (high grades etc) and success in business, either personal or organisational (Mintzberg, 2004; Pfeffer and Fong, 2002).  If management education is supposed to serve economic interests then it is failing.  However, numerous other interests are served.  Academics have noticed the role played by business schools in networking, screening and recruiting for employers (Grey, 2002; Pfeffer and Fong, 2002) and some managers participate in management education to pursue selfish objectives: 
“MBA courses inevitably appeal to students’ instrumental interests in securing their own future career.” (Roberts, 1996 p73)

Contemporary Western culture encourages the “fulfillment and enhancement of the self” (Bell, 1973, p12) hence management education is often ‘sold’ as something which benefits the individual.  This highlights the contradiction between factors used to assess the effectiveness of management education (individual, organizational and national performance) and factors influencing its participants (personal pleasure, prestige, promotion (Thomas and Anthony, 1996).  Despite this governments, employers and business schools continue to express the belief that education leads to excellent management and leadership (Grey 2002) and this is evidenced by investment in education and training (Burgoyne et al, 2004).      
Minding the gap between teaching and practice
Explanations for management education’s apparent failure to produce excellent management and leadership are often based on the perceived gap between teaching and practice.  For example, some have questioned the emphasis on business functions and analysis instead of the interpersonal, leadership and communication skills associated with the ‘practice of managing’ (Mintzberg, 2004; Mintzberg and Gosling, 2002a and 2002b).  Similarly it is claimed that conceptions of management taught in business schools are typically objective and analytical while the practice of managing is messy, ambiguous social, moral and political (Czarniawska, 2003; Grey, 2004; Grey and French, 1996; Watson, 2001).  Thus:  
“When we teach them that value-neutral recipes for effective action exist, which they then try to apply in a world which is value-laden and bestrewn with unaccounted and unaccountable for, variables (typically, the agency of other people, with all the unpredictability that implies.)  This is the root cause of management education’s problems,…” (Grey, 2004 p182)
At postgraduate level it is not unusual for there to be a gap between the taught version of a subject and recent research findings in the same field (Grey, 2003).  However, of concern in the case of management is the magnitude of this perceived gap:

“I don’t think that this situation obtains, or not at least to anything like to same degree, in any other subject taught in universities.” (Grey 2003, p349)

In view of this, two recent contributions from influential scholars command attention.  

Based on his US based empirical studies since the 1970’s, Mintzberg (1973, 1989, 1990, 1994) has consistently argued that there is a contradiction between management as taught and as practiced.  This culminated in his recent book ‘Managers not MBAs’ in which he argued that management is a combination of science, art and craft but is taught as if it were predominantly a science (Mintzberg, 2004).  He therefore criticizes many MBA programmes for  mistakenly promoting analysis and decision making as key management skills, thereby constructing the idea of the ‘heroic manager’ who analyzes, calculates, plans, makes decisions, and allocates resources so that others can implement (ibid).  He regards this as contrary to the ‘real’ practice of managing which is described as a craft characterized by fragmentation, ambiguity, emotion, people, immersion, intractable problems and complicated connections.  However, Mintzberg (2004) offers little explanation for why the gap between teaching and practice persists.  In contrast, Czarniawska (2003) describes the gap between knowledge we have and knowledge we teach as significant and troubling and attempts to find possible explanations for it.  
TABLE 1: EXAMPLES OF THE KNOWLEDGE GAP 
	Knowledge we teach
	Knowledge we have

	An organization is a goal-directed entity.
	An organization is a result of an organizing process, aided and accompanied by retroactive sensemaking (Weick, 1979, 1995)

	Unfortunately, people are defective by nature and deviate from rules and therefore they have to be disciplined.
	Luckily, people are inventive and care much about their human dignity.  Therefore they see to it that things get done and make sense (Crozier 1964; Kanter 1977; Burawoy, 1979)


(Adapted from Czarniawska 2003, p355-356)

Czarniawska experiments with different explanations for this gap including the difference between ideal (espoused theory) and truthful (theory-in-use) descriptions, or between illusion (in control) and reality (not in control).  She rejects Argyris and Schon’s (1974) idea that with time and reflection managers will favour theories-in-use because this overlooks the importance of expectations within organizations:

“They disregard the importance of legitimacy and social rewards (and sanctions) accrued by those who espouse ‘proper’ or just ‘fashionable’ theories.” (Czarniawska, 2003 p359) 
Czarniawska eventually concludes that the gap expresses the difference ‘between what one hopes for and what happens’ (Czarniawska 2003, p361).  While not regarding this discrepancy as a problem in its own right, Czarniawska regards knowledge we teach as problematic because of the nature of the hopes which it expresses.  These are hopes for certainty and control, consistent with the modernist thinking which has influenced conceptions of management. 

Czarniawska’s (2003) article provides an illuminating treatment of the binary debate between ‘textbook’ and ‘lived reality’ which is central to Mintzberg’s (2004) argument.  She surfaces the aspirations for certainty and control which underpin much of what is taught.  She recognises the importance of what is taught in granting social status to managers and providing hope albeit out of date hope in the form of certainty and control.  She draws attention to the different ways in which we might perceive organizations and people and the implications that this has for conceptualising the nature of managerial practice.  However, while Mintzberg wants management education to change so it is more aligned with practice, Czarniawska recommends that 
managers develop their understanding so that they can appreciate knowledge we have and knowledge we teach as alternative representations rather than regarding them as incompatible truths which need to be chosen on an ‘either or’ basis.    
In the midst of this Thomas (2003) has criticized debates which position the ‘real’ practice of managing in opposition to some classical conception of the management (Fayol, 1949).  Various empirical studies have described managerial work in terms which appear to be significantly different to the classical understanding of management (Mintzberg, 1973; Watson and Harris, 1999).  However, based on Hales’s (1986) review of twenty-five empirical studies of managerial work, Thomas (2003) concludes that while these studies reported the observable behaviours of managers, they failed to take into account how these behaviours would be interpreted by others within the organizational context.  

“By focusing on the surface features of managers’ behaviours at work they failed to consider the non-observable functions and responsibilities which lay behind it and which give it meaning.” (Thomas, 2003 p43)        

Clearly the perceived gap between management as taught and as practiced is more complicated than at first sight.  A simple contrast of behaviours fails to take into account the social value of what is taught and practiced, and the invisible aspects of the social context which cause others to attribute meaning to management practice.  
Critical management education – a solution?

Nature and purpose
In response to the plethora of perceived problems in management education, Grey (2002, 2004) has proposed that critical management education offers a potential solution.  As exemplified in the preceding discussion, critical management education goes beyond superficial behaviours and appearances and instead seeks to surface the values embedded in managerial practice and the role played by economic, social, cultural, political and ideological influences is shaping our understandings of people, organizations and hence management.      
Grey defines critical management education as an educational practice which problematizes many aspects of management including claims to scientific and generalizable knowledge, the search for control, and the reliability of management techniques, and the existence of “value-neutral recipes for effective action” (Grey, 2004).  It shares some of the pedagogies associated with experiential learning, interpersonal relationships and self-awareness but goes beyond these to surface the values, power relationships and inequality implicit in management practice.  It starts from the lived experience of the students (managers) and enables them to make sense of these experiences using both traditional and critical resources (Grey, 2002).  The learning process is described as a mixture of the type of self-reflection found in action learning and social reflection found in critical theory.  Therefore Grey argues that it involves a shift in what is taught (traditional and critical) and the way it is taught (action learning informed by critical theory).  One of the central aims is to bring the messiness of management practice into play while working to instill critical questioning in the students’ minds.  This, it is argued, enables the dynamics of power and control in the workplace to be revealed.

Grey provides one point of view but there are numerous other descriptions of what it means to work out of a critical perspective in management education (Burgoyne and Reynolds, 1997; Reynolds, 1997, 1999; Thomas, 2003; Willmott, 1994, 1997, 2004).  Working from these sources, the following table attempts to summarise the key characteristics of critical management education:
TABLE 2: CRITICAL MANAGEMENT EDUCATION - CHARACTERISTICS
	STANCE ON MANAGEMENT
	· Problematizes rational professional model

· Recognises management practice as socially situated (rather than individual) and value-laden, with political, ethical and philosophical dimensions

· Critical thinking on management 

	CONTENT
	· Traditional management theory

· Critical social theory

	PROCESS
	· Focused on lived experience of managers

· Action learning informed by critical theory

· Critical reflection (self and social)

· Application of critical perspectives to learning process

	AIMS
	· Surface understanding of values, interests and power

· Personal development, and…

· Transformed management practice, leading to…

· “Emancipation” – a better/more just society


(Compiled from Grey 2002, 2004; Burgoyne and Reynolds, 1997; Reynolds, 1997, 1999; Thomas, 2003; Willmott 1994, 1997, 2004)   
Risks and benefits
Beneficial consequences said to be associated with critical management education include a rejection of managerialism and an appreciation of management as a social, moral and political activity (Grey and Mitev, 1995), the development of complex understandings appropriate to business in the 21st century (Dehler et al, 2001), and a recognition among managers of the need to attend to ‘interpersonal relations, communication, conflicts, feelings, politics and the like’ (Grey, 2004, p182).  Improvements in organizational performance and economic competitiveness do not generally feature among the claims made for critical management education.         

Other gaps relating to the outcomes of critical management education have been similarly filled by informed conjecture.  For example, it has been suggested that managers who approach their role in a different way might run the risk of being isolated from their peers (Burgoyne and Reynolds, 1997).  Their enthusiasm for change might be undermined by resistant or disinterested colleagues particularly in contexts where the dominant managerial modus operandi is rooted in mechanistic thinking and instrumental rationality (Reynolds, 1999).  Some might try to carry on as normal but with the risk of becoming disillusioned because of how they are required to behave or perhaps because of the purposes they must serve (Burgoyne and Reynolds, 1997).  Furthermore, they might also have difficulty accepting workplace practices and priorities they previously regarded as unproblematic (Marsick, 1990; Reynolds, 1999).  

Research studies to date
Research findings in the US have indicated that participants in critical adult education have experienced a variety of troublesome personal and professional consequences including self-doubt, alienation and fears of ‘cultural suicide’ (Brookfield, 1994).  As a result Reynolds (1997) expressed concerns that similar consequences might be experienced by managers involved in critical management education.  However, there appear to be only three studies which explore the consequences of critical management education for practicing managers (Currie and Knights, 2003; Fenwick, 2005; Nord and Jermier, 1992).  Two of these studies provided no information about the nature of managerial practice arising from critical management education (Nord and Jermier, 1992; Currie and Knights, 2003).  Fenwick (2005) researched postgraduate programmes for mid-career managers in western Canada from which she observed that many of the students were “committed to critical perspectives but were unable to sustain them” (ibid, p38) possibly due to the ubiquitous mainstream perspective surrounding them in their organisations (ibid).  
Critical management education aims to produce transformed management practice, but it would appear that the nature of this practice has not been researched.  The research underpinning this paper was designed to address this gap.    
The Research study

Research sites

Two research sites were chosen these being the 2003-05 cohorts from the University of Exeter MA in Leadership Studies, and the Ashridge MSc in Organisational Consulting.  When the students had completed the taught phase of their two-year programme, they were invited to participate in the research.  A total of 12 students volunteered, 5 (out of 10) from Exeter and 7 (out of 15) from Ashridge.  The fieldwork was undertaken from March to October 2005 and comprised a semi-structured interview with each of the 12 research subjects which was tape recorded and subsequently transcribed.  In parallel, data was gathered in respect of each of the programmes, including programme brochures, module timetables, reading lists, and other materials which expressed the aims, ethos, format and content of the programmes. 
Following an extensive literature review, the programmes were subsequently compared with the characteristics of critical management education (summarised in Table 2) to assess the extent to which it was valid to describe them as critical management education.  In this regard neither of the selected research sites completely matched the entire list of characteristics although both programmes exhibited a large proportion of them.  For example, they both challenged many of the ideological, economic, political and cultural influences which have shaped mainstream management education and practice, including instrumental rationality and the scientific paradigm.  They both included self-reflection and action learning although only the Exeter programme claimed to facilitate critical reflection.  Furthermore, they were both connected to the reality of management practice both through their experiential approach and through programme content which offered perspectives on organisations and organising consistent with research findings.  In addition they claimed to embody a learning process which sought to generate transformative learning (Mezirow, 1990, 2000).  The main gaps were evidence of critical reflection (Ashridge), the application of critical perspectives to the learning process (Ashridge and Exeter), and the use of non-hierarchical teaching methods (Exeter).  
Research approach 
The research questions related to the learners’ emotions and changes in their practice arising from their learning experience.  I realized that knowledge of these would be in the form of intangible and in some cases unobservable social phenomena such as thoughts, concepts, emotions, social interactions and individual recollections of each of these, which could not be known in an objective sense.  Instead I sought each learner’s account of their experiences.  I was interested in the phenomenon as experienced and described by the research subject and my aim was to generate qualitative data in the form of descriptive accounts which paid attention to meaning and captured the individual’s point of view (Denzin and Lincoln, 1994).  Following Holstein and Gubrium (1995) I regarded the interviews as sites of knowledge construction.  My approach was therefore broadly phenomenographic (Marton, 1981, 1988) working in the spirit of Brookfield’s (1994) study of adult educators.
Findings and interpretation 
To honour my commitment to confidentiality, the research subjects are identified by false names throughout.  The names are gender specific but in every other respect care has been taken not to associate the subjects with any personal characteristics or with the programmes in which they participated as this would aid their identification.    There were 5 females and 7 males among the research subjects, with ages ranging from 37 to 45.  They included 6 senior managers, 3 internal consultants and 3 external consultants.  Their work experience ranged from 9 to 29 years; 10 were British and 2 were from other European countries.  The findings presented in this paper are an edited selection of the full research findings.  
Changing perspectives on organisations
Several of the research subjects described how they experienced a dramatic shift in the way in which they understood organisations and hence their practice.  Hugh, Ian and James, described how their understanding of an organisation shifted away from seeing it as something involving processes, models and goals, to something which was all about people.  Ian was particularly explicit:

I had started to enquire into this alternative world of how organisations may operate but one thing I had never appreciated until I got to xxx was that organisations are about people, and that might sound completely bonkers …. I described my story and I said I’m a management consultant, this is what I did, etc., I was doing process consulting and restructuring, and designing, and functional this, etc.  Then he said that’s really interesting, but I’ve had quite a different background from you.  I’ve always worked with people.  He didn’t say it in a critical way at all.  It was just that was his view of the world.  I stopped and I thought that was the first time I’ve realised that I work with people.  (Extract from Ian’s transcript)

Hugh also referred to having a ‘totally changed belief in how organizations work’ which he supported by numerous examples of how his practice had shifted away from mechanistic methodologies and tightly controlled processes, towards a focus on social relationships and conversations as vehicles to make things happen.  Hugh wished that other managers in his organization would make a similar change:

In our own organization I would like these days to see managers – yes, this hasn’t changed – focusing less on machines and technology and paying more attention to people and relationships. (Extract from Hugh’s transcript)   

Several of the other research subjects, including Amy, Dave, Edward, Fiona and Gill described how their thinking and practice had moved away from tasks and structures towards people and relationships although none were as explicit as Hugh, Ian and James about this change being associated with a shift in their understanding of organisations.   
The dominant style of thinking in relation to organizations within Anglo-American cultures has been characterized as systems-control thinking (Watson, 2002).  This style of thinking views organizations as machine-like systems designed and controlled by knowledgeable experts (managers) in order to take numerous inputs (e.g. raw materials and human effort) and convert them into outputs, so that the organization can achieve the goals it was designed to fulfill (Watson 2002).  This mode of thinking conceals a variety of features which are of central importance to the practice of organising, managing and leading groups of people.  For example it hides the intentions of the human beings working for and associated with the organisation, only some of which might overlap with the so called goals of the organisation.  Thus the systems-control view:

“…too easily leads to a forgetting of all the conflicts, arguments, debates, ambiguities and sheer guesswork that characterise the processes and relationships that what we might call ‘real’ managerial practice has to cope with all of the time.” (Watson, 2002 p58)      

An alternative has been characterized as the process-relational perspective (Watson, 2002).  This perspective avoids reification of the organization and instead talks about:

“relationships, understandings and processes in which people are employed… to complete tasks in the organisation’s name” (Watson 2002, page 59).
Thus organizations are regarded as social constructions brought into existence through people’s relationships and interactions (ibid).  The process-relational perspective is concerned with how things happen in practice when people come together in work organizations and recognises the multiplicity of interests, goals and values which come into play when people attempt to undertake tasks in the name of their employing organisation (Watson, 2002).  
The research findings suggest that several of the research subjects had transformed their understanding of organizations and management towards a conception similar to Watson’s (2002) process-relational perspective.  Consistent with this, many of the research subjects became more focused on people and relationships.  Models and techniques which embody notions of control and instrumental rationality are said to be inadequate for achieving the organizational control which they promise and they fail to deliver because they assume that people are predictable objects whereas many take delight in being unpredictable (Roberts, 1996).  These arguments undermine the credibility of systems-control thinking as a guide for shaping and directing the work of groups of people towards shared outcomes.  Many of the research subjects in this study appear to have realised this and embraced something akin to the process-relational perspective as a more reliable guide to practice.  
More engaging
Nine of the twelve research subjects talked about how they had become much more focused on people and relationships as a result of their learning.  Dave, Edward, Fiona, Hugh, Ian and James had previously been focused on planning and tasks but they all spoke about how their working practice increasingly revolved around people and relationships.  Chris had been very structured in his approach although he often did things his own way, but he had increasingly invited others to talk and express their point of view and feelings.  Amy and Gill had previously been structured and very controlling but had begun to trust other people and thereby engage with others more fully.  Around half of this group had begun to adopt a conversational approach to their practice, seeing conversations, formal and informal as important contributions to what they were trying to achieve rather than seeing them as distractions from getting on with their jobs.  For example, Fiona had previously believed that the change programme she was driving forward was separated from the myriad of meetings and conversations which constituted her day job but she began to see these daily interactions as the continuous generators of change.  Two of the research subjects, Kim and Lucy, appear to have practiced in this conversational manner prior to their programmes so their style of practice was encouraged and reinforced rather than changed.      

More aware

Eight of the research subjects described how they had become much more aware of their own behaviour and the impact which they had on other people.  In addition they had developed greater insight into other people’s behaviour and that this enabled them to interact more effectively.  For example, Amy’s growing self-awareness helped her to realize that when she helped other people she did so in order to control the situation and thereby perpetuate their dependency on her so that she could feel valued and needed.  In addition Amy described how ‘the light had gone on’ in terms of noticing other people’s behaviour.  Ben had begun to practice his newly developed observation and listening skills which included noticing the words which people used and asking himself why certain words had been chosen over others.  One of the biggest changes for Fiona was her growing ability to be reflective ‘in the moment’ so that during meetings she could mentally note the process, people’s emotions, people’s relationships, the impact of language, her own contribution and how she might use this to influence the tone and course of the meeting.  Gill felt able to ‘press the pause button’ during meetings so that she could reflect on what was happening and what she was bringing to it.  Ian used to pre-plan his meetings and then reflect on them afterwards but during the programme he had developed the ability to be reflective during social interactions.  As a result he felt he was able to understand other people’s behaviour and point of view and in response to this he temporarily shifted his own behaviour in order to try to share their perspective.

…my country manager.  When I’m with him I have to somehow shift back into a rational world. (Extract from Ian’s transcript)
James had also begun to be much more aware of other people’s perspectives and this was beginning to impact the way in which he chose to communicate with them.  Kim’s growing self-awareness enabled her to understand her impact on other people:

That awareness thing has been huge.  Awareness of my staff, awareness of other people…..Now I’m very aware and what’s changed is that I stop and consciously take time to park, pause, stop and really pay attention to the people that I’m with.  (Extracts from Kim’s transcript) 
Emotional turbulence
Several of the research subjects appear to have experienced the equivalent of an emotional rollercoaster ride during their programme of study.  Amy expressed this beautifully on behalf of several others:

…it has literally been the most enjoyable, most horrendous, most challenging, most brilliant thing I have done, and I have absolutely loved it and hated it in equal measure. (Extract from Amy’s transcript)

Many of the positive emotions appear to be related to some of the learning activities themselves which were described as confidence building, rewarding and fun while some were related to the course materials which were described as stimulating and fascinating.  Others took delight in their growing confidence arising from increased self awareness and their ability to interact and engage with people in what they believed to be a more constructive manner. Some were also encouraged by positive outcomes associated with their new practices at work.  However, many of these gains were not achieved without pain.  Several of the research subjects including Amy, Dave, Fiona, Gill, Hugh, Ian, James and Kim used words such as painful, frightening, anxious, turbulent, traumatic, torture and scary to describe how they felt during periods when they were developing a deeper understanding of themselves or having their assumptions and beliefs challenged.  Several felt unsettled during the process of challenging and changing their understanding of organizations and hence their understanding of the nature and purpose of their work.  Hugh felt he had been pushed to look deeper than he had ever dared looked before and he summed this up as follows:

…I don’t think you can always enjoy a change to your worldview. (Extract from Hugh’s transcript)       

Against the grain

Amy, Hugh and Ian changed their working practices to such an extent that they began the challenge the accepted way of doing things within their organizations.  There were times when Amy found this very difficult from an emotional perspective and at one point she felt as if she was in a “black hole”:

I think it was the thought of all that structure and control in the organization ahead of me, and it was something that at the time I was really trying to kick against and not do it. (Extract from Amy’s transcript)  
Likewise Ian felt intense frustration as a result of trying to work in a way which was contradictory to the ethos in his organization but he also felt that the self-awareness he developed on the programme enabled to deal with these emotional low points.  However, there were times when this was clearly a challenge:

So my challenge is how do I stand in the world’s rationality and complexity, remain sane, remain in a job, and remain true to my principles, and that’s an incredible challenge (Extract from Ian’s transcript)
Hugh had originally helped to create and implement his organisation’s change management methodology and many other managers had adopted this, some passionately.  So when Hugh rejected the methodology in favour of less rigid approaches he took care not to rubbish it in front of the other managers.  Instead he quietly applied his new approaches ensuring that he used language familiar to other managers rather than some of the new language and ideas which he had learned on the   programme.  For example, he particularly liked Patricia Shaw’s (2002) idea that coffee machine conversations were more fruitful than those in structured meetings.  He wanted to suggest “why don’t we try to run a workshop where we have one big long coffee break?” but he felt that others would be puzzled if he did this.  Instead he changed his personal approach but without drawing attention to it or being evangelical about it.  Hugh does not appear to have been troubled by his efforts to do things differently.  He described how some senior managers were initially confused by some of his practices including his ‘meetings with no agenda’, but he appears to have quietly persisted and won them over.       

Hugh gave no indication that his new style of practice was a struggle while Amy and Ian both described times when they experienced emotional lows.  However, none of this group described being isolated or marginalized and they all appeared to have maintained their enthusiasm and commitment to what they were doing.  It is worth noting that the research subjects were all interviewed approximately 16-20 months after commencing their programme so the period throughout which they had been trying new practices was relatively short.  This may have been a factor in their positive attitude when interviewed.  It would be interesting to research the experiences of individuals such as Amy, Hugh and Ian over a longer timeframe.     

Anxiety and answers

Fiona, Gill, James and Hugh each experienced a fall in their level of anxiety which they each attributed to the belief that they no longer had to produce perfect answers to issues at work.  Fiona felt liberated by the feeling that she was not wedded to a particular outcome and as a consequence she felt much more interested and engaged when talking to people.  Gill let go of the ‘need to know’ and as a result she became more exploratory when working with colleagues.  Hugh described how his practice had previously been ‘warrior like’ and he had become angry and impatient because he wanted to achieve so much with his mechanistic methodology.  However, when he began to let go of his models and to work much more with people he felt calmer, more patient and more able to see his work in terms of ‘building cathedrals’ i.e. long term and not built by a single individual.  James had previously been something of an ‘action man’ but as a result of his learning he felt more able to really engage in discussions without feeling the pressure to perform and deliver.  He was aware that this made him appear less busy in terms of ‘doing’ but he felt comfortable about this.
None of those speculating about the emotional consequences of critical management education suggested that managers might feel less anxious about the pressure to deliver and more engaged with people as a result of their learning.  Yet these outcomes are perhaps predictable if one follows MacIntyre’s (1981) line of argument that predictive and controlling nature of management techniques are alluring but entirely fictional.  Once managers realize this then they are free to develop thoughts and actions which are consistent with the myriad of interdependencies which characterize social and organizational life (MacIntyre, 1981 in Roberts, 1996).  Several of the managers in this study appear to have been set free from an unachievable collection of expectations perhaps imposed on them by themselves and others.  As a consequence they have acquired the freedom to participate in work activities without feeling that they should do or say certain things normally associated with their role.  
Discussion 
Evaluating outcomes

Management education has been criticized for not producing organizational performance and economic outcomes.  Does critical management education resolve this problem?  Findings from this research indicate that many of the research subjects regard the outcomes as beneficial in terms of working practice and several report feeling ‘better in themselves’.  However, whether they are better at their jobs and better at producing organizational performance, is a question which was not at the heart of this research and which remains unanswered.  Despite this, the research has stimulated new ideas in relation to the model which is typically used to evaluate the outcomes of management education and development.  Based on the work of Burgoyne et al (2004) this is expressed as follows:
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Figure 1: Burgoyne et al (2004) model for evaluation of management and leadership development 

Where:
· MLD = management and leadership development
· MLC = management and leadership capability
· Performance = that of or for individuals, organisations or the nation state, includes economic and social goals and as variously measured by ‘bottom line’ or target performance, stakeholder satisfaction (e.g. balances scorecards) and other methods.

Findings from this research support the idea that ‘capability’ in the Burgoyne model can usefully be broken down into two parts, these being human capital and social capital (Cunningham, 2002).  In an organisational context, human capital increases when individuals develop knowledge, skills, experience or competencies (ibid).  However this is not enough:

“…we know that merely developing the human capital of the organization is not enough to guarantee success.” (Cunningham, 2002 p89)

Increasingly research is concluding that social capital also needs to be developed (Cohen and Prusak, 2001; Huppi and Seemann, 2001).  There are a variety of definitions of social capital but at the organisational level Cohen and Prusak (2001) have been influential:
“Social capital consists of the stock of active connections among people: the trust, mutual understanding and shared values and behaviours that bind the members of human networks and communities and make cooperative action possible (Cohen and Prusack, 2001 p4)

The same authors argue that there is a strong connection between social capital and the achievement of goals:

“Social capital creates collaboration, commitment, information sharing and trust while enhancing genuine participation in the organization, which leads to greater success and effectiveness.” (Cohen and Prusak, 2001 in Timberlake, 2005 p35)
Succinct descriptions suggest that “human capital resides in the people; social capital resides in the relationships among them” (Huppi and Seemann, 2001 p3).  Using the concepts outlined it is possible to say that the human capital of the research subjects has increased.  However, several of them also appear to have increased their role in the development and utilisation of the social capital within the organisations where they work.  This conclusion is drawn from several of the research subjects who have become much more focused on people, relationships and conversations.  Several described how they increasingly trusted people, engaged with them more fully, and had developed greater insight into other people’s behaviour which enabled them to interact more effectively.  This suggests an increased ability to develop productive relationships and to use such relationships to achieve organisational purposes.  This can be expressed by revising the Burgoyne (2004) model as follows:    













Figure 2: Revised model for evaluation of management education
The double arrow between human capital and social capital indicates that social capital is both developed and utilised by individuals.  The link between human capital and organisational performance has yet to be convincingly demonstrated but there are several scholars who believe that social capital provides the missing link (Cohen and Prusak, 2001; Cunningham, 2002; Hazelton and Kennan, 2000).  The hypothesis emerging from this research is that individuals who have increased their ability and propensity to focus on people, relationships and conversations, are more able to develop and utilise social capital.  This requires further research.  
Some interesting observations flow from the research findings and the ideas expressed in Figure 2.  Contextual influences in modern Western society, such as instrumental rationality (Gibson, 1986), appear to have squeezed mainstream conceptions of management into a narrow ‘scientific’ space and have contributed to the creation of management education interventions which focus on developing the individual i.e. developing human capital rather than social capital.  In this context it is not surprising that there have been growing calls for management education to place more emphasis on the development of interpersonal skills such as communication, collaboration, team-working, people management and the like.  For example, a survey of 508 MBA employers around the world found that soft skills such as interpersonal, strategic thinking and leadership was more important than finance abilities, academic success and knowledge of IT (TopMBA, 2005).  This could be interpreted as a cry for the development of social capital within organisations.  Given the narrow conceptions of management in some quarters, perhaps the fields of leadership studies or organizational consulting have become the domains where the missing pieces get picked up.  Are these the domains where people learn to develop and utilize social capital?  There is a growing body of literature on the development and use of social capital (Cunningham, 2002; Hazelton and Kennon, 2000) which potentially offers a fruitful site for further research in relation to management education.  Perhaps the language associated with social capital will provide a means of recognizing and even measuring changes in performance at a team/network level rather than expecting a magic leap from individual performance to organizational and economic outcomes.   
Relational practice – becoming visible and valued

The findings suggest that programmes such those researched, have the capacity to transform managerial practice.  This alternative approach is based upon an understanding of organisations in terms of people and social processes and involves immersion and rich engagement with other people so that managerial practice is centred on collaborating, communicating, team working, listening, questioning and understanding.  This is broadly consistent with what has been described as relational practice (Fletcher, 1999).  Relational practice involves using relational skills to engage in preserving (shouldering responsibility for the whole), mutual empowering (outcomes include outcomes embedded in others such as increased knowledge), self-achieving (enhancing one’s ability to achieve goals) and creating team (creating background conditions in which group life can flourish) (adapted from Fletcher, 1999 p85).  Relational skills include among others empathetic competence (the ability to understand other’s experiences and perspectives), emotional competence (the ability to interpret and respond to emotional data), vulnerability (the ability to admit to not knowing with no loss of self esteem), embedding outcomes (the ability to contribute to the development of others), and response/ability (ability to engage with and respond to others while holding onto one’ own reality) (adapted from Fletcher, 1999 p86).  
The findings from this research provide numerous examples of research subjects who have developed relational skills and are increasingly using them in their practice.  At first sight this mode of practice might be regarded as a ‘good’ outcome because it appears to be a better fit with the view of management and organizations arising from research thus reducing the perceived disconnection between teaching and practice (Czarniawska, 2003; Watson, 2002).  However, there is a risk that managers primarily employing relational skills will not be rewarded within many contemporary Western work organizations.  This is because relational practice is not recognized in these contexts because it violates the dominant, masculine, logic of effectiveness (Fletcher, 1999).  This is a logic which rewards autonomy, individual achievement, independence and technical competence.  Fletcher’s (1999) research indicates that relational behaviours such as interdependence, enabling others, and maintaining relationships are misinterpreted as needing to be liked and emotional dependence.  Furthermore, the words used to describe relational practice, such as nurturing and empathy, are coded as ‘feminine’ and thereby devalued in the workplace.  Thus:
“…there is a dynamic process involved in which relational practice “gets disappeared” as work and gets constructed as something other than work.” (Fletcher, 1999, p103)

Fletcher’s (1999) research draws heavily on the work of Miller (1986) who has argued that male society, and hence the majority of work organisation, has been structured in a manner which recognises male skills and modes of being.  Over time women have been required to attend to the relational aspects of life most often associated with developing and encouraging others rather than self-enhancement and achievement.  Thus:
“…male society recognises as activity only what men do.  And, if women somehow manage to do what men do, they are strongly, even violently opposed…….Most so-called women’s work is not recognized as real activity.” (Miller, 1986 p53)
To overcome the disappearance of certain behaviours, Fletcher (1999) recommends a number of strategies which include naming relational practice using the language of competence and naming its intended outcomes.  For example, working behind the scenes to bring people together might be named as an “interfacing” competence.  Similarly competence as a team leader needs to be made explicit to avoid lack of recognition when the team produces results.        

What this means for our research subjects and others like them, is that they need to develop a language to name and hence get recognition for the skills and competencies which they deploying.  Secondly if relational practice is to be recognized, welcomed and rewarded in work organizations, then this requires a redefinition of the skills and competencies associated with management and leadership.  For example, in Figure 2, the models which underpin the assessment and development of human capital need to be reconfigured so that relational skills and competencies become visible and valued in work organizations.  This is not a trivial undertaking given the relationship between power and knowledge and the challenge it presents to the dominant group in organizational settings.  However, the benefit could be form of managing which combines masculine preferences for agency with feminine preferences for social communion so that managers, male or female, can reach a state of maturity (Bakan, 1966).          
Conclusion 
The findings suggest that programmes such those researched, have the capacity to transform managerial practice.  In most cases this alternative approach is based upon an understanding of organisations in terms of people and social processes and can be described as relational practice.  This approach is broadly consistent with the view of management and organizations arising from research and thus reduces the perceived disconnection between teaching and practice.  However, in order for the skills and competencies involved in relational practice to be recognized and hence valued, practitioners need to adopt naming strategies which call attention to what they are doing.  Furthermore, policy makes need to revise skills and competency models associated with the development and assessment of management and leadership so that relational skills and competencies become visible and valued.  
Programmes such as the ones researched, have he capacity to generate emotional disturbance in many participants who therefore require support.  Such disturbance may occur during the learning experience but also subsequently as the participant attempts to integrate their learning into their practice.  However, despite this emotional disturbance experienced managers appear willing to engage and regard the outcomes as beneficial in terms of working practice.  Several research subjects reported feeling ‘better in themselves’.  However, whether they are better at their jobs and better at producing organizational performance, is a question which was not at the heart of this research and which remains unanswered.  The relational practice deployed by many of the research subjects suggests that their capability can be usefully expressed in terms of their increased human capital and their increased ability to develop and utilize social capital.  This has promoted a reconfiguration of the Burgoyne model (Burgoyne et al 2004) for evaluating management education so that it explicitly includes the concept of social capital.  This concept offers the possibility of recognizing and perhaps measuring performance at a team/network level rather than expecting a magic leap from individual performance to organizational and economic outcomes. 
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