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PREFACE

The idea for this book came while fishing on a beautiful lake in northern Manitoba. Both of us
were teaching a course about training and were unsatisfied with the texts available at the time.
Our main concern was that we really needed two texts for the course: one providing the theory
and scholarship surrounding the learning-teaching experience, and the other providing the
application and “how-to” part of the experience. This text is still the only one (in our minds at
least) that accomplishes this. The fifth edition retains the integration of theory with effective and
practical training applications and adds new material while enhancing the ease of reading
and understanding.

CHANGES TO THE FIFTH EDITION
CHAPTER 1: TRAINING IN ORGANIZATIONS

* Updated data related to state of the training industry.

¢ Included a discussion of the ADDIE model, its history, and how our “Training Process
Model” is based on it, but providing a more detailed description of the process.

* Rewrote the overview of what is involved in each step of the “Training Process Model” to
include more key issues and to clarify how they are related.

* Included a section on “Advancements in Technology” to the “Trends in Training” section.

CHAPTER 2: ALIGNING TRAINING WITH STRATEGY

e Updated the Hershey case and demonstrated how training was tied to strategic planning.

* Added a section using the Domtar case to show how to get from the strategic plan to the
training requirements.

¢ Discussed the relationship of HRD with other units of HR department.

¢ Included a section on the role of HR when training is outsourced.

CHAPTER 3: LEARNING, MOTIVATION, AND PERFORMANCE

* Rewrote significant portions of the “Social Learning Theory” section to clarify the concepts.

* Rewrote (reduced) significant portions of the “Aligning Training Design with Learning
Process” section. The discussion in this chapter was changed to provide an introduction
to the concepts and principles that are covered in depth in Chapter 5. We also clarified
and simplified the discussion of how to apply learning and motivation theories to the
training process.

¢ Did a significant re-write of the “Motivation to Learn” section to clarify concepts.

* Applied new research findings to each of the sections mentioned earlier.

CHAPTER 4: NEEDS ANALYSIS

* Organizational Analysis: Provided additional explanation of why focusing on employees
contributing to the organizational performance gap (OGPs) is not “really a part of the per-
son analysis”.

® Operational Analysis: Rewrote and provided more current references for competency-
based job analysis.

* Deleted the Northern Telecom example and used the information in a table to show how
competencies are applicable across jobs.

* Revised Table 4-8 for clarity and new information.
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* Moved the material on creating knowledge tests from Chapter 9 to Chapter 4 and inte-
grated this with the other material on writing good questions.

* Modified questions for the end of chapter case.

¢ Added a section on the connection of the needs analysis to evaluation of training.

* Revised or replaced several figures and “Training in Action” examples.

CHAPTER 5: TRAINING DESIGN

¢ Provided a new opening case.

* Added a more difficult objective to Table 5-7 and added an exercise that requires students
to take poorly written objectives and rewrite them in the proper manner.

* Added discussion of the retention part of social learning theory for clarity.

* Elaborated on what the trainer can do to increase trainee self-efficacy.

* Added an exercise where students need to match up the events of learning with actual training

* Created two new tables to clarify how to apply instructional design.

* Integrated the “Design Theory” into the “Facilitation of Learning: Focus on Training
Design” section of this edition.

CHAPTER 6: TRADITIONAL TRAINING METHODS

* Replaced the opening case.

¢ Created at the start of Chapter 6, just after the “Matching methods with outcomes” section, a
table showing how well each of the traditional training methods are at achieving the different
types of learning objectives. We explain the table and indicate that we are providing it here as
a summary preview, but the rationale and explanation for the table occurs throughout the
chapter. This should add clarity to the discussion of each method throughout the chapter.

* Added a section on coaching skills and strategies and included a coaching process model
in the “Coaching” section.

* Revised many tables to improve readability and understanding.

CHAPTER 7: ELECTRONIC TRAINING METHODS

e Changed the title of the chapter and terminology within the chapter to reflect current usage
(e.g., electronic training [ET] rather than computer-based training [CBT]).

e Created a table showing how well each of the electronic training methods is able to achieve
the different types of learning objectives. We explained the table and indicated that we are
providing it here as a summary preview, but the rationale and explanation for the table
occur throughout the chapter.

* Reorganized the content of the chapter to provide a more easily understood explanation of
the components of e-training and how e-training is delivered.

» Updated the chapter in terms of statistical information, research, technical developments
and usage in practice. We eliminated outdated practices.

e Reviewed all examples for currency and added new examples that illustrate the use of
computer based and electronically delivered forms of training.

CHAPTER 8: DEVELOPMENT AND IMPLEMENTATION OF TRAINING

e Discussed the use of different methods in training to address individual differences in
trainees, and how you can help assure various individual differences are addressed in a
training program.

e Added discussion of the importance of refreshments in training and relating it to
motivation.



e Provided a list of what the trainer needs to do both prior to training and the day of training
to assure there are no glitches in the training day

* Added information related to the importance of supervisor and peer support in the trans-
fer of training.

CHAPTER 9: EVALUATION OF TRAINING

* Moved the section on “Utility Analysis” to an appendix.

* Moved the section on developing knowledge tests to the Needs Analysis chapter and
deleted that material from this chapter.

* Rewrote some portions in the return on investment section for clarification.

CHAPTER 10: KEY AREAS OF ORGANIZATIONAL TRAINING

* Expanded the section on team training to include how teams are used in the work place
and why they are important.

* Updated the statistics related to diversity, sexual harassment, team training, cross cultural
training, disability, and safety information.

CHAPTER 11: EMPLOYEE AND MANAGEMENT DEVELOPMENT

* Changed the header from “Coaching” to “Executive Coaching.” Added a section to execu-
tive coaching on establishing expectations for trust and confidentiality. Also added a Train-
ing in Action related to this.

* Made minor additions and rewording for clarification.

¢ Explained why in 360 degree performance appraisal the use of peers and friends of trainee
should not be a problem

¢ Discussed the value of HRIS in the development of employees

UNIQUE CHARACTERISTICS OF THIS BOOK
This book differs from others on the same topic in a number of ways. For example, we

e demonstrate how HRD fits into the strategic planning process;

¢ show the important relationships between organizational development (OD) practitioners
and trainers;

e provide an overarching model of the training process, with a more detailed model of each
phase of the process, making it easy to see how each phase connects and contributes to
achieving training objectives;

¢ include a small-business perspective to training and its implementation;

e provide a step-by-step process for developing learning objectives with many examples of
good and bad objectives;

e integrate learning and design theory into the creation of training programs so the reader
can see how these theories help in the design of effective training;

e incorporate both micro and macro theories of design perspectives into the design of training;

* Use a case (Fabrics, Inc.) to provide an example of how one would develop an actual train-
ing program. The case takes the reader through what actually occurs in the development
of a training program, beginning with Chapter 4 on needs analysis and then, step-by-step
through design, development, and evaluation. We have provided a lot of detail so that
the reader can see what is actually done. Use of this case will help students understand
the “how to” aspect of training design and development.

e provide numerous examples of actual training situations (called Training in Action)
throughout each chapter to highlight important aspects of the training process;

Preface

1



12 Preface

* use a contingency approach for each training process, rather than a “one best way,” identifying
alternative approaches and their associated strengths and limitations; and

e provide comprehensive cases in Chapters 1 and 2 that are applicable throughout the text
and are often referred to in the remaining chapters.

Other aspects of the text that we believe are important are as follows:

* Learning objectives at the beginning of each chapter

* Key terms identified in each chapter, and a glossary providing their definitions at the end
of the book

* A case at the beginning of each chapter

* Questions, cases, and exercises at the end of each chapter

* An instructor’s manual with sample syllabi, suggested answers to questions at the end of
the chapters, and a “test bank” of questions

* PowerPoint slides of all tables and figures

Learning objectives provide trainees with an understanding of what the training is trying
to accomplish, and so they are an important part of the training process. Better learning is
achieved if, at the beginning of training, people know where they should focus their attention.
Therefore, at the beginning of each chapter, we identify its learning objectives, stating what the
reader should be capable of doing after completing the chapter. (The value of learning objec-
tives and the characteristics of good objectives are discussed in depth in Chapter 5).

Following the learning objectives is a case example to stimulate the reader to think about
the issues that will be raised in the chapter. Throughout the chapter, we refer back to the case to
make specific points, asking the reader relevant questions about the case. Some of the cases are
presented in totality at the beginning of the chapter; others are split into two parts: the first part
stopping at a critical point and the remainder presented at the end of the chapter. This allows
the reader to apply the concepts and principles from the chapter in evaluating the actions taken
and how the issues were handled. It also allows the reader to see the resulting consequences.

We continue to differ from other training books in that we place training activities in the con-
text of organizational strategy. Whether you are a student or a practitioner, this book will be of both
conceptual and practical value for developing training programs that meet strategic and tactical
needs. At the same time, an overarching model of the training process will guide you step-by-step
through the training procedures, from initial needs analysis through the evaluation of training’s
effectiveness. As human resource (HR) competencies become a significant competitive advantage,
the pace and intensity of organizational training increases dramatically. Human resource develop-
ment (HRD), or “performance improvement,” departments must demonstrate that their programs
enhance competencies that are of strategic value. As a company’s strategies change, the types of
management competencies and styles also need to change, and HRD is responsible for this align-
ment. We address these and related issues, because we believe that effective training practices are
determined by the organizational context in which they occur.

At the end of each chapter are discussion questions, cases, and exercises to enhance
understanding. The instructor’s manual provides more information about this material and
offers additional ideas for teaching. It also includes sample course outlines and a test bank.
PowerPoint slides for each chapter are available. You can access these supplements by visiting
www.pearsoninternationaleditions.com/blanchard and clicking on Instructor Resources.

Another important difference in this book is the overarching model of the training process
and its subprocesses. This model provides an understanding of the logical sequencing of train-
ing activities, from needs analysis to implementation and evaluation. The model demonstrates
training as a system and how its processes are interconnected. Thus each phase of the training
process (i.e., needs assessment, design, development, implementation, and evaluation) is cov-
ered in its own chapter. These chapters begin with a description of the types of input needed to
complete that phase and the types of output produced. The bulk of each chapter provides a



step-by-step description of how the input is transformed into the output. The output from one
phase then becomes the input for the next.

As with earlier editions, for ease of reading, we have not used the he/she convention
when the context of the material requires a gender reference. Instead, we alternate the use of
gender throughout the text. Reviewers were universally appreciative of this aspect of the text.

Most training books focus on large organizations that have access to many resources,
ignoring the smaller companies with more limited resources. We address the training issues
faced by smaller businesses in two ways. First, the contingency approach provides alternative
activities and procedures—some of them compatible with limited resources. Throughout the
book, we address the applicability of various approaches to the smaller business. Second, many
of the chapters include sections directed specifically at the small business. These sections pro-
vide possible alternatives and describe what some small businesses are actually doing in these
areas. Unfortunately, the literature on small-business training practices is relatively sparse. If
you know of successful small-business practices, we would love to hear about them and
include them in subsequent editions.

We are committed to continuously improving this book to enhance learning and make
teaching from it a joy. To that end, we ask you to contact us with your thoughts, applications
from the research, training techniques, exercises, and so on, so that we can share them with oth-
ers. You can reach us at Nick.Blanchard@emich.edu or jwt@uwindsor.ca. Of course, you will
be acknowledged for your contribution if it is included in future editions.

ORGANIZATION AND PLAN OF THE BOOK

We begin Chapter 1 with a comprehensive case that is used throughout the text as a reference in
discussions. We then provide an overview of training, its roles, and its goals, using an open sys-
tems perspective. In this section, we discuss how training fits into the HR function, and how the
training function fits into the structure of large and small companies. This section also presents
the overarching training process model, which is used to outline the organization of the book
and provide an overview of the content of the remaining chapters. This is followed by current
trends in HRD. Included is a discussion of the legal issues that affect HRD activities such as
equity, required training, and liability. We conclude this chapter by defining the key terms used
throughout the text.

Chapter 2 discusses strategic planning and the roles HR and HRD play in this process.
Here we show how input from the HR function in general and the HRD function in particular
can influence strategic direction. We then proceed to discuss how these functions develop
internal strategies to support the overall strategic plan. The case at the start of the chapter pro-
vides a discussion point for many of the topics in this and subsequent chapters, allowing the
student to walk through a case from the beginning of the strategic plan to the development of
training. Throughout the text, we often refer back to this chapter to demonstrate how strategic
issues drive HRD decisions. We also provide an important link between OD practitioners and
trainers, showing how the competencies of each of these disciplines complement and support
the objectives of the other. In the remaining chapters, we use an OD philosophy to address
ways in which the training process and outcomes can be integrated into other organizational
systems. This integration of the training process into a systems perspective provides the reader
with an understanding of where training fits in the organization and how it operates. This is
followed by a discussion of how strategies for overcoming resistance to change are applicable
to training activities.

Chapter 3 provides the theoretical and conceptual framework for understanding the
training process. It begins with a short discussion of the value of theory in leading to new and
practical applications. A model of the factors that determine human performance (motivation,
knowledge, skills, abilities, and environment) is followed by a review of theories of motiva-
tion and learning. These theories are discussed in terms of their application to training. This is
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followed by a discussion of overcoming resistance to learning and designing training that
motivates trainees to learn. The concepts and principles developed here are referred to
throughout many of the following chapters, tying particular practices to the theoretical ratio-
nale for those practices.

Chapter 4 addresses needs analysis, the first phase of the training model presented in
Chapter 1. An expanded graphic of this phase is presented and discussed at the outset so the
reader will understand the organization of the chapter. The philosophy of needs analysis is dis-
cussed in terms of both its proactive use (as related to the strategic plan) and its reactive use (to
deal with immediate concerns and changing conditions). The relationship between these two
approaches is also explored. The steps involved in the needs analysis are discussed, along with
the sources from which data can be gathered and to set training priorities. The chapter ends
with a real example of a training process for Fabrics, Inc., walking the student through the needs
analysis as it is actually done for the company.

Chapter 5 begins with the second phase of the training model: training design. The
outcomes of the needs assessment phase are shown as inputs to this phase. Another input
into the design phase is organizational constraints. We discuss possible constraints and
their effects on training. The chapter then identifies the activities conducted in the design
phase of training. First is the development of the training/learning objectives. Here a
formula for development of learning objectives is provided along with numerous examples
of effective objectives. We then provide a table that provides actual first tries at writing
objectives and those same objectives after being refined. The rational for using objectives is
also discussed.

The discussion then moves to the identification of factors that will facilitate learning. The
learning facilitation factors focus separately on the trainee and the training design. We use Social
Learning Theory and the Gagne-Briggs instructional process to explain the process of learning
so students will better understand why various methods work the way they do. We also demon-
strate how the theory and instructional process guides the step-by-step design of a training
program. Next, factors that facilitate the transfer of learning back to the trainee’s job are dis-
cussed. These factors are broken down into training design factors and organizational systems
factors back on the job. At the end of the chapter, Fabrics, Inc., is revisited, and the process of
design is examined step-by-step.

Chapter 6 provides information on traditional methods of training, including lectures,
cases, games, simulations, and on-the-job training. Using learning theory as a framework, the
various methods of training are described, along with their strengths and limitations. Included
here are the effectiveness at developing knowledge, skills, or changing attitudes; the relative
costs; trainer versus trainee control over what is learned and how; and issues related to training
group characteristics. Included in the discussion of each method is the practical application, or
how to actually use the method effectively.

Chapter 7 focuses on what we call electronic training (ET) encompassing all training that
is created and delivered electronically. Again, using learning theory as a framework, the various
forms of this approach are described along with their respective strengths and weaknesses. In
addition, the discussion covers the various methods of delivery (the Internet, intranet, DVD,
etc.) and learning management systems.

Chapter 8 is divided into two parts: development and implementation of training. It
begins with a summary table showing the relative effectiveness of the various methods for
enhancing knowledge, skill, and/or attitudes. The development of the training program is
discussed in terms of our model of the process. The inputs from previous phases are discussed
in terms of their influence on the characteristics of the training program being developed. Here
actual forms that you might use, tables that provide step-by-step procedures for developing
aspects of training, issues to consider in developing training using different methods, and so



forth, are provided. At the end of this chapter, Fabrics, Inc., is revisited to show some develop-
mental outputs.

The model for implementation is then presented, with the outputs from the development
phase becoming the inputs for implementation. Here we describe the process of putting on the
training and what needs to be done to ensure success. Again the focus is on practical applica-
tions, beginning with hints to assist trainers in effective use of the lecture method. Then we pres-
ent a practical guide related to things to consider in the implementation of training, including a
dry run and pilot program. Finally, we address some of the critical issues related to transfer
of training.

Chapter 9 begins with the model for evaluation and addresses the issues and activities
involved in the evaluation phase of the overarching training model. While various evaluation
issues are discussed in each phase of the training model, we provide the bulk of the information
at this point in the book (after development and implementation). However, we stress the
importance of incorporating appropriate evaluation activities into each of the other phases of
the model. We provide guidance and actual examples of the various types of evaluation that can
be used. At the end of the chapter, we again revisit Fabrics, Inc., to provide the process that takes
place at this stage of training. Here, we provide actual evaluation forms that are used to test
employees from Fabrics, Inc., at the end of training. We also have two appendicies to this chap-
ter that provides a more advanced discussion of reliability, validity and utility issues.

Chapter 10 contains two parts. First, the focus is on five special training topics: orientation,
diversity, sexual harassment, team training, and cross-cultural training. For these first five top-
ics, we provide information on what companies are currently doing and why it is important.
Then, for each of the five, we discuss in detail how to develop that type of training, using the
training model provided in the previous chapters. For the orientation training (sometimes
referred to as “onboarding”), we provide a hypothetical example for readers to follow. Of
course, we also provide a detailed discussion on how to develop the training. Finally, several
other special training topics are addressed in terms of what organizations are doing and why it
is important.

Chapter 11 begins with a focus on employee development and how it can help in
retaining employees and keeping them motivated while providing increased organizational
flexibility. Different approaches to employee development are discussed, including develop-
ment in the current job, job rotation, and special assignments. The responsibilities of the
employee, the supervisor, the HR unit, and the organization in terms of employee develop-
ment are also discussed.

We then turn to management development with an explanation for why managers are
singled out. Managerial competencies, in addition to personal traits or styles, are discussed in
terms of effectiveness. We adopt a contingency approach to management development in the
sense that we provide a model that allows the training professional to determine what compe-
tencies a manager in a particular organization needs. The model integrates the competitive
strategy, organizational structure, and technology literature into a continuum that describes the
organizational context in which managers must operate. This context then determines the rela-
tive value to the company that various managerial competencies and characteristics (such as
style) are likely to provide. This chapter also discusses three important areas of managerial
knowledge and competency: understanding of the organizational context, self-awareness and
diagnostic skills, and adaptability. The chapter also includes a discussion of the special needs of
technical managers, and a specific section is provided to highlight the special issues related to
the training of top managers and executives.
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Training in Organizations

Learning Obijectives

After reading this chapter, you should be able to:
Describe the components of a general open systems model.

Describe how an open systems model applies to the training unit of
an organization.

List and describe the interrelationships among the five phases of the training
process model.

Explain how the training model can be applied to organizational improvement and
problem solving.

Describe the challenges/opportunities facing training.
Define key terms used in the training literature.

Describe the benefits of integrating organizational development and
training principles.

Describe the differences in how small and larger businesses might implement
the training process model.

CASE

TAKING CHARGE AT DOMTAR: WHAT IT TAKES
FOR A TURNAROUND*

Domtar is the third largest producer of uncoated freesheet paper in North America. In the
decade prior to 1996, Domtar had one of the worst financial records in the pulp and paper
industry. At that time it was a bureaucratic and hierarchical organization with no clear goals.
Half of its business was in “trouble areas.” Moreover, the company did not have the critical
mass to compete with the larger names in the field. The balance sheet was in bad shape, and
the company did not have investment-grade status on its long-term debt.

*Swift, A. ”Royer’s Domtar turnaround.” Financial Post (October 6 2003), FP3. Allen, B. 2003. The Domtar differ-
ence. www.pimaweb.org/conferences/june2003/BuddyAllen.pdf. Anonymous (January 2001) Partnership between
Domtar and Cree First Nations brings results. www.diversityupdate.com. Richard Descarries, Manager, Corporate
Communications and External Relations, Domtar, personal communication (2004).

19



20

Chapter One ¢ Training in Organizations

In July of 1996, Raymond Royer was named president and chief executive officer (CEO).
This was quite a surprise because, although Royer had been successful at Bombardier, he
had no knowledge of the pulp and paper industry. Many believed that to be successful at
Domtar, you needed to know the industry.

Royer knew that to be effective in any competitive industry, an organization needed to
have a strategic direction and specific goals. He decided to focus on two goals: return on
investment and customer service. Royer told Domtar executives that to survive, they needed
to participate in the consolidation of the industry and increase its critical mass. The goal was
to become a preferred supplier. The competitive strategy had to focus on being innovative in
product design, high in product quality, and unique in customer service. At the same time,
however, it had to do everything to keep costs down.

When Royer took over at Domtar, he explained to the executive team that there were three
pillars to the company: customers, shareholders, and ourselves. He noted that it is only “our-
selves” who are able to have any impact on changing the company. He backed up his words
with action by hiring the Kaizen guru from Bombardier. Kaizen, a process of getting employ-
ees involved by using their expertise in the development of new and more effective ways of
doing things, had been very effective at Bombardier. Royer saw no reason why it would not
be successful at Domtar. Royer also knew that for the new strategic direction and focus to be
successful, everyone needed to both understand the changes being proposed and have the
skills to achieve them. The success of any change process requires extensive training; there-
fore, training became a key part of Royer’s strategy for Domtar.

This last point reflects the belief that it is the employees’ competencies that make the dif-
ference. The Domtar Difference, as it is called, is reflected in the statement, “tapping the intel-
ligence of the experts, our employees.” Employees must be motivated to become involved
in developing new ways of doing things. Thus, Domtar needed to provide employees with
incentives for change, new skills, and a different attitude toward work. The introduction of
Kaizen was one tactic used to achieve these goals.

Training at Domtar went beyond the traditional job training necessary to do the job ef-
fectively and included training in customer service and Kaizen. This is reflected in Domtar’s
mission, which is to

* meet the ever-changing needs of our customers,
e provide shareholders with attractive returns, and
e create an environment in which shared human values and personal commitment prevail.

In this regard, a performance management system was put in place to provide a mech-
anism for employees to receive feedback about their effectiveness. This process laid the
groundwork for successfully attaining such objectives as improving employee performance,
communicating the Domtar values, clarifying individual roles, and fostering better commu-
nication between employees and managers. Tied to this were performance incentives that
rewarded employees with opportunities to share in the profits of the company.

Has Royer been successful with his approach? First-quarter net earnings in 1998 were $17
million, compared with a net loss of $12 million for the same time period in 1997, his first
year in office. In 2002, third-quarter earnings were $59 million and totaled $141 million for
the year. That is not all. Recall his goal of return on equity for shareholders. Domtar has once
again been included on the Dow Jones sustainability index. Domtar has been on this list since
its inception in 1999 and is the only pulp and paper company in North America to be part of
this index. To be on the list, a company must demonstrate an approach that “aims to create
long-term shareholder value by embracing opportunities and managing risks that arise from
economic, environmental, and social developments.” On the basis of this, it could be said that
Royer has been successful. In 2003, Paperloop, the pulp and paper industry’s international
research and information service, named Royer Global CEO of the year.
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It was Royer’s sound management policies and shrewd joint ventures and acquisitions
that helped Domtar become more competitive and return their long-term debt rating to in-
vestment grade. However, joint ventures and acquisitions bring additional challenges of in-
tegrating the new companies into the “Domtar way.” Again, this requires training.

For example, when Domtar purchased the Ashdown Mill in Arkansas, the management
team met with employees to set the climate for change. The plan was that within 14 months,
all mill employees would complete a two-day training program designed to help them un-
derstand the Domtar culture and how to service customers. A manager always started the
one-day customer focus training, thus emphasizing the importance of the training. This man-
ager returned again at lunch to answer any questions as the training proceeded. In addition,
for supervisor training, each supervisor received skill training on how to effectively address
employee issues. How successful has all this training been? Employee Randy Gerber says
the training “allows us to realize that to be successful, we must share human values and
integrate them into our daily activities.” The training shows that “the company is commit-
ted to the program.” Tammy Waters, a communications coordinator, said that the training
impacted the mill in many ways and for Ashdown employees it has become a way of life.

The same process takes place in Domtar’s joint ventures. In northern Ontario, Domtar
owns a 45 percent interest in a mill, with the Cree of James Bay owning the remaining 55
percent. Although Domtar has minority interest in the joint venture, training is an important
part of its involvement. Skills training still takes place on site, but all management and team-
work training is done at Domtar’s headquarters in Montreal.

Royer’s ability to get employees to buy into this new way of doing business was neces-
sary for the organization to succeed. Paperloop’s editorial director for news products, Will
Mies, in describing why Royer was chosen for the award, indicated that they polled a large
number of respected security analysts, investment officers, and portfolio managers as well
as their own staff of editors, analysts, and economists to determine a worthy winner this
year. Raymond Royer emerged a clear favorite, with voters citing, in particular, his talent for
turnaround, outstanding financial management, and consistently excellent merger, acquisi-
tion, and consolidation moves as well as his ability to integrate acquired businesses through
a management system that engages employees. Of course, that last part, “a management
system that engages employees,” could be said to be the key without which most of the rest
would not work very well. That requires training.

OVERVIEW OF TRAINING

Everyone in an organization is affected by training. Everyone receives training at one time or
another, usually multiple times. Managers and supervisors need to be sure that their direct re-
ports have the competencies required to perform their jobs. Subject matter experts (managers
and others) are asked to provide training. Significant budget dollars are allocated to training
employees. Although the US economy has suffered significant losses over the last several years,
companies still dedicate substantial resources to employee learning. In 2010, it is estimated that
over $171.5 billion was invested in training activities. Most ($103 billion) was devoted to inter-
nal training services, with the rest allocated to external providers. The average expenditure per
employee increased from $1,081 in 2009 to 1,228 in 2010.!

Why do companies continue to invest in training, even in the most difficult economic times?
Evidence shows that companies investing more in training produce improved financial results
in terms of higher net sales, gross profits per employee, stock growth, and ratio of market to
book value.? For example, in a Mutual of Omaha study, it was determined that those with higher
levels of training generated, on average, an additional $150,000 of new business premium each
year. However, training doesn’t always lead to an improved bottom line. Many companies report
that they perceive little value from their training initiatives.> Obviously, companies that report

21



22

Chapter One ¢ Training in Organizations

very positive improvements are using more effective training practices than those that do not.
Effective training differs from ineffective training in terms of the processes used to determine
what employees need to learn and how training is designed and implemented. The first three
chapters of this book provide you with an understanding of the context and theoretical founda-
tion on which effective training is based. Chapters 4 through 8 provide you with an in-depth
understanding of how to determine training needs and how to design, develop, and implement
training to meet those needs. Even companies that have reported unsatisfactory results from
their training efforts are doing at least one thing right—they are evaluating their training and can
take corrective action. Companies that don’t evaluate their training don’t have a clue about its
effectiveness. We believe that it is useful, first, to give an overview of what an effective training
unit should accomplish in an organization. This chapter and the next cover a broad set of organi-
zational issues that provide the context for developing and implementing effective training. As
we discuss this context, we will be referring back to the Domtar case from time to time, to illus-
trate in concrete ways how training relates to organizational effectiveness.

Training System and Processes

Training provides employees with the knowledge and skills to perform more effectively. This allows
them to meet current job requirements or prepares them to meet the inevitable changes that occur in
their jobs. However, training is only an opportunity for learning. What is learned depends on many
factors, such as the design and implementation of training, the motivation and learning style of the
trainees, and the organization’s learning climate.

Training is also part of an integrated system in which performance is measured against crite-
ria (best practices benchmarks) that are tied to strategic objectives. Training is used extensively to
help employees understand how they can assist in meeting corporate objectives. Clearly, Domtar
knows that. Recall, when Domtar purchased the Ashdown Mill, training was an immediate focus.
Within 14 months, all mill employees completed a two-day training program so they would un-
derstand Domtar’s culture and know how to service customers in the appropriate manner. Always
having a manager kick off the training and later return to answer questions shows the importance
Domtar attached to training. But effective training requires more than just having key managers
available. It requires that effective systems are in place to address the performance issues facing
the organization. With that in mind, we turn to the design of an effective training system.

TRAINING AS AN OPEN SYSTEM Figure 1-1 shows a general open systems model.* Open systems
have a dynamic relationship with their environment; closed systems do not. Obviously, a business
must interact with its environment, making it an open system.

As Figure 1-1 indicates, an open system depends on the environment for the input that sup-
ports the system. A business, for example, needs raw materials, capital, and employees in order
to operate. The environmental inputs are transformed into outputs by the system’s processes. For
a business, these would include its products and services. The system’s outputs flow into the en-
vironment and might or might not influence future inputs into the system. In effective systems,
the system output influences the environment to supply new supportive input to the system.

A system, such as a business, must be responsive to the needs and demands of its environ-
ment because the environment provides the input needed for the system to replenish itself. For

Open System
Input ——>» Process —>» Output —

FIGURE 1-1 General Open Systems Model
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Training's Organizational Environment

Mission Strategy Structure Policies Procedures
Finances Resources People Products Technology
e i- i ---------------------------------- ? -? ----- |
i Training Subsystem 1
1 1
i Input Process Output 1
1 1
i Organizational Needs Analysis Knowledge 1
i Employee Needs Design Skills 1
| Budget Development Attitudes 1
i Equipment Implementation Motivation 1
' Staff Evaluation Job Performance
1 1

FIGURE 1-2 Training as an Open System

example, if a business is responsive to the needs of society by providing valued goods and ser-
vices (output), it receives financial and goodwill credits (input). The business uses these inputs to
continue operating. If the business does not provide sufficient value to its environment, it will fail
because the environment will not provide the necessary input for the system to replenish itself.

Many open systems exist as part of another open system and, therefore, are called subsys-
tems of that larger system. For example, a product assembly system is a subsystem of a manufac-
turing system, which itself is a subsystem of the company, which is a subsystem of the industry,
and so on. Training can be seen as a subsystem within the larger human resources (HR) unit,
which itself is a subsystem of the company. Figure 1-2 illustrates some of the exchanges that take
place between the training system and the larger organizational system. The organization’s mis-
sion, strategies, resources, and the like, all represent sources of input into the training subsystem.
Of course, if the training department is part of a larger HR function, then these inputs would
be filtered through that system. Organizational and employee needs, training budgets, staff,
equipment, and so forth, are all inputs from the organization to the training subsystem. Training
processes transform these inputs into usable output for the organization (improved knowledge,
skills, and attitudes; job performance; and so on). Looking at the training unit from an open
system perspective shows how interconnected training activities are with what is happening
elsewhere in the organization. The point here is that the organization invests money in the train-
ing function, for which it expects a favorable return. Periodically, the organization will examine
the returns from training and determine whether the training system is working properly and
what further investment is appropriate. Training in Action 1-1 demonstrates the consequences of
a poor match between the training system and the organizational environment.

THE TRAINING PROCESS MODEL This book will take you through the complete training process
as it would be conducted under ideal conditions. Unfortunately, most organizations do not op-
erate in ideal conditions. Insufficient financial resources, time, and training professionals rep-
resent just a few of the challenges faced by most companies. Recognizing these limitations, we
also provide variations to training practices and systems that, although not ideal, do a reason-
able job of accomplishing training objectives. Of course, these shortcuts exact a price, and we
identify the major consequences associated with these shortcuts. Thus, we try to provide both
“ideal” and more practical approaches to implementing the training processes. Nonetheless,
even in less-than-ideal conditions, all of the training processes are critical to the success of train-
ing. Although less-than-ideal methods may be used to carry out the training processes, elimina-
tion of one or more of the processes places the entire effort at grave risk.

Effective training is not just running a lot of people through a lot of training programs. To
view training this way is shortsighted. Instead, training should be viewed as a set of integrated
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1-1 | Training in Action

Team Building Sizzles, Then Fizzles

The director of a city utilities department felt that cre-
ating employee problem-solving teams would improve
the quality of operations and the efficiency of the depart-
ment. All employees were provided the opportunity to
participate in team-building and problem-solving train-
ing. About 60 percent of the employees, including the
director and his management group, signed up for the
training. Three-hour training sessions took place once
a week for ten weeks. Working on a common process
within their department, employees were grouped into
teams for three weeks of team-building training and
seven weeks of problem-solving training.

At the beginning of the problem-solving training, each
team identified a problem in its area of operation. Each
team then worked through the problem as they progressed
though each step of the training. The team members were
delighted to be learning new skills while working on a
real problem. By the end of training, each group actually
solved, or made significant progress toward solving, the

problem it was working on. Evaluations taken at the con-
clusion of training indicated that trainees enjoyed the train-
ing and understood the steps, tools, and techniques of team
building and problem solving. The director was pleased
with the results and submitted a report documenting the
successes of the training to the city manager.

Follow-up evaluation conducted six months later
showed only one team still in operation. The other teams
fell apart for various reasons, such as excessive workloads,
little recognition being given when problems were solved,
nontrained employees resisting making changes in work
processes, or teams being ridiculed by those who had not
participated in training. Clearly, the training did not achieve
the desired outcomes. If the director had understood the sys-
tem and what was and was not rewarding, a more success-
ful outcome could have been achieved. By using the analysis
phase of the Training Process Model, the relevant aspects of
the system would have been identified and adjustments to
either the system or the training could have been made.

processes in which organizational needs and employee capabilities are analyzed and re-
sponded to in a rational, logical, and strategic manner. When training is conducted this way,
both the employees’ and organization’s performance will improve. This will increase the value
of the training unit, and, as a result further investment in training is likely to occur. Our model
of training processes, depicted in Figure 1-3, reflects this approach.

Figure 1-3 is merely an overview of the process. A more detailed figure for each phase
is provided at the beginning of each relevant chapter, with the input and output of each
process described in considerably more detail. Our model is an adaptation of what has be-
come widely known as the ADDIE model. ADDIE is an acronym for the major processes of
training: Analysis, Design, Development, Implementation and Evaluation. Many, including
your authors have attempted to find the original source for this model, but apparently there
is no single source. It seems to have evolved over time to become an umbrella term without
a fully articulated underlying structure.® Like others, we have used ADDIE as the generic
basis for our own model of how training should proceed. In the following paragraphs, we
will briefly describe each of the ADDIE phases and their relevant inputs and outputs. This
model is used extensively throughout the book, so it is important to be familiar with it.

The training process begins with some type of triggering event. A triggering event occurs
when a person with authority to take action believes that actual organizational performance
(AOP) is less than the expected organizational performance (EOP). For example, the quality
standard (the EOP) at Company X is three rejects per thousand. An examination of the data for
the previous month indicates that the actual quality level (AOP) was 17 rejects per thousand. If
a person with authority to take action sees this gap as a concern, it would trigger an analysis of
why the number of rejects is so high. This analysis is discussed next.

Analysis Phase The analysis phase begins with the identification of the organizational
performance gap (AOP is less than EOP). Things such as profitability shortfalls, low levels of cus-
tomer satisfaction, or excessive scrap are all examples of a current performance gap. Another type
of performance gap is future oriented. Here, the company is seen as likely to perform poorly in the
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Needs Analysis Phase
Input —>» Process —>» Output
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FIGURE 1-3 Training Processes Model

future unless changes are made. For example, if an organization wanted to install robotic equip-
ment in six months but employees were not able to program the robots, then there is an expected
performance gap in the future. Once a performance gap exists, the cause must then be determined.”

Once the cause is determined, and its elimination is believed to be important, the elimina-
tion of the cause becomes a “need” of the organization

The analysis phase is often referred to as a training needs analysis (TNA). However, both
training and nontraining needs are identified with this process, so it is incorrect to say it only
focuses on training needs. The cause of the performance gap might be inadequate knowledge,
skills, or attitudes (KSAs) of employees. If so, then training is a possible solution. However,
KSA deficiencies are only one of many reasons for performance gaps. Other reasons, such as
motivation or faulty equipment, must be separated from KSA deficiencies, as these are non-
training needs and require a different solution. In the analysis phase, the causes of a perfor-
mance gap are identified, whether due to KSAs or something else. Those performance gaps
caused by KSA deficiencies are identified as “training needs” because training is a solution.
All other causes are defined as nontraining needs, and require other types of solutions.

The analysis phase also attaches priorities to the training needs that are identified. Not all
needs will have the same level of importance for the company. This process of data gathering
and causal analysis to determine which performance problems should be addressed by training
is the analysis phase of the training process. It will be discussed in great detail in Chapter 4.

Design Phase The training needs identified in the analysis phase, as well as areas of
constraint and support, are the inputs to the design phase. An important process in the design
phase is the creation of training objectives. These provide direction for what will be trained and
how. They specify the employee and organizational outcomes that should be achieved as a re-
sult of training and become inputs to the development and evaluation phases of the model. As
such they become the evaluation objectives.

*There are often multiple causes of a performance gap, but we are using a single cause here for simplicity.
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Another part of the design process is determining how the organizational constraints will
be addressed by the training. Finally, identifying the factors needed in the training program to
facilitate learning and its transfer back to the job are key outcomes from the design phase. All
of these factors are used to create the guidelines for how the training will be developed. The
design phase is the topic of Chapter 5. Chapters 6 and 7 provide detailed descriptions of the
various methods that can be used to deliver the content of the training.

Development Phase Development is the process of using the guidelines from the design
phase to formulate an instructional strategy that will meet the training objectives. Obtaining or
creating all the things that are needed to implement the training program is also a part of this
phase. The instructional strategy describes the order, timing, and combination of methods and
elements to be used in the training program to meet the objectives. The training objectives provide
the focus for program development and the guidelines from the design phase set the parameters
for what will and will not work. Outputs from this phase are all of the things needed to implement
the training program. These include the specific content for of the training, instructional methods
used to deliver the content, materials to be used, equipment and media, manuals, and so forth.
These are integrated into a coherent, well-organized training plan focused on achieving the train-
ing objectives. These outputs of the development phase serve as inputs to the implementation
phase. Both the development phase and the implementation phase are the focus of Chapter 8.

Implementation Phase All the previous phases of the training process come together dur-
ing the implementation phase. It is useful to conduct a dry run or even a pilot of the program before
actually delivering the training. This dry run, or pilot program, allows for the testing of the training to
determine if any modifications are necessary before it is ready to go live. Chapter 8 addresses the key
aspects of the dry run and delivery of the training.

Evaluation Phase Although we discuss this phase of the model last, it actually begins
during the development phase. Recall that evaluation objectives are an output of the design
phase. In the design phase the training objectives were identified, and these were used in the de-
velopment phase to create the instruments and measures that will be used to evaluate the train-
ing. These become inputs to the evaluation phase. More input comes from the organizational
constraints. Time, money, and staff all affect how training is evaluated. Two types of evaluation
are useful. First, process evaluation determines how well a particular training process achieved
its objectives (i.e., outputs). In other words, did the trainer follow the exact training process sug-
gested? For example, if role-plays were in the design, were they used properly? Collecting and
analyzing process data can provide early warning of potential problems in the training program.

Outcome evaluation is the evaluation conducted at the end of training to determine
the effects of training on the trainee, the job, and the organization. This type of evaluation
uses the training objectives as the standard. Outcome evaluation can also be used to improve
training processes. Outcome evaluation data by themselves do not provide enough informa-
tion for program improvement, but in combination with process evaluation data, they serve
as a powerful tool for improving programs. For example, if one or more objectives are not
achieved, the training process evaluation data can then be used to identify problems in the
process and corrective action can be taken. Chapter 9 provides a detailed discussion of the
evaluation process.

TRENDS IN TRAINING

The business environment in North America will continue to change rapidly. These changes
bring both challenges and opportunities. Successful companies in most industries must con-
stantly realign their activities to meet new conditions while remaining true to their mission and
strategic direction. As companies adapt, their training function also needs to adapt. Multiple
surveys over the last several years have asked HR executives and human resource development
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(HRD) managers to identify their organization’s needs for the next several years. These are the
major trends in training.

Aligning training with business strategy
Advances in Technology

Managing talent due to changing demographics
Improving the training function

Quality

Legal issues

Each of these issues is discussed in subsequent paragraphs in terms of the opportunities and
challenges it presents to the training function. The ways in which companies are addressing
these issues are covered in more depth in Chapter 10, Key Areas of Organizational Training.

Aligning Training with Business Strategy

For the past five years, virtually all the surveys show that aligning training with business strat-
egy is a top priority not only of training managers, but also of HR managers and other business
executives. Why is it such a high priority? First, it is only in the last decade that reliable evidence
of training’s impact on the bottom line has surfaced. Second, and just as important, the business
environment over the last decade has been changing rapidly, and all signs indicate that this will
continue. Most companies will need to continuously realign their activities to meet new condi-
tions. This requires people at all levels in the organization to be able to make day-to-day deci-
sions that support the business strategy. Training initiatives will need to support the strategic
direction of the company and the people who carry it out. Organizations now realize that effec-
tive training is a tool for getting better job performance, better bottom-line results, and creating
organization-wide adaptability.

What actions did Domtar take to align its training with its business strategy? One compo-
nent was the institution of Kaizen methods and the associated training. This aligns with the stra-
tegic goal of “tapping the intelligence of the experts, our employees.” Was the money Domtar
spent on this training worth it? It would seem so. Using the Kaizen approach, employees de-
veloped a new way of cutting trees into planks. The result was fewer wood chips to transport
and more logs produced per tree. Since 1997, it is estimated that Kaizen has saved Domtar about
$230 million in production costs. Two of their mills are among the lowest-cost mills in North
America. Clearly, the training at Domtar was aligned with its strategic goals.

Companies are now realizing that worker knowledge is a competitive advantage and that
training is a strategic tool. As Angela Hornsby, V.P. of learning and development at Carlson
Restaurants Worldwide, says: “Things are changing so much more quickly these days, and com-
panies have to adapt so much faster than before to remain competitive. The fact is that one of the
most powerful tools we have at our disposal to change performance and help people to adapt
more readily to that change is learning.”” Even though aligning training with business strategy is
an important goal, it isn’t as easy to do. We will discuss this in more depth in Chapter 2, provid-
ing suggestions for how to meet this challenge and take advantage of the opportunities it affords.

Advances in Technology

The second biggest issue for training executives to deal with is the rapid advances being made
in learning technologies. In addition to advances in Learning Management Systems, Intelligent
Tutoring, interactive multimedia, and other tools that have been around for a decade or more, new
possibilities for designing and delivering training programs are expanding exponentially. We will
discuss these in depth in Chapter 7, so here we only identify some of the opportunities/problems
these create for training executives and designers. The advent of Web 2 technologies can be applied
to the design and delivery of training in a way that enhances trainees’ involvement and learning.
Tools such as blogs, Twitter, Facebook, MySpace and Linkedin offer ways to enhance or in some
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cases replace the traditional training that occurs in a classroom and even some earlier types of
electronic-based training. Following are some of the ways these Web 2 applications can be used:

® Social networking can provide support for on-the-job training.

® Social networking and Web 2.0 tools can engage trainees before and after they attend a ses-
sion and can be used to reinforce learning back on the job.

* An online community can be created for trainees for reference, sharing information, and
posting best practices. This allows trainees to continue learning beyond the classroom.

* Blogs can be used to post examples and applications that keep participants engaged in the
topic area.

Additionally, advances in mobile-device technology allow trainees to take all of these Web 2.0
tools, applications and more with them wherever they go.

Training executives must develop strategies for utilizing the available technology in ways
that meet their business’ needs. Too often in the past, training executives have jumped on the
latest technology bandwagon, only to find it wasn’t going where they wanted to go. The lessons
learned from those early adopters provide a clear message of caution. However, the potential
benefits of these technologies mean that a careful analysis needs to be made. The problem is the
technologies keep morphing at such a rapid pace, it becomes very difficult to keep up.

Managing Talent Due to Changing Demographics

Major demographic shifts have occurred in North America that affect businesses now and will
for the next 15 years. Principal among these demographic shifts are as follows:

¢ Increased gender, ethnic, and age diversity in the North American workforce
¢ Aging of the population (baby boomers)

DIVERSITY Hispanics will soon become the largest minority group in the U.S. workforce.
While all other minority groups are increasing in size, the percentage of Caucasians is ex-
pected to decrease. The number of women will increase to about 50 percent of the workforce.®
Increased diversity brings both the opportunity for new ways of approaching business issues
and the challenge of finding ways to integrate these differing perspectives. We will discuss the
legal side of diversity in the “Legal Issues” section. Along with more diversity in terms of gen-
der, ethnicity, and so forth, the workforce is becoming more diverse with respect to age. Four
distinct generations are currently in the workforce. Each generation has a different set of values
relating to the role of work in their life. The average age of the population is increasing with
about 14 percent of the labor market aged 55 or older. By 2015, over 20 percent are expected to
be in this range. As these people retire from their jobs, many will return to the workforce on a
part-time basis because of the demand for knowledgeable workers and the insecurity of retire-
ment income. However, these people will not be looking for traditional full-time jobs. Rather,
they will be looking for jobs that allow them to enjoy significant periods of time away from job
responsibilities. Younger workers want a more balanced work and nonwork life and are more
conversant with technologies that allow them to work from anywhere. We are seeing more
training focused on building bridges between the older managers and the younger subordi-
nates and programs for team skills that focus on cooperation and problem solving. In general,
there are increasing demands for these programs to be aligned with business goals rather than
focusing on diversity for its own sake.

DEVELOPING THE RIGHT TALENT Some have suggested that most companies, now or in the
near future, will face a severe shortage of all types of labor. The worldwide economic recession
that began in 2008 has certainly eliminated that concern, at least in the near term. Nonetheless,
it is now and will continue to be important for most businesses to secure workers with the right
skill sets.” Baby boomers with the highest knowledge and skill levels will be the ones most
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likely to leave the workforce, as they will have higher levels of retirement income. Because
of changes in technology, job design, and the like, it is estimated that more than 75 percent
of the workforce needs retraining just to keep up with the changes in their current jobs. It is
projected that the forces identified earlier will combine by 2020 to create a shortage of 20 mil-
lion workers, especially in jobs that require the most skill and provide the highest economic
value.!” A survey of senior executives in manufacturing firms indicates that replacing retiring
skilled workers will cost their companies up to $20 million a year and will continue for at least
five years.!!" 12 Where will the needed talent come from in the next few years? The traditional
source of talent coming out of the colleges and technical schools will be fought over fiercely, be-
cause there won’t be enough to go around. To make up the shortage, many companies will cre-
ate their own talent. For example, in 2005, Hewlett-Packard addressed this issue by increasing
their training budget by 16 percent, bringing the total to $300 million. Raytheon Vision Systems
realized that over 35 percent of their workforce would be eligible to retire by 2009. This not
only would create a huge loss of people, but also would represent a critical loss of institutional
knowledge. Many of those set to retire were the inventors of the knowledge. Raytheon set up a
“Leave a Legacy” program, pairing vital-knowledge experts with high-potential subordinates
in mentoring relationships. In addition to the shortage of new talent, existing employees will
need training to keep up with the changes brought on by new technologies. Thus, in many
organizations, you will find the training function focusing on the following types of initiatives:

® Programs that focus on the recruiting and selection process (such as recruiter training,
behavioral based interviewing, etc.)

® Programs that improve retention of knowledge workers (e.g., orientation, performance
review)

® Programs that assess and track job requirements and employee competencies (HRIS
systems)

* Development of innovative knowledge delivery systems that increase the speed with
which knowledge is obtained and provide an increased breadth of training opportu-
nities is another way in which companies are creating more knowledgeable workers
more quickly (computer-based and other electronic forms of training)

In addition to technological innovation, the competitive environment demands that organiza-
tions continuously upgrade the knowledge of their workforce. Consumer demands for higher-
quality products and services and the fiercely competitive global economy require employees
at every level who are more knowledgeable, more committed to quality, show better judgment,
and demonstrate more competencies than ever before.

Tied to the increased level of knowledge expected of all workers is the speed with which
knowledge is acquired. In today’s competitive business environment, most companies have
minimized the time it takes to move a product from the idea stage to the marketplace. This,
however, puts great strains on the ability of the employees to be up to speed on the new prod-
ucts and production processes. The smart companies are now making “time to knowledge” as
important as “time to market.” By getting the training department involved early in the product
development stage, companies are able to provide just-in-time training and increase the breadth
of training opportunities.

Training in Action 1-2 describes how the United Farm Workers union was able to work with
farm owners and managers to create more knowledgeable farm workers. This is especially interest-
ing since many unions have resisted increased knowledge requirements for the jobs they represent.

Quality and Continuous Improvement

Training must be seen as an integral part of the organization’s performance improvement sys-
tem. If not, it will continue to be seen as a cost center, providing less valued contributions to the
organization. Training was a critical part of Domtar’s change process. It helped educate employ-
ees regarding the mission, strategy, and objectives of the organization and how these objectives
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1-2 | Training in Action

FIELD Partners with Growers!?

A more knowledgeable workforce is a double-edged
sword for unions. On the one hand, union leadership
demands that employers provide training for the rank
and file to keep them up to date with modern operat-
ing methods. On the other hand, union leadership also
understands that more knowledgeable workers improve
the efficiency of the company, resulting in reductions
in the size of the bargaining unit. A major challenge
for the future is finding a way for both the company
and the union to prosper under intensely competi-
tive conditions, where a knowledgeable workforce is
a competitive advantage. Some progress in this area is
evident from the development of partnerships between
unions and employers to create education and train-
ing programs that develop less skilled employees and
increase productivity. Even at the lowest levels of the
agriculture industry, more knowledgeable workers can
improve the bottom line. The Farmworker Institute for
Education and Leadership Development (FIELD) serves
as an intermediary between management and commu-
nity organizations and provides direct training to both

current employees and potential employees. FIELD was
founded by the United Farm Workers (UFW) union to
foster the economic and social prosperity of the low-
income and low-skill farm workers and their families.
Working in partnership with agricultural owners and
managers, FIELD provides classroom training, educa-
tional literacy programs, and cross training to prepare
workers for jobs in agriculture. It also provides training
for those already employed, on the basis of employer
needs. These programs include upgrading job skills,
communication, quality management, leadership de-
velopment, and conflict resolution. For example, FIELD
trained over 900 workers at seven companies in health
and safety. FIELD also provides customized training, as
it did for Monterey Mushrooms, a California-based dis-
tributor of fresh and processed mushrooms with a UFW
workforce. The training developed by FIELD reinforced
the company's “be the best” principles and encouraged
collaboration and conflict resolution. The company has
benefited from the training with higher productivity
and fewer accidents.

translated to each employee’s job behaviors. Experienced trainers know that effective training
is structured as a continuous performance improvement process that is integrated with other
systems and business strategies, just as at Domtar. While several models exist for continuous
improvement, common to them all are the following:

* Identification of performance improvement opportunities and analysis of what caused the
opportunity to exist (gap analysis)

¢ Identification of alternative solutions to the opportunity and selection of the most ben-
eficial solution. A training program is one of many possible performance improvement
solutions

* Design and implementation of the solution (training if it is one of the selected solutions)

¢ Evaluation of results to determine what, if any, further action should be taken

Each of these steps matches well when placed against the Training Process Model. That is be-
cause effective training is a continuous performance improvement process. Training does not
stop and start with each program. The training function in organizations continuously searches
for performance improvement opportunities, develops and implements solutions, and evalu-
ates the effectiveness of the solutions.

Quality improvement is a key component of most continuous improvement processes.
High-quality products and services are necessary to stay in business in today’s competitive mar-
kets and thus have high priority for most businesses. This is especially true for businesses that
provide products or services directly to other businesses. Typically, these companies must dem-
onstrate the quality of their products through quality systems developed by the purchasing com-
pany or by some globally accepted agency. For example, the major automobile manufacturers
impose their quality systems on suppliers. The International Organization for Standardization
(ISO), located in Geneva, Switzerland, developed a set of worldwide standards to ensure
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consistency in product quality by all companies that become certified. In general, there are five
stages in the certification process:

1. Preaudit: assessing how you are doing now

2. Process mapping: documenting the way things are done

3. Change: developing processes to improve the way things are done to reach a desired level
of quality

4. Training: training in the new processes

5. Postaudit: assessing how well you are doing after the changes and continuing the im-
provement process

Once certified, there are continuing audits to ensure company compliance with the standards.
Thus, training is an important part of attaining ISO certification and is required on a continuous
basis to maintain certification. The certification process also helps improve training. A research
study showed improvements in TNA, design, delivery methods, and evaluation following cer-
tification.!* This study also found that these companies provided more hours and more types of
training and had a larger training budget following certification.

In addition to imFroved training processes, companies with ISO certification also find the
following advantages: '

Improved efficiency

Higher productivity

Better internal communication

Improved quality image and market competitiveness

Increased customer preference

Increased awareness of opportunities for process and quality improvements

Reduced costs and improved ability to document quality control processes to their customers

Glen Black, president of the Process Quality Association in Canada, compared ISO-certified
companies with those not certified. He found that certified companies are six times less likely
to experience bankruptcy, average 76 percent lower warranty costs in customer-discovered de-
fects, and allow 36 percent less bureaucracy within their company structure.'® A cost comes with
achieving these benefits, however. Once the company makes the decision to seek certification, it
must be prepared to engage in a substantial amount of training that can be costly. Furthermore,
training is only one part of the overall cost, so each business must determine whether the costs
of ISO certification are justified by the benefits.

Legal Issues

Equal employment opportunity, affirmative action, sexual harassment, and related legislation
have placed legal requirements on businesses regarding specific types of training. You will learn
in detail the training issues related to sexual harassment and equity (specifically related to females
in nontraditional jobs, the glass ceiling, and the disabled) in Chapter 10. In addition, trainers need
to be aware of liability issues, copyright infringement, and other legal concerns. The discussion of
these issues is not intended to provide technical legal information, but rather to provide a general
(and understandable) description of the important legal issues related to training activities.

EQUAL OPPORTUNITY/EQUITY In North America, federal, state, or provincial law and associated
court rulings provide the complex legal framework within which businesses must develop their
HR policies and practices. Even though legislation initially focused on the selection of people into
the organization, there are many areas related to training that also require attention. This is espe-
cially true as the legal battlegrounds have shifted from employment to career opportunities over
the last decade. Since this is not a text on training liability issues, we will address the topic only
in a general way. Those wishing a more in-depth coverage might want to read “Avoiding Legal
Liability: For Adult Educators, Human Resource Developers, and Instructional Designers.”!”
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United States federal law makes it illegal to exclude people from training on the basis of
gender, race, age (employees aged 40 or older), and disabilities. Generally, these categories are
referred to as “protected,” as they belong to a “protected group.” Employers must make sure
that criteria for selecting people into training programs are based on bona fide job requirements
(not race, gender, age, etc.). Employees targeted for promotion generally receive training and de-
velopmental experiences to prepare them for the new position. The legal issue here is that those
in protected classes may claim that they did not receive the training needed to be promoted. In
general, the law says that those in protected groups must be given equal opportunity for promo-
tions. If members of a protected group can demonstrate that they have been adversely affected
(e.g., fewer promotions, lower pay) because they did not receive training that was provided to
those who received those benefits (e.g., promotions), the burden of proof falls on the employer to
demonstrate that its practices are job-related and consistent with business necessity. In the case of
promotions, a company can avoid such claims by providing equal access to training for all em-
ployees in a job classification. Once it is determined that someone in the classification will be pro-
moted, that person can receive additional training to prepare for the new position. The legal issue
of equal opportunity then focuses on the selection process rather than the training opportunities.

For employees with disabilities (physical or mental), the employer must not only ensure
equal opportunity for training, but also make reasonable accommodation. Reasonable accom-
modation means making training facilities and materials readily accessible and useable to those
with a disability. Depending on the disability, this could include instructional media and/or
providing readers. If the training is considered to be related to essential job functions and the
disability prevents the person from participating in the training, then, unless undue hardship
can be demonstrated, the employer is obligated to provide alternative training that develops the
same set of competencies.

Not only do protected groups need equal access to training, they must receive equal treat-
ment while participating in training. This means that the training must provide equal opportu-
nities for learning, practice, and feedback.

REQUIRED TRAINING Some training is required by law. Failure to provide this training will
subject the company to sanctions from the courts or federal and state regulators. For example,
the Occupational Safety and Health Act requires employers to provide periodic training on the
handling of hazardous materials and the use of safety equipment. Flight crews on passenger
airlines must complete a set of mandated training courses. In other cases, courts have ordered
companies to provide specific types of training to redress problems identified in court proceed-
ings. Companies that have lost employment discrimination cases have been ordered to pro-
vide diversity training, and those losing sexual harassment cases have been ordered to provide
sexual harassment training.

In other cases, even though training is not legally required, it makes good legal sense
to provide the training. In a 1999 ruling, Kolstad v. American Dental Association, the Supreme
Court recognized the good-faith effort of employers to implement and enforce measures to pre-
vent discrimination and harassment in the workplace.!® Essentially, the court found that even
though an individual might behave in a manner that violated the federally protected rights of
another employee, no damages would be awarded if the company was shown to have made a
good-faith effort to prevent the activity. One component of such a good-faith effort is to provide
training aimed at preventing the illegal behavior. Another component is the implementation of
policy and procedure for addressing the behavior, should it occur, and finally, the application of
sanctions to individuals found to have engaged in the behavior. We discuss how this is done and
provide examples in Chapter 10. The number of sexual harassment claims has decreased over
the last few years, but the number of discrimination claims of all types has remained steady.

In designing training programs to deal with discrimination and harassment, trainers need
to avoid training that itself is discriminating or harassing. For example, in the early 1990s, it was
documented that women aircraft controllers who had to walk down long aisles populated by
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their mostly male colleagues would find themselves subject to jeers and/or sexual comments,
and, on occasion, would have their dresses pulled up. After repeated complaints about such
behavior, the Federal Aviation Administration (FAA) arranged for training to be provided to
its 8,000 employees. A part of the training involved men walking down a gauntlet of women
coworkers, who now did the jeering, sexual commentary, and groping. It was intended that the
men get a firsthand understanding of what the women had experienced. One of the male par-
ticipants was outraged by the experience. He stated that he did not treat others in this manner
and did not expect to be treated that way himself. In the program he was accused, as a white
male, of being in sexist denial. He complained to his supervisors in the FAA but little was done.
Shortly thereafter, he filed a $300,000 lawsuit for sexual harassment. He won, and the FAA’s
director of training was fired.!?

LIABILITY FOR INJURY OR ILLNESS Some types of training programs have the potential to cause
physical or psychological injury or illness to participants. For example, some simulations that
require trainees to use tools or equipment might cause injury if they are used incorrectly. Training
in other instances might involve the use of chemicals that can cause illness if inhaled. In many
states, the employer is responsible for financial damages resulting from injuries or illness caused
by participation in training. This is true even if the training is provided by an outside vendor.
Trainees need to be warned of any dangers associated with training, be trained in methods of
preventing the dangers from occurring, and be provided with safety equipment. Employers are
also liable for injuries to nonemployees resulting from a poorly or incorrectly trained employee.

CONFIDENTIALITY An employee’s performance during and at the conclusion of training is con-
fidential in the same manner as other employee information. Thus, if performance in training is
to be used in promotion or salary decisions, the employee must be informed that it will be used
in that way. Unless permission has been granted, or the trainee is informed prior to training that
such discussions would occur, trainers must also avoid discussion of the trainee’s performance
with other employees.

COPYRIGHTED MATERIALS The use of any copyrighted material without the permission of the
owner is illegal. If your training vendors infringe on the copyrighted material of others while
providing your company with services, your company could be liable for damages. Thus, as the
training manager, you would want to make sure that your contract with the vendor required the
legal use of any copyrighted materials.

CAREER OPPORTUNITIES IN TRAINING

In 2011, there were a little less than twelve training staff per 1000 employees for midsized com-
panies.’ To understand the types of career paths training offers, it is necessary to understand
how the training unit fits in the organization. This can vary considerably across organizations.
For example, large companies typically separate management training and development from
the training of the nonmanagement employees. Each of these areas might be further divided
into more specialized activities. For example, the employee development area might contain
separate units focused on training in customer service, employee orientation, health and safety,
and each of the organization’s major operation areas (sales, manufacturing, etc.). If the company
is very large, it might also have specialists working in evaluation and research, program design,
materials development, and needs analysis. The person in charge of customer service training,
for example, would work with specialists in these areas to do the following;:

® Determine the customer service training needs in the organization.

e Develop training programs to meet those needs.

* Develop materials to support the instructional methods to be used in the programs.
e Evaluate the effectiveness of the programs.
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FIGURE 1-4 Career Path in HRD

Entry-level positions in a large company’s HRD department are usually at the specialist level.
Thus, a new hire with little experience but a good education in the training area could start out as
a materials designer or a stand-up trainer, depending on her KSAs. In a large organization, a career
path might look like the one shown in Figure 1-4. The early rotation through the various specialist
positions provides the novice trainer with firsthand experience in all aspects of the training system.
When a person has a solid grasp of the system (i.e., how it is “supposed” to work and how it “ac-
tually” works), she is able to supervise or coordinate one of the specialist areas. Some large com-
panies also require their HRD personnel to spend time in a line position, to better understand the
needs of line personnel. Thus, at some point in the career ladder pictured in Figure 1-4, the training
practitioner could find himself supervising or working in a line operation for a period of 6 to 12
months, although this requirement is still fairly unusual. Supervisors will often also rotate across
specialist areas before moving into a manager’s role, such as manager of employee development.
After sufficient experience and success as a manager, the trainer may be asked to assume responsi-
bility for all training and development activity in the organization—the training executive position.

The smaller the organization, the greater the breadth of responsibility each person in the
training unit will have. In a medium-sized company, with around 1,000 employees, the HRD ac-
tivities of employee and management training may not be separated into separate units, but car-
ried out by the same small group of people under the guidance of an HRD manager. Each indi-
vidual is expected to perform all (or most) aspects of each of the activities. Smaller companies
(100-300 employees) may not have an HRD or training department at all. Instead, a single indi-
vidual may be responsible for all training activities. In even smaller businesses, many of the HR
responsibilities, including training, are decentralized out to the line managers. HR departments
may consist of only one or two people who handle the core HR activities and act as consultants
and facilitators for the line managers in carrying out their HR responsibilities, such as training.

Another career path for a training and development professional is as a member of a training
or consulting firm. Requirements here vary greatly. There are a large number of one- or two-per-
son consulting businesses that do training. These people market some core set of knowledge they
have acquired through their work experience, education, or both. There are also some very large
training or consulting firms that operate on a national or global basis. These firms hire specialists
in certain areas such as instructional design, materials development, and evaluation. However,
these firms also prefer employees to have several years of experience as well as advanced degrees.
Generally, they are able to recruit a sufficient number of applicants who meet the experience and
education requirements, because their compensation package is typically much better than that of
the smaller firms, although compensation levels vary considerably from firm to firm.
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IMPORTANT CONCEPTS AND MEANINGS

The literature in training and development, as in other professional disciplines, is continually
evolving. As such, you will often find different meanings attached to the same terms. Thus, it is
important for us to be clear about the terms and concepts we are using. It is also useful for you,
the reader, to have a good understanding of how terms are commonly used in the field and how
they will be used throughout the text.

The basic terms and concepts used throughout the book are defined in the glossary at the
end of the book. However, the following terms are the foundation for all that follows, and we
need to be clear about meanings at the outset.

Learning

Definitions for learning found in the literature vary according to the theoretical background of
the authors. Unless otherwise indicated, the term learning in this text means a relatively per-
manent change in cognition (i.e., understanding and thinking) that results from experience and
that directly influences behavior. This definition, of course, reflects our own theoretical assump-
tions. We will discuss this definition and others at length in Chapter 3.

Knowledge, Skills, and Attitudes

What is learned can be separated into different categories. Again, how these categories are de-
fined differs according to the source. Historically, organizational psychologists used the acronym
KSAs to stand for the terms knowledge, skills, and abilities—the different types of learning outcomes.
However, the term attitudes is increasingly being substituted for the term abilities. As it turns out,
the definitions given to skills and knowledge, taken together, are not that different from the definition
of abilities. Thus, the term abilities is redundant with knowledge and skills. Abilities, for example,
are defined as “general capacities related to performing a set of tasks that are developed over time
as a result of heredity and experience.”?! Skills are defined as “general capacities to perform a set of
tasks developed as a result of training and experience.”?? The only difference seems to be whether
heredity is involved. The existing scientific evidence suggests that skills are influenced by heredity
as well as by experience. Some authors make a distinction by categorizing skills as being psycho-
motor (behavioral) in nature, whereas abilities are categorized as cognitive. In this case, abilities do
not differ from how knowledge is defined. The most commonly accepted definition of knowledge
covers both the facts that people learn and the strategies that they learn for using those facts. These
are cognitive in nature. Although some would argue that abilities are still distinguishable from
knowledge and skills, we believe the distinction to be of minimal value. On the other hand, atti-
tudes are relatively easy to distinguish from knowledge or skills. In addition, it is scientifically well
established that attitudes influence behavior, and they are learned.” Thus, to our way of thinking,
attitudes must be part of any holistic attempt to describe learning/training outcomes.

In this book, the acronym KSAs refers to the learning outcomes, knowledge, skills, and
attitudes. These three outcomes of learning are depicted in Figure 1-5. The ways in which the
three types of learning occur are interrelated but quite different. We will discuss these in depth
in Chapter 3. The definitions for the three types of learning outcomes are as follows.

KNOWLEDGE Knowled§e is an organized body of facts, principles, procedures, and informa-
tion acquired over time.** Thus, learning refers to:>

e the information we acquire and place into memory (declarative);
e how information is organized for use, into what we already know (procedural); and
e our understanding of how, when, and why information is used and is useful (strategic).

Declarative knowledge is a person’s store of factual information about a subject. Facts are verifi-
able blocks of information such as the legal requirements for hiring, safety rules, and the like. Evidence
of factual learning exists when the learner can recall or recognize specific blocks of information.
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FIGURE 1-5 Learning Outcomes

At a higher level is the person’s understanding about how and when to apply the facts
that have been learned. This is referred to as procedural knowledge. It assumes some degree
of factual knowledge, because some information must be known about an object or activity
before rules for its use can be developed. For example, one could not know when to apply the
steps in an employment interviewing process (procedural knowledge) if one does not know
the steps (declarative knowledge). Procedural knowledge allows trainees to understand the
underlying rationale and relationships surrounding potential courses of action so they can
apply their factual knowledge appropriately.

The highest level of knowledge is strategic knowledge. This is used for planning, monitor-
ing, and revising goal-directed activity. It requires acquisition of the two lower levels of knowl-
edge (facts and procedures). Strategic knowledge consists of a person’s awareness of what he
knows and the internal rules he has learned for accessing the relevant facts and procedures to
be applied toward achieving some goal. When this type of knowledge is the focus of training
or education, it is often called a “learning how to learn” program. For example, Bill has the task
of ensuring that the hiring process for his company is both legal and effective at identifying
the best candidate for the job. He would have to review and evaluate the various employment
procedures to determine which, if applied correctly, would result in the selection of the best
candidate and would fit within the law. He would have to have previously acquired procedural
and declarative knowledge related to employment law and to effective hiring procedures. He
would be using his strategic knowledge to access and evaluate the procedural and declarative
knowledge to achieve his goal of a legal and effective hiring process.

SKILLS Knowledge is a prerequisite for learning skills. A person must know “what” to do and
“when” to do it. However, a gap separates knowing those things from actually being able to
“do” them. A skill is a proficiency at being able to do something rather than just knowing how
to do it. By skills, we mean the capacities needed to perform a set of tasks. These capacities are
developed as a result of training and experience.?® A person’s skill level is demonstrated by how
well she is able to carry out specific actions, such as operating a piece of equipment, communi-
cating effectively, or implementing a business strategy.

There are two levels of skill acquisition: compilation (lower level) and automaticity (higher
level). These reflect differences in the degree to which a skill has become routine or automatic.
When a person is learning a particular skill or has only recently learned it, he is in the compilation
stage. Here he needs to think about what he is doing while performing the skill. After a person
has mastered the skill and used it often, she has reached the automaticity stage. Here the person
is able to perform the skill without really thinking about what she is doing. In fact, thinking about
it may actually slow her down. Learning how to play tennis is a good example of the different
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stages of skill development. When you are first learning to play, you must constantly think about
each aspect of hitting the ball, such as where to stand on the court, and so on. Gradually, changes
in how you grip the racket and your movement on the court become automatic, and thinking
about them actually might reduce your effectiveness. One of the values of “practicing” as a learn-
ing technique is that through practice the behavior becomes more automatic.

ATTITUDES  Attitudes are employee beliefs and opinions that support or inhibit behavior.?” In a
training context, you are concerned about employees’ attitudes in relation to their learning the
training material and their job performance. The beliefs and opinions the person holds about
objects or events (such as management, union, empowerment, and training) create positive or
negative feelings about those objects and events. Thus, changing a person’s beliefs or opinions
can change the desirability of the object or event. For example, if an employee has positive feel-
ings about a supervisor, those positive feelings are likely to become associated with the employ-
ee’s job. If the employee learns from a coworker that the supervisor said negative things about
her, job satisfaction is likely to be reduced, even though nothing about the job itself actually
changed. What changed is the employee’s belief about the supervisor’s opinion of her.

Attitudes are important to training because they affect motivation. Motivation is re-
flected in the goals people choose to pursue and the effort they use in achieving those goals.
Goals and effort are influenced by how a person feels about things related to the goal (i.e.,
attitudes). Because a person’s attitude influences behavior, attitudes that motivate employ-
ees to perform or learn more effectively need to be addressed through training. Do you think
Domtar employees immediately embraced the new way of doing business? Were they eager
to get involved in making the company more profitable before the training and other changes
were implemented? It’s highly unlikely. That is why it is important to address attitudes as
well as skills in a training program.

Consider the situation Lockheed Corporation faced about a decade ago. Concerned about
the security of their products and product development processes, Lockheed realized that it
needed either to significantly increase the current security force (which was costly) or include
security in the job descriptions of all employees. Lockheed chose the latter approach, imple-
menting security awareness training and annual security refresher training. The sessions were
designed to change employees’ attitudes about their jobs. Employees saw workplace security
as part of their individual responsibility rather than the responsibility of only the security de-
partment. Five years after the program started, the number of reports of “suspicious incidents”
increased by 700 percent.?® Training in Action 1-3 illustrates the importance of examining not
only knowledge and skills, but also attitudes when designing training programs.

Competencies

A competency is a set of KSAs that enables a person to be successful at a number of similar
tasks. In the broadest sense, a job is broken down into a set of tasks, and the competencies
required to perform the job are determined through an analysis of the tasks. A competency is
more than just KSAs; it is the ability to integrate and use the KSAs to perform a task success-
fully. A carpenter, for example, has knowledge about different types of wood, tools and their
uses, and types of finishes that can be applied to wood. This knowledge alone will not make
that person a good carpenter. The carpenter also might possess a set of skills such as cutting,
shaping, joining, and finishing. These skills alone will not make a good carpenter. The carpen-
ter might love working with wood, place a high value on quality, and find great satisfaction
working on the details of planning a project. These factors alone will not make a good car-
penter. It is the combination of these KSAs and others such as hand-eye coordination, visual
acuity, patience, and judgment that allow the carpenter to become proficient. To be success-
ful at carpentry, or at any other occupation, a person must acquire multiple competencies. A
trainer can identify the key KSAs that make a master performer successful at a given job and
then group these KSAs into appropriate clusters. This provides a broad set of competencies
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1-3 | Training in Action

Training Needs in the Student Registration Office

The offices of the president and provost at a large university
were receiving many complaints about the registration office
being unresponsive to student problems during registration
for classes. The director of registration felt that, because of
the high turnover in customer service representatives (CSRs)
who handled student problems, most CSRs did not know
the proper procedure. The director wanted to initiate train-
ing in registration procedures immediately and called in a
consultant to help develop and conduct the training.

After listening to the director’s description of what
was wanted, the consultant said, “You're probably right.
Of course, we could conduct a training needs analysis
to clarify the exact nature of the performance problem.”
The director was concerned about the time required
for a needs analysis and wanted to get training started
right away. However, in agreeing that the needs analysis
would determine specific problem areas, the director said,
“Okay, do the analysis, but let’s get started on training
right away. I want them to know exactly what they are
supposed to do.”

The needs analysis revealed the steps and procedures
that an effective CSR was required to complete in deal-
ing with an unhappy customer. For example, one of the
first steps for the CSR was to identify and clarify the cus-
tomer’s problem and to acknowledge the feelings the
customer was displaying (e.g., anger or frustration) in a

friendly and empathetic manner. Once these feelings had
been acknowledged, the CSR was to determine the exact
nature of the customer’s problem through nonevaluative
questioning (i.e., determining the facts without placing
blame for outcomes).

Interviews with the CSRs established that they all knew
the correct procedure and most could quote it word for
word. However, observation of the CSRs at work showed
marked differences in how the procedure was carried out.
Further analysis of each CSR’s skills in performing these
tasks revealed that the primary causes of unsatisfactory
performance were low skill levels and inappropriate atti-
tudes. Even though nearly everyone “knew” what to do,
some were not good at doing it. Others did not believe that
it was important to follow every step. One CSR said, “Hey,
if they get their problem solved, what do they care if I ac-
knowledged their feelings?”

Certainly training was required in this case, but not the
“knowledge” training the registration director thought
was necessary. For those CSRs who lacked the behavioral
skill to carry out the procedures, demonstrations and prac-
tice sessions with immediate feedback were provided. For
those CSRs who had the skill but did not understand the
importance of all the procedures, training sessions were
conducted in which the CSRs reevaluated their attitudes
through various educational and experiential activities.

required for the job. Linking these competencies to a set of behaviors that allow trainers to
“know it when they see it” provides a valuable tool for hiring, training, and determining pay
rates for the job. We spend a great deal of time discussing KSAs because they are the founda-
tion of competencies. Competencies are useful for understanding how the KSAs combine to
influence job performance. The KSAs determine what types of training will improve compe-
tencies and, thus, lead to improved job performance.

Training, Development, and Education

The terms training, development, and education are used in different ways by various authors.
Here, the terms training and development refer to distinct, but related, aspects of learning.
Training is a set of activities, whereas development is the desired outcome of those activities.
Training is the systematic process of providing an opportunity to learn KSAs for current or
future jobs; development refers to the learning of KSAs. In other words, training provides the
opportunity for learning, and development is the result of learning. “Training departments” are
now called Human Resource Development departments, and “management training” is called
management development. These changes in terminology reflect the change from a focus on the
process (training) to a focus on the outcome (development).

Education is typically differentiated from training and development by the types of KSAs
developed, which are more general in nature. While training is typically focused on job-specific
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KSAs, education focuses on more general KSAs related, but not specifically tailored, to a per-
son’s career or job.

FOCUS ON SMALL BUSINESS

Most business texts, especially those covering human resource management (HRM), focus on
medium- to large-sized businesses for a number of reasons, including the following:

Research typically requires a larger sample size.

Larger firms have the budgets to support research.

Policies and procedures are more formalized, thus easier to track.

Techniques described in HR texts usually require a formal HR function containing mul-
tiple areas of specialization, such as compensation, HRD, selection, and so on.

When small businesses are overlooked, a major component of the economic engine that runs
North America is ignored. Small- to medium-sized business firms account for more than 60 per-
cent of the private sector’s contribution to the economy. Most of the workforce is employed at
companies employing fewer than 100 people. Almost all businesses (98 percent) employ fewer
than 100 employees, and 93 percent employ fewer than 20. No size criterion is universally ac-
cepted in the literature for categorizing a business as large or small. We generally use the term
small business to refer to organizations with fewer than 100 employees, but on occasion, we
use examples with about 150 employees. Larger companies that employ between 150 and 500
people are usually considered to be medium-sized.

The model of the training process that we present is applicable to both large and small
businesses, but the ways in which it is implemented can differ dramatically with the size of the
company. One difference is the number of employees that need to be trained. Because larger
companies train greater numbers of employees, they must use a more systematic and controlled
method of determining what training needs exist. In smaller companies, the owner or presi-
dent can have a close working knowledge of each employee and his training needs. Another
difference is in developing training programs. The smaller business can easily determine what
types of training are more or less important to the company’s objectives and can design training
accordingly. In larger companies, again, a more systematic and formal approach is needed be-
cause the firm’s strategies and objectives are more complex. In larger companies, economies of
scale can be obtained if common training needs across the workforce are identified, thus reduc-
ing the per-person cost of training. However, a more rigorous approach to identifying needs is
required because more employees are involved.

Another difference between large and small companies is that small companies can use
less costly and formalized methods for evaluating training because the results are more easily
observed. Throughout the following chapters, where applicable, we will have a “Focus on Small
Business” section. Here, we will identify strategies and practices that might be more appropri-
ate for the smaller business. Where research results are applicable, we highlight their implica-
tions. When research is not available, we offer logic and applied examples.

Summary

39

Training was described in terms of an open system
in which it receives inputs from other parts of the
organization and the external environment. That
input is transformed by processes in effective train-
ing units into output that meets the organization’s
needs. Effective training occurs as a set of phases.
In each phase, input is acquired, a set of processes

are engaged, and output needed for subsequent
phases is produced. The training process model
provides a visual understanding of how the phases
relate to each other. Although the model shows the
phases occurring as sequential steps (needs analy-
sis, design, development, implementation, and
evaluation), in fact these phases occur in a dynamic
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fashion with feedback from one phase leading to the
next phase and recycling through some aspects of
the previous phase.

Training faces increasing demands to demon-
strate results in terms of return on investment. With
these demands come increased opportunities for the
training function to influence the direction and op-
erations of the company. In higher-performing or-
ganizations, training activities are aligned with the
organization’s strategies. The challenge for training
units is to align its resources with activities that pro-
vide the best match with strategic objectives.

Changing demographics, steadily increas-
ing market competitiveness, high demand for and
short supply of knowledge workers, and customer
demands for high-quality products and services
all challenge companies and their training depart-
ments. Companies are becoming more concerned
with creating their own talent, as significant losses
to the workforce will occur from retirements over
the next ten years. Successful companies build their
training units to serve as a continuous improvement
system and problem-solving tool. Evidence is ac-
cumulating that those companies that spend more
on training are achieving better financial results.
Improved operating methods (such as ISO and in-
creased employee competencies are also resulting in
declining union membership. This trend places the
leadership of unions in the dilemma of demanding
increased training for their membership to ensure
job security, while at the same time recognizing that
higher-skilled employees allow the company to do
more with fewer people.

The legal environment places requirements on
the training system in terms of providing mandatory

Key Terms

® Actual organizational =~ ¢ Development phase
performance (AOP) ¢ Education

e ADDIE ¢ Evaluation phase

¢ Analysis phase ¢ Expected

e Attitudes organizational

¢ Automaticity performance (EOP)

e Competency ¢ Implementation

¢ Compilation phase

¢ Declarative ¢ Instructional
knowledge Strategy

® Design phase ¢ International

¢ Development Organization for

training and ensuring equitable treatment of em-
ployees. Training units also have responsibilities
for making sure that training is safe for trainees
and that the training is consistent with protecting
the safety of those with whom trainees come into
contact after training. The increased use of outside
training vendors requires due diligence to prevent
copyright violations.

In large organizations, the training unit is di-
vided into specializations. The most typical entry
point into a training career is in a large company as
a specialist in one part of the training process (e.g.,
needs assessment, instructional design). From there,
the progression is much like any other functional
area with rotation through the different specializa-
tions before moving into a managerial position. In
smaller organizations, a few people will handle all
training responsibilities, while in very small busi-
nesses, all HR functions are usually divided among
the few people in management-level positions.

Important concepts and terms in the field of
training were defined and discussed, including com-
petencies, learning, knowledge, skills, and attitudes. The
rationale for substituting attitudes for the “abilities”
concept was provided. Though differing opinions
exist in the field of training about what constitutes
training versus development and education, train-
ing in this text will be considered to be the experi-
ences provided to people that enable them to learn
job-related KSAs. Education will be considered to
be the experiences that enable people to learn more
general KSAs that are related to, but not specifically
tailored to, a person’s job. Development will be con-
sidered to be the learning that occurs as a result of
training or education.

Standardization ® Procedural
(ISO) knowledge
¢ Knowledge ® Process evaluation
¢ Knowledge, skills, e Skills
and attitudes (KSAs) ¢ Small business
¢ Learning ¢ Strategic knowledge
¢ Motivation ¢ Training
* Open systems model ¢ Training needs
* Organizational analysis (TNA)
performance gap ¢ Training objectives
(OPD) ¢ Triggering event

e Qutcome evaluation



Case Questions

1. How did Domtar’s strategies align with its mis-
sion? Explain your answer.

2. Given the difficulty of organizational change,
what factors contributed to the success at
Domtar? How did Domtar’s management at
all levels contribute to reducing resistance to
change? What else might they have done?

3. What were the major HRD challenges asso-
ciated with Domtar’s acquisitions and joint

Exercises

1.

Review the material in Training in Action 1-3. Assume
that you were hired to develop a training program for
these CSRs. Write down what you believe are the four
most important KSAs your training must address and
your reasoning for selecting these. If done as a group
exercise, allow each member of the group to share the
KSAs she identified and her reasoning. Then reach a
group consensus as to the four most important KSAs
and your rationale for including each KSA. Each group
will then report to the rest of the class.

In small groups, discuss the training responsibilities of
supervisors and managers who are not part of the HRD
department. Prepare a list of what those responsibilities
might be and a rationale for your choices.

Questions for Review

1.

How would you define training in terms of an open sys-
tem? Does your definition differ from one that is offered
in this chapter? Explain.

How are the different phases in the training process
model related to each other?

. Describe the function of training in aligning the re-

sources and activities of an organization to its strategic
objectives.

Web Research

Each year a number of companies are identified as the
“Best Companies to Work For.” Conduct a Web search to
find a company that has recently made the list. See if there
is information about the company’s training. Conduct a
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partnerships? How were these challenges ad-
dressed, and what were the risks associated
with these approaches?

4. Take the critical facts in the Domtar case and

place them into the appropriate phases of the
training model presented in the chapter. Begin
with the triggering event and provide a ratio-
nale for why each fact belongs in the phase in
which you have placed it.

3. Identify two organizations with different environ-

ments and core technologies. Describe what these
differences are. Indicate how the HRD strategies
of these companies might be similar or different.
Provide a rationale for your conclusions based on con-
cepts in the chapter.

. Conduct an interview with a small business owner or

manager. Get a good understanding of how the com-
pany approaches training. What differences do you see
between how this company approaches training and
what was described in this chapter? What are the rea-
sons for this difference?

. Define the following terms and explain the differences:

a. Training
b. Development
c¢. Education

. What are the major issues that organizations face and

how might these issues be overcome with training?

second search to find any articles that have been written
about this company’s training. Write a one-page report
summarizing your findings. Include a separate page with
your references.
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Aligning Training
with Strategy

Learning Objectives

After reading this chapter, you should be able to:
Describe the strategic planning process, its components, and their relationships.
Describe how the external environment influences strategic choices.

Identify the major factors influencing the alignment of internal strategies with
external strategies.

Distinguish between an organization’s external and internal strategies, describe
their relationship and the value of each.

Describe the benefits of including a human resource development (HRD)
perspective in strategy development.

Describe the differences, similarities, and relationships among human resource
(HR) and HRD strategies.

Describe the process for determining the training requirements of the strategic plan.
Describe the relationship between HRD and the other HR functions.
Describe the role of HR in outsourcing of training.

Describe the field of organizational development (OD) and its relationship to
training activities, including the value of cross training between the two.

Identify possible HRD strategic alternatives and situations in which they might
be appropriate.

CASE

HERSHEY ALIGNS TRAINING WITH STRATEGY'!

Hershey Foods is the leading North American manufacturer of chocolate-related grocery prod-
ucts and exports those products to over 90 countries. Hershey sells its products to distributors
(such as large grocery and drug store chains, small retailers, wholesalers, and brokers) who
then sell these products to their customers. Hershey’s success depends on those retailers doing
a good job of promoting Hershey products in their stores. As a part of its marketing strategy,
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Hershey has a variety of promotional programs for its distributors that are used to stimulate
sales at various times during the year. One part of this strategy was a practice known as “trade
funding,” which has the manufacturer reinvest some of its profits back into joint promotional
programs with its distributors. For example, Hershey might provide financial support to a
grocery chain to create displays promoting Mother’s Day specials or to promote “three for the
price of two” specials. Hershey’s trade funding was often done on a promotion-by-promotion
basis with each customer. Both Hershey and its customers sometimes felt that these types of
promotional strategies were not effective enough. Furthermore Hershey’s executives felt that a
better approach to allocating these funds would maximize mutual benefits. In addition, there
wasn’t an effective-enough connection between a customer’s sales of Hershey products and
how much funding they received. Negotiations over these promotional investments would
also include agreements on other aspects of the customer’s relationship with Hershey, such as
pricing, shelf space/location, placement of product, creation and use of promotional displays
in stores, and joint promotion plans (for example, coop advertising), and these needed to be
more effectively negotiated into the overall strategy for executing sales with each customer.

At the beginning of 2002, believing that its current approach to allocating trade funding
was not the most effective method for maximizing return on investment (ROI) and customer
satisfaction, Hershey’s senior executives decided that significant changes were needed in its
strategy. This was at a time when Hershey’s first-quarter financial numbers were down; they
were in the middle of management reorganization; the union workers in the largest factory
were on strike; and the sale of the company was being quietly explored.

Using information from a customer satisfaction survey along with their belief that a better
trade funding method was possible, senior management came up with a new strategy with
the following key elements:

* Hershey and each customer would develop an annual promotional plan for which Hershey
would allocate funds.

* The annual plan would include a negotiated agreement on issues such as commitment to
sales targets, pricing, shelf space, and other marketing issues outside of “special” promo-
tional events.

¢ The amount of funding customers would receive would be based on their past sales record
and ability to execute the agreed-upon annual plan.

The new strategy was called “Blue Chip.” Successful implementation of the new strategy
would require salespeople to change the way they interacted with customers. Some new task
requirements would be

* gaining access to key managers (sometimes different from their day to day buyers) and
explaining to them the new trade funding approach;

* getting the customer to share sales data and information about future plans that would be
needed to help convince them of the advantages of the new Blue Chip approach;

* negotiating a new and different pay for performance approach to receiving trade funding

¢ motivating customers to engage in a new annual (rather than “promotion by promotion”)
planning process;

* gaining compliance to annual promotion plans after they’ve been negotiated; and

¢ negotiating during the annual promotion period when mutual goals were not achieved, or
when changes to the annual plans were needed

To accomplish these tasks the salespeople would require new KSAs. Some of these included

¢ knowledge of the new program,

¢ knowledge of all the factors that would be discussed in future agreements with retailers, and

* negotiation skills to deal with the more complex agreements they would be required to
execute with retailers.
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The knowledge required would be provided through meetings, management communica-
tions, and manuals; however, to effectively implement the strategy, the salespeople would need
to be adept at negotiating these new long-term deals. For the negotiation skills necessary to
implement the strategy, Hershey went to an outside vendor, BayGroup International. BayGroup
International developed an experiential negotiations workshop designed to give the salespeople
the skills necessary to make Blue Chip a success, and give their managers the skills needed to
coach their teams for optimal performance back on the job after formal training ended.

The Blue Chip strategy was introduced and the related training all took place at the May
2002 Sales Summit. The training focus was to provide the entire sales force with the KSAs
needed to implement the strategy. Implementation of a strategy such as this is complex and
difficult. Most companies would put the implementation (in this case the training) of a new
strategy on hold until they had a clearer picture of how everything would “shake out,” given
the labor strife and possible sale of the company noted earlier. What made Hershey decide
differently? Hershey needed to put both its employees and customers on notice that they
were changing how they did business. As Bernie Banas, VP of sales at the time, said, “We
were going through a transition. . . . It is critical to both Hershey and our customers that
we execute the transition flawlessly.” By combining the introduction of the strategy and the
training required to implement it, Hershey showed that it was serious about the strategy.
This wasn’t just training focused on skill gaps; it was training that connected directly to
Hershey’s business goals and strategy.

So what did the training focus on? First, pre-training executive communication (reinforced
at the start of each workshop) put the need for strategy change into a context that all the
sales force could understand, and then provided an overview of how the Blue Chip strategy
would address their needs. This was followed by BayGroup International’s negotiation train-
ing that was to provide salespeople with the skills and confidence to successfully implement
the new strategy. This training used exercises based on typical challenging negotiation situa-
tions the sales team would encounter when they went into the field to deploy it.

Discussions of Hershey’s strategic business needs included the following:

* The need for a change in strategy to improve results for both Hershey and its customers

* The need for a shift in the selling process from a relationship-based one to a more data-
driven one

* The need for a new pay-for-performance-based approach for working with customers

® The need to handle increased sophistication of customer buyers in terms of purchasing
and negotiating knowledge and skill

¢ Theneed to include all sources of value and negotiating leverage in discussions with customers

The Blue Chip strategy was then described in terms of (1) its benefits to customers, (2) its
ability to motivate customers to plan better and to incorporate all aspects of product pro-
motion within the plan, and (3) Hershey’s ability to gain compliance to the annual plans.
The training was kicked off by the senior executives, who directly connected the training
objectives to the business needs. These training objectives were based on what was going
to be needed in terms of KSAs to effectively implement this new strategy. In other words,
a future-oriented performance gap (need for effective negotiation skills) was evident based
on the current salespeople’s KSAs. They would need to be adept at negotiating in order to
implement the new strategic plan effectively. This made the negotiating training highly
relevant and central to the success of the strategic change. The content of this training was
based on the technical aspects of the Blue Chip program and its deployment through ef-
fective negotiation skills, tools, and sales management processes. The negotiation skills
helped the sales force effectively balance Hershey’s interests with the maintenance of a
collaborative relationship with the customer. All the training was focused on the practical
application of the new KSAs. Experiential and discovery learning techniques were used
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to deliver this training, which was particularly important to help the seasoned Hershey’s
sales team see the weaknesses of their current negotiation approaches (built up over many
years) and highlight the need for personal skill development.

The new strategy proved very successful for Hershey, as its financial numbers have
improved and so have its surveys of customer satisfaction. Share price has improved as
well. In May of 2002, Hershey was trading at $34 a share. In May of 2010, it was trading
at $47. The new strategy would not have been successful had the sales force not imple-
mented it correctly. The training provided at the summit, as well as the follow-up training
and coaching of the sales teams was crucial to the strategies’ successful implementation.
But just as critical were the changes to the internal reinforcement systems at Hershey that
supported the changes required of the sales force. Hershey continued to build on its suc-
cesses by implemented follow-up training in subsequent years, as well as consulting from
BayGroup International experts for specific sales teams to help them execute their strate-
gic account strategies.

As a side note, Hershey has an interesting training philosophy. They believe that visible
short-term victories lead to credibility and future funding for long-term training and devel-
opment projects. One rule of thumb is that every year’s training budget should include at
least one key strategic initiative that is “close to return on investment (ROI).” Clearly the Blue
Chip initiative met this criterion.

OVERVIEW

As indicated in Chapter 1, aligning training activities with the goals and strategy of the organiza-
tion has been the top priority of HR and HRD leaders for many years. The Hershey Foods case ex-
emplifies this process. Note how it was done. First, the specific strategic plan is analyzed and it is
determined whether any new job requirements are needed. In this case some new tasks related to
being able to convince customers of the value of the new Blue Chip strategy were identified. Once
the tasks are identified, the KSAs necessary to complete these tasks are identified. Then training
needs to be developed, or purchased, to provide these KSAs. In the Hershey case, the training was
purchased from a well-known and well-regarded consulting firm.

Hershey realized that when you tie your training to specific strategic initiatives, it ensures
that training dollars are put to the best use. This chapter provides a general explanation of
business strategy and ways to make sure that training is aligned with that strategy. To better
understand how to align training with strategy, it is first necessary to understand the strategic
planning process.

STRATEGIC PLANNING

Formalized strategic planning is a process used to determine how best to pursue the organiza-
tion’s mission while meeting the demands of the environment in the near (e.g., next year or two)
and long term (e.g., next five to ten years). A proactive strategy focuses on the longer term, and its
process is more formalized, typically involving sophisticated analytical and decision-making tools.
This is the process Hershey used. Its purpose is to build a good fit between the organization and
its future environment. However, strategy can also develop in a more reactive fashion, responding
to short-term business conditions. In a reactive strategy less formal analysis and planning occur
and more attention is focused on the immediate future. Many suggest that both reactive and proac-
tive strategies are necessary for an organization to be effective.> The proactive process uses a best
guess about what the future will bring, whereas the reactive process addresses how operations will
confront what exists now and in the next year or two. A strategic plan that positions the firm for
long-term expectations but is modified by the firm’s experience as it moves forward is preferable to
either having a rigidly held long-term plan or reacting only to short-term experience.
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FIGURE 2-1 Linkage Between Strategy, Tactics and Objectives

Implementation, Evaluation, and Feedback

To be effective, strategic planning should occur throughout the organization, with each
higher level of the organization providing direction to the lower levels. Once a strategic plan
has been developed, organizational units develop or are given objectives by higher-level units
that, when combined, will implement the strategy. The units develop their own strategies and
tactics to achieve the organizational strategies. Individuals within the unit are given or develop
objectives that will help achieve the unit’s objectives. Thus, from the HR unit’s perspective, the
organizational strategy provides the direction for HR's strategic objectives. HR develops sup-
porting tactics that provide the HR staff with a set of objectives to achieve (see Figure 2-1). In
this way, plans for implementing the organization’s strategy are developed and coordinated
throughout the organization.

So imagine you are the vice president of HR at Domtar (the case from Chapter 1). You have
your objectives from the strategic plan. What is the next step? Well you need to meet with the
various HR units and provide them with objectives that will help the overall strategic plan come
to fruition. The unit responsible for compensation will need to consider implementation of an in-
centive compensation system tied to the new strategic focus. To implement an effective incentive
system requires an effective performance review and feedback process. But recall that such a sys-
tem would also be required to attain one of the goals of the strategic plan; improving employee
performance. Can you think of anything else? What about the organizational development unit?
Implementation of Kaizen would be high on their list of objectives. What are the chances that all
these HR projects would be approved and funded? Since they were all tied to the implementa-
tion of the strategic plan, all were funded.

Given all you now know, what will be required from the training department? A new
incentive system will require some level of training for managers expected to implement
such a program. Furthermore, suppose that the new performance appraisal system was fo-
cused on objective setting (i.e., Management by Objectives—MBO). This would require train-
ing in how to develop objectives with subordinates as well as effective feedback skills for the
management meetings with subordinates. The new strategic focus espoused by Raymond
Royer would require getting all managers on board with a solid understanding of this new
focus through some level of training. Also the employee orientation program would have to
be modified to reflect this new focus.

These are some of the ways in which organizational training is a key to implementing
the strategic plan. What about the formation of Domtar’s strategic plan? Should the HRD
unit have had any input on the front end? As you might have noted, the success of the strat-
egy depended heavily on the competencies of the workforce. Without knowing the current
capabilities of these individuals, Domtar does not know whether it has the capacity to suc-
cessfully implement the strategy. The same can be said of Hershey’s strategic plan. Without
Hershey having a workforce with the right competencies, the strategic plan would not get off
the ground. HRD can and should be involved with strategic planning at the following three
levels: organizational strategy, HR strategy (tactics), and HRD strategy (more tactics). We will
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review the factors that go into developing a strategic plan before covering these areas. Our goal
here is to provide you with the basics needed to understand strategy development, so we will
not cover the area in depth. For the sake of brevity and general understanding, we have simpli-
fied many of the concepts and principles.

Organizational Mission

Strategies are created to achieve the organization’s mission. A mission statement articu-
lates why the organization exists. The mission is the focal point for strategy development
because it outlines what the strategy is designed to achieve. Here are examples of relatively
short and clear mission statements from two different types of organizations.

MISSION OF OZONE HOUSE (A SOCIAL SERVICE AGENCY)

Ozone House is a community-based, not-for-profit agency that seeks to help youth lead safe,
healthy, and productive lives through intensive prevention and intervention strategies. Since
1969, Ozone House has actively developed unique, high-quality housing and support programs
and services that provide support, intervention, training, and assistance to runaway, homeless,
and high-risk youth and their families. Through these support services, we help youth develop
essential life skills, improve their relationships, and enhance their self-image so that they may
realize their full potential for growth and happiness.?

MISSION OF HERMAN MILLER

Herman Miller, Inc., is a leading global provider of office furniture and services that create great
places to live, learn, work, and heal.*

These statements, though different, show many similarities. A good mission statement is a fairly
general description of what the organization seeks to accomplish. It describes the products or
services the organization provides, to whom it provides them, and what it wishes to accomplish.

Strategic Choices

Strategies reflect choices that the organization makes about how to pursue its mission. An orga-
nization must choose from among several often contradictory strategies. The strategic choices a
company makes have significant implications for where HRD should focus its resources. To effec-
tively align the unit’s activities with the strategies, a manager will need to understand the factors
that have led the organization to its strategic choices. The literature dealing with strategy contains
a great many categorizations and terms that refer to different types and levels of strategy. For sim-
plicity, we choose the term “competitive strategy.” Competitive strategy focuses on positioning
the company’s products or services in the marketplace. This important strategy encompasses the
internal and external choices the company makes to improve or retain its competitive position.

Two types of competitive strategy are market leader and cost leader. Firms that choose the
market leader strategy are also referred to as prospectors® and innovators.® Their strategy is to
find and exploit new product and market opportunities. Success depends on their capacity to
survey a wide range of environmental conditions, trends, and events and to move quickly into
windows of opportunity. Market leaders typically use multiple technologies capable of being
used in many different ways.

Companies that adopt the cost leader” strategy, also referred to as the defender strategy,®
represent the opposite end of the continuum. This strategy’s main goal is to be the low-cost
provider in the industry. Success depends on pricing competitiveness and having a product that
is acceptable to (but not necessarily the best in) the market. Success is achieved by producing a
standardized product or service efficiently, using economies of scale low-cost labor, and intro-
ducing innovative production methods.

Most organizations with multiple products or services will have different strategies for
each product or service. Additionally, there are many ways to pursue a single strategy. For

47



48

Chapter Two e Aligning Training with Strategy

example, one way to pursue a cost leader strategy is to aggressively pursue competing bids
from as many suppliers as possible, then accept the lowest bids from as many suppliers as are
needed to meet requirements. A different tactic is to develop long-term relationships with a
few suppliers with capacity to meet your requirements, guaranteeing sole supplier status in
return for meeting a specified price target. For the HRD unit looking for outside training, this
might mean choosing between having a large number of external training contractors or a single
contractor who guarantees a low price. Both tactics can reduce the cost of needed goods and
services, but they result in different effects on the purchasing activities of the organization and
on supplier relationships. Among the feasible alternatives, the company seeks to choose the one
that will best achieve the mission. Which will be “best” depends on how the organization ad-
dresses the strategic contingencies described in the following sections.

EXTERNAL ENVIRONMENT An organization’s external environment consists of elements out-
side the organization that influence the organization’s ability to achieve its mission, such as
competitors, the economy, societal norms and values, laws and regulations, raw materials, sup-
pliers, and technological innovation. Each organization must determine the threats and oppor-
tunities that exist in its environment and address those that are critical in the strategy. What
kinds of environmental factors might be important in the Hershey Foods case? In addition to
identifying the critical threats and opportunities, the organization must assess how stable these
will be in the future.

Environmental uncertainty is determined by two factors: complexity and stability.
Environmental complexity refers to the number of factors in the environment and the degree
to which they are interrelated. Environmental stability is the rate at which key factors in the
environment change—the more rapid the change, the more unstable the environment. When the
environment is more complex and unstable, it is more uncertain. When it is simpler and more
stable, it is more certain. Figure 2-2 depicts this relationship.

In more uncertain environments, the organization must be flexible and adaptable if it is to
respond effectively. A market leader strategy is consistent with this situation. More certain environ-
ments reward “getting it right and sticking to it.” A more standardized operating system can mini-
mize costs and maximize profitability, a situation consistent with the cost leader strategy. Uncertain
environments generally favor strategies using more decentralized decision making, whereas exter-
nal environments that are certain usually find centralized decision making more effective. Given
two similar organizations, the one choosing the market leader strategy will, by definition, compete
in a more uncertain environment. The cost leader competes best in established and more stable
markets. This environment may be more hostile, but it will experience a slower rate of change.”

Internal Alignment with Strategy

Once a company has chosen a competitive (external) strategy, it needs to align its internal envi-
ronment with that strategy. It needs an internal strategy (such as becoming more flexible) that
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FIGURE 2-3 Relationships among Mission, Strategy, Technology and Structure

provides direction for internal systems. For example, in the Hershey Foods case, Blue Chip was
the external strategy. Internally, this meant that salespeople would be required to negotiate ef-
fectively with their customers and that trade funding allocations would be based on new crite-
ria. Thus, some of the internal changes required were the development of negotiating skills for
the sales force (training needs), a reward system that acted to reinforce the appropriate behavior
of the sales force, and the decision-making system for allocating the trade funding dollars (non-
training needs). Two key factors in the internal strategy are the organization’s core technology
(how the principal products or services are created) and its structure (e.g., division of labor,
policies, and procedures). Since the Hershey case didn’t require changes in the product, but
rather in the behavior of employees, it was only the structure that needed to be changed to align
with the new strategy. Figure 2-3 represents the relationships among environment, strategy,
structure, and technology.!? As the figure indicates, strategy is the process of making internal
adjustments to accommodate the demands of the external environment while remaining true to
the mission. Note, however, that the arrow between strategy and environment shows influence
in both directions, reflecting the fact that the choice of competitive strategy may change the en-
vironment in which the firm operates.

TECHNOLOGY Technology is how the work is done in the organization. Each unit in the orga-
nization uses technology to accomplish its tasks. Core technology refers to the main activities
associated with producing the or%anization’s principal products and services. Technology can be
categorized in a number of ways.!! Taking some liberties with these approaches, we use a simple
continuum of “routine” to “nonroutine” technologies. At one end, the routine technology label
is applied to tasks with outcomes that are highly predictable, demonstrate few problems, and
use well-structured and well-defined solutions when problems do occur. High-volume assembly
lines, such as in a garment factory or some automobile plants, are examples of routine technol-
ogy. Such operations consist of highly specialized tasks and well-defined rules for coordinating
activities. Decisions are usually top—down and highly formalized, leaving little discretion to the
line employee. Routine technology is most often seen in the cost leader strategy. Even though the
initial infrastructure required to put this technology in place can be expensive, its efficiency in
high-volume production provides low production cost per unit.

A task using nonroutine technology is characterized by results that are difficult to predict,
because problems occur unexpectedly, and solutions to these problems are not readily available
and need to be developed on a case-by-case basis. With this type of technology, management
needs to provide lower-level managers and line employees with more decision-making author-
ity to meet the challenges encountered. This responsibility, of course, means that the firm needs
employees with a higher level of KSAs. This technology also requires greater task interdepen-
dence, which increases the need for coordination and integration. Managers and workers need
decision-making authority within their own areas, but their activities must also be coordinated
with the activities of others. Thus, employees must be given clear goals and parameters for their
work outcomes but also be allowed to determine the best way to meet them. This type of tech-
nology is more typical of market leader strategies in which the development and production of
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new products is key. The cost of the nonroutine technology might be high, but new products can
command high prices in the marketplace.

STRUCTURAL CHOICES The internal strategy should also address the ability of the organiza-
tion’s structure to carry out the competitive strategy. Organizational structure refers to how
a firm is organized (how labor is divided) in addition to the rules, policies, and procedures
used for making decisions and coordinating its various activities. The organization’s structure
defines how the internal operations interact with the external environment. To be most effec-
tive, the organization’s structure should funnel environmental input to those units best able to
take advantage of opportunities and avoid threats. At the same time, it must facilitate the core
technology. Although there are many structural components, we will examine only these three:
organizational design, decision autonomy, and division of labor.

Organizational Design The number and formality of rules, policies, and procedures
created to direct employee behavior is the essence of organizational design. An organiza-
tion’s design can lie somewhere on a continuum ranging from mechanistic to organic.'?> A
highly mechanistic design reflects an organization with highly defined tasks, rigid and
detailed procedures, high reliance on authority, and vertical communication channels. A
highly organic design reflects an organization that has flexibility in its rules and proce-
dures, loosely defined tasks, high reliance on expertise, and horizontal communication
channels. Few organizations operate on the extremes of this continuum; most lean more
toward one end or the other.

The organic design places more emphasis on KSAs, whereas the mechanistic focuses
more on technical and financial systems and resources. In the mechanistic design, employ-
ees’ technical and interpersonal skills and behaviors are prescribed. In the organic design,
these skills and behaviors are permitted to evolve (within broad parameters) to supplement
and complement the unit’s technology. As you might suspect, the organic design is most ap-
propriate for nonroutine technologies, whereas the mechanistic design is more appropriate
for routine technologies.'

Decision Autonomy Decision autonomy is the amount of authority given to employees
in deciding how to complete a task, and the degree to which they are able to influence goals and
strategies for their work unit.!* Individual or small-group decision autonomy is a function of
whether decisions are centralized or decentralized. Cost efficiencies are associated with more
centralization, whereas flexibility /adaptability is associated with decentralization.!®> Thus, cen-
tralized structures are more appropriate for cost leader strategies and decentralized structures
for market leaders.

Division of Labor The way in which the work of the organization is divided among the
units and organized is called division of labor. One way in which labor is divided is between line
(those working directly with the core technology) and staff (everyone else); another is between
management and labor. Some organizations divide their tasks by products, some by customers,
and others by geography. Some divide work into functional areas, while others organize work
around the processes in their core technology. Even though each of these divisions is important,
our focus is on the degree to which duties and responsibilities within the organization are spe-
cialized. We place organizations on a continuum from narrowly defined (specialized) to gener-
ally defined (nonspecialized) duties and responsibilities. The more specialized the duties and
responsibilities, the more centralized the decision making and the more mechanistic the organi-
zation. This results from the need to closely oversee and coordinate the activities of employees
whose scope of responsibility is fairly narrow. In organizations with duties and responsibilities
that are nonspecialized, a more organic and decentralized structure is appropriate. This allows
employees to coordinate their activities less formally and provides more flexibility and adapt-
ability for the organization. Again, you can see the close relationship between an organization’s
core technology and division of labor.
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Aligning HR and HRD with Strategy

The HR function must support and enhance the organization’s corporate strategy. This is ac-
complished by making sure that the various components in the HR system—such as staffing,
HR planning, performance appraisal, compensation, health and safety, employee and union
relations, and, of course, training—are aligned with the strategic plan. Each of these systems
has a direct impact on the organization’s effectiveness. Integrated under the HR umbrella, each
can enhance the organization’s ability to mobilize and motivate the employees to carry out the
competitive strategy.

Why should companies invest in developing a strategic HR management capability?
Two reasons. First, as Kristi Yowell, the former Training and Development Manager of Towson
University says, “I always ensured at least 75 percent of all training had a strategic connection.
Why? To ensure funding.” Second, evidence indicates that firms that do so will significantly
increase their market value.!® Data collected from more than 2,400 firms show that when HR
systems achieve operational excellence and are aligned with the firm’s strategic goals, the mar-
ket value of the firm increases by about 20 percent. So investing in HR excellence and bringing
HR systems into alignment with business strategies provides a clear competitive advantage.

HR should contribute to the development of the organization’s competitive strategy and
of course support those strategies once they are adopted. Decisions about competitive strategy
need to be reflected in HR strategy, and vice versa. For example, if the company’s operations are
labor intensive and a strong union consistently demands high wages and restrictive work rules,
it would be foolish to adopt a cost leader strategy without addressing these issues. Similarly, once
the company makes the decision to adopt a cost leader strategy, HR must develop its own strate-
gies for supporting cost leadership. Assume that a cost leader strategy requires a change in pro-
duction technology that adds more automated equipment. This change would eliminate many
labor-intensive jobs and add some technical jobs, thus providing a net labor saving. Such a change
could be successful only if HR can fill the new technical positions with qualified people. Other HR
factors would also need to be considered, such as the effect on labor relations and the financial
costs associated with eliminating the old and staffing the new jobs. The HR department’s input
into the strategy formulation process would be to assess the HR issues critical to the strategic alter-
natives. Failure to address the HR side of the strategy could lead to the purchase and installation
of a new technology that, among other things, is too costly to staff, creates labor conflict, produces
conflicts in the existing culture, or requires lengthy training, thus delaying the implementation of
the technology. What were the critical HR issues at Hershey Foods and Domtar?

We are not suggesting that HR issues should be the only, or the most important, influence on
the strategic direction taken by an organization; however, they should be part of the equation. The
relative importance of strategic variables such as technology, financial assets, product mix, and
HR varies from one context to the next. Likewise, the importance of HRD issues to competitive
strategy depends on how central employee competencies are related to successful implementa-
tion. Figure 2-4 shows how HR and HRD are related to the organization’s business strategy.

Training in Action 2-1 describes the experience of Hewlett-Packard Canada in strategy re-
formulation. As illustrated in this example, the external strategy must be supported by internal
strategies that bring the structure and core technology into proper alignment. HR and HRD are
typically key players in the development of these internal strategies.

HRD is a part of the HR unit and contributes to the development of new strategy by pro-
viding an assessment of employee strengths and weaknesses relating to the competitive strat-
egy being developed. Unfortunately, many organizations do not think of HRD in this strategic
sense. Business strategies are often formulated with little consideration of employee capabili-
ties, and it is only after implementation problems surface that HRD considerations arise. These
problems often result in costly delays in implementing the strategy, and in some cases, even
doom the strategy to failure. If the competitive strategy requires increasing the competencies
of employees, the various methods of approaching this task would need to be examined. As a
part of this, HRD would make an estimate of the time and resources required for employees to
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2-1 | Training in Action

Back from the Brink!”

In the early 1980s, Hewlett-Packard (HP) Canada was con-
sidered to be a slow-moving, inefficient company com-
pared with its new competitors in the computer equipment
business. Although it had state-of-the-art printers and
other computer-related equipment, it was slow to get these
products to the market, and its prices were comparatively
high. Business results were poor and projected to worsen.
Furthermore, a recession was in full swing. How did it
manage to turn that around to become a market leader? A
rethinking of the competitive strategy was necessary. Top
management performed the normal strategic planning
activities, but it also formed teams to target companies in
need of computer equipment and to determine what HP
Canada needed to do to win their business. After analyzing
their environment and internal strengths and weaknesses,
the HP strategic planning team adopted a strategy combin-
ing elements of both quality and cost leadership.

To address the internal weaknesses related to this
strategy, HP Canada cut staff and streamlined opera-
tions. The sales force, for example, had been organized
into separate groups specializing in one or a few prod-
ucts. Under the new structure, the groups were merged
into a sales force organized around customers but famil-
iar with all products. HP Canada also relied on develop-
ing economies of scale in the production of its printers
and pricing them competitively rather than taking large
profit margins on their popular models. This strategy
of getting a smaller unit profit from a larger volume of
units, combined with improvements in product quality,
vaulted HP Canada back into a market leadership posi-
tion. Profits increased in spite of a continued Canadian
recession. By the late 1980s, HP Canada positioned itself
to be one of the toughest competitors in a competitive
industry.
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be ready to implement the strategy. This allows the strategic planning group to determine the
feasibility and cost/benefit of the strategy.

You might think that hiring from outside the organization to improve the competency base
of the organization wouldn’t involve HRD much. In this approach, competencies are imported
through recruitment and hiring. Even here, however, HRD needs to be involved in orientation
and any other new employee training. If current employees are to be terminated or reassigned,
HRD is likely to be involved in outplacement or training for the new job.

In the Domtar case, it became clear that no one had the knowledge and skills to imple-
ment a Kaizen approach to quality management. Domtar brought in an expert from outside to
oversee the implementation process, but he would not be able to train the workforce by himself.
The company wanted to improve customer service skills throughout the organization. It also
needed to instill the Domtar values in the new employees it had inherited from mergers and
acquisitions. Clearly, HRD needed to be a part of these strategic discussions.

Of course, the HRD unit’s primary responsibility is to align itself with and support the or-
ganization’s strategies. It does this by developing training that focuses on critical competencies
that are needed to meet strategic performance objectives and delivering that training to the right
people. HRD can better align itself with the organization’s strategy by maintaining close con-
nections to the product development area. Every business, whether it delivers goods or services,
develops and delivers a product. New products are often a part of new strategy and require
training for one or more of the following: the sales force, customers, and production employees.
The earlier the training unit is able to understand the training needs relating to the new product,
the better able it will be to meet those needs.

The HRD unit also plays a key role in identifying and assisting in the removal of barriers to
desired performance. This last role is addressed in more depth in the next section.

OD, STRATEGY, AND TRAINING

The very best outcome that training, by itself, can achieve is the increase in trainee capabilities,
that is, the trainee’s ability to perform. The value of this comes from the transformation of this
capability into improved job performance. Getting improved performance from improved capa-
bility is a performance management challenge. The HRD unit is focused on achieving the “capa-
bility,” and organizational development (OD) is focused on the management of performance.
Thus, the two should go hand in hand. The planning and implementation of strategy involves
change—both in the way the organization interacts with its external environment and in how
it manages its internal operations. OD deals with creating and implementing planned change.
Thus, strategic planning and OD should go hand in hand. Unfortunately, in many organizations,
these three sides of the organizational effectiveness triangle are not always aligned. In the sec-
tions that follow, we discuss what OD is and how it relates to strategic planning and training.

OD provides a research base and set of techniques related to organizational effectiveness and
managing change. As the organization’s objectives and strategies change, the KSAs required of em-
ployees also change. However, it is not enough simply to provide new KSAs. The organization’s
systems and procedures must change to support the use of the new KSAs if the desired change in
performance is to occur. In the Hershey Foods case, what types of systems and procedures needed
to change to make the new strategy successful? The reward system? The way Hershey is organized?
The HRD process? The field of OD provides processes for identifying when systems and procedures
need to change and how to manage the change. So let's examine the strategic planning process and
the ways that HRD and OD can support each other in the implementation of a strategic plan.

OD and Strategy

Whether an organization’s strategies are developed proactively or reactively, they require sup-
port from the internal systems. Organizational change is an inherent part of the process of
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TABLE 2-1 Steps in a Generic Planned Change Model

Establish a compelling need for change.

Develop, in collaboration with the concerned parties, the goals to be achieved.
Determine what is causing the need for change.

Identify and evaluate alternative approaches for addressing the need for change.
Select an approach for addressing the need for change.

Implement the approach.

Evaluate the results.

® NV A WN =

Feedback the results to the organization.

a. If results are favorable, go to step 9.

b. If results are unfavorable, go back to step 4.

9. Internalize the change. The changes made become routine and the normal way the
organization conducts its business.

developing and implementing strategy. Organizations must resolve the following three core
issues in developing and implementing strategy:'®

1. Technical design issues. These issues arise in relation to how the product or service will be
determined, created, and delivered.

2. Culturallideological issues. These issues relate to the shared beliefs and values that em-
ployees need to hold for the strategy to be implemented effectively.

3. Political issues. These issues occur as a result of shifting power and resources within the
organization as the strategy is pursued.

These three issues are critical to the organization’s ability to achieve its objectives. In develop-
ing strategy, decisions such as what products to develop, how to manufacture them, and what
marketing techniques to use will signal shifts in organizational values, power, and resources.
These issues will need to be managed effectively to create support for, rather than resistance
to, the strategic plan. The field of OD can help organizations manage change effectively. OD
techniques provide methods for change to occur in an objective, goal-directed manner that ad-
dresses the needs of both the organization and the employees affected by the change. OD uses
an open-system, planned-change process that is rooted in the behavioral sciences and aimed
at enhancing organizational and employee effectiveness. A model of a generic planned-change
process is provided in Table 2-1.

The strategic planning process, if done properly, is an OD approach to change. The first
step, establishing a compelling need for change, occurs in strategic planning during the envi-
ronmental scanning phase. The need for change is made apparent when the strategic planners
identify the threats and opportunities in the external environment and compare that informa-
tion with what the organization is currently doing. A need for change is established when a
gap exists between what the organization is doing and what the external environment requires
(or will require). Next, the company’s business objectives are set (step 2 in the change model).
The company’s current strengths and weaknesses are analyzed to determine what internal
changes are necessary (step 3). This information provides the compelling need for internal
change, and internal strategic objectives are developed for these areas. The rest of the steps in
the OD model concern the development of tactical activities to achieve the strategic objectives.

LEVELS OF CHANGE AND RESISTANCE Whenever internal change is planned, the plan should
address the following three levels in the organization:

1. The organization itself: The way the organization is put together (i.e., what we call struc-
ture and design) must be examined to ensure that work is allocated appropriately and
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organizational systems are supportive of the change. This level of analysis identifies how
labor is to be divided and what rules and procedures will govern operations.

2. Groups and their interrelationships: The way work is performed in the organizational
units (i.e., the sociotechnical systems) and how the outputs of the various units are in-
tegrated are the focus of this level of analysis. The issues here concern the design of jobs
within units of the organization and the interrelationships of the jobs to one another.

3. Individuals within groups: The changes in performance that will be required of employ-
ees must be identified and mechanisms—facilities, machines, equipment, and KSAs—put
into place to enable the desired performance to occur.

Resistance to change is a common occurrence. Without sufficient motivation to change, re-
sistance is natural. Change requires effort, new learning, and possible shifts of resources and
outcomes. Often, those satisfied with the status quo can create enough resistance to derail the
change effort, even to the point that the business fails. A major factor in this resistance is the
failure of the change process to address all three levels of change. For example, instituting a
work-team system in the organization without addressing the performance appraisal system
will naturally cause resistance to the new approach. People may ask, “Why should we work as a
team if we're getting evaluated as individuals?” Training in Action 2-2 provides a good example
of what can happen if all three levels are not addressed in the change strategy.

Achieving successful change at one level can require analysis and possibly interven-
tions at the other levels. Consider the effect of a change in the organizational structure. Work
would be allocated differently so that some units might get work they have not done before
while others might have certain jobs taken away. The affected units would need to change
their work processes because they would have different amounts or types of work to do.
These changes would require OD interventions at the group level. Here, the OD practitioner
is involved in the design or redesign of jobs and work systems and the associated inter-
personal relationships. In addition, changes in how these work groups interact with others
would be required because they would now be producing something different. Employee re-
sistance to new procedures would need to be addressed as jobs are being redesigned. At the
individual level, employees would also need to acquire the knowledge and skills necessary
to perform their redesigned jobs.

You might think that these three levels of change are intertwined only if the change
occurs at the organizational level. However, they are integrated no matter where the initial
change takes place. This is why it is important to take a systems perspective. Suppose you
want employees to increase their skill at integrating quality control (QC) into their produc-
tion work. Of course, training at the individual level is required. But is it the only thing
necessary for the change to be successful? Even if employees’” KSAs are developed, the job
itself and the organizational systems must support using the KSAs. The company will need
to ensure that the design of the job supports the performance desired from its employees.
For example, the equipment and tools might need to be changed. Also, if employees feel
that QC is just a way for management to eliminate their jobs, they might resist this inter-
vention, and providing new KSAs will not be enough. Work group norms (i.e., attitudes)
will need to be changed to be consistent with QC objectives. At the organizational level,
reward and appraisal systems would need to support the desired performance outcomes
and work procedures. If the focus of the appraisal system does not assess the quality of the
employees’ work but only the quantity produced, employees will not be likely to sacrifice
quantity for quality. The appraisal system needs to reflect the importance of quality as well
as quantity. The point is that the components of the organization (structure and design,
jobs and employees) are interdependent, and changes in one need to be addressed as part
of the overall change effort. The training needs analysis process (Chapter 4) provides a
model for determining not only what training is needed, but also what other changes are
necessary to manage performance so that increased capabilities get transformed into in-
creased job performance.



56 Chapter Two e Aligning Training with Strategy

2-2 | Training in Action

Self-Managed Work Groups at an Automotive Parts Plant

A southeast Michigan automotive parts manufacturing
plant was divided into three manufacturing areas (Areas A,
B, and C). The Area B manager, after some initial research,
decided to install self-managed work groups (SMWGs). An
outside consultant was brought in by the manager to assist
in the change. The following activities were carried out in
the order presented:

1. A steering committee was formed consisting of the
plant bargaining committee chairperson, and two other
United Auto Workers (UAW) representatives, the area
manager, the plant industrial relations manager, two
area superintendents, and the consultant. This group
developed and managed the change process.

2. An analysis of Area B employees, supervisors, and pro-
duction systems was conducted to identify areas for pi-
loting the SMWG concept. Three production processes
were selected on the basis of employee and supervisor
interest and on the ability of the production process to
create natural groupings of employees. While the equip-
ment in these areas would remain the same, some of
the tasks, and how work was assigned to individuals,
would change as a result of the team concept.

3. Training was provided as described here, with duration
indicated in parentheses.

a. All Area B employees received a general orientation
to SMWGs. This orientation included an overview
of the changes that would occur in the pilot groups,
the process of determining how those changes would
occur, the role of staff support functions (e.g., engi-
neering, accounting, etc.), and a question-and-an-
swer period. (2 hours)

b. Supervisors and line employees in the SMWGs were
provided with the following:

* A more in-depth orientation, including the goals,
roles, and expectations for the SMWGs and the
salaried coordinator (formerly supervisor).

¢ In addition, each SMWG developed a team mis-
sion and set team goals. (4 hours)

* Basic team skills: interpersonal communication,
interpersonal relations, conflict management, and
problem solving. (16 hours)

¢ Team-building training for each group consisting
of both instruction and trainer-facilitated applica-
tion. After each component of training (e.g., devel-
opment and assignment of roles), the team would
apply the concepts and principles to their team.
For example, after presentation of the team proce-
dures material, the team developed an “operating
plan,” describing how work would be assigned,

how team meetings would be conducted, how co-
ordination between shifts would occur, and so on.
(20 hours)

e Training in information management, group fa-
cilitation, meeting management, and stress man-
agement to prepare supervisors for their new
roles as salaried coordinators. Time was also pro-
vided for them to identify problems in carrying
out their new roles and to develop potential solu-
tions. (8 hours)

c. Consultation for SMWGs and salaried coordina-
tors was ongoing for a year after completion of
the training.

This applied example demonstrates elements of effective
change management at the group and individual levels.
However, problems were encountered at the organiza-
tional level.

Group Level

All SMWGs were informed of why the change was desir-
able and understood what the change would mean to them
personally and how Area B and the plant would benefit.
Their representatives on the steering committee (UAW rep-
resentatives for the line employees and management for
the supervisors) ensured that all voices would be heard.
Each work group helped shape the way the change was im-
plemented in that group by developing the team mission
statement, goals, operating procedures, and so on.

Individual Level

Prior to implementation, each individual could choose
to remain in the work group or move to a different work
group in the plant. Only a few individuals chose to leave
their work groups. Extensive training provided each in-
dividual with the KSAs needed to be successful in the
SMWG concept.

Organizational Level

This effort ran into problems in two areas. First, no changes
were made in the performance appraisal system, so sala-
ried coordinators were still evaluated on the criteria used
for supervisors. Thus, coordinators began reverting to
their old supervisory behaviors, telling SMWGs what to do
rather than helping the groups learn what to do. Second,
no changes were made in support systems such as engi-
neering and accounting. Accounting would not furnish the
SMWGs with cost and operating efficiency information in
a form they could understand. Without this information,
the SMWGs were unable to determine whether they were



meeting their goals. Equally troublesome was the relation-
ship with engineering. Engineers were used to coming into
an area and telling the employees what was wrong and
how to fix it. The new system required them to work with
the SMWG to determine both the problem and the solution.
Engineers saw this process as a waste of their time as they
already knew what to do. As a consequence, engineers fre-
quently would not show up at team meetings and would
implement changes without consulting with the SMWG
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that was affected by the changes. Because the engineers did
not report to the area manager, he had little control over
how the engineers interacted with the SMWGs.

These problems could have been prevented if orga-
nizational systems had been addressed as a part of the
steering committee’s change management plan. The plant
manager needed to be a part of the steering committee as
he was the only one with the authority to make system-
wide changes.

Training and OD

Using OD’s principles-of-change management will increase the probability that your organiza-
tion’s strategic plans will be effectively implemented. But training also focuses on change, so
change principles also apply to training efforts. By including an analysis of organizational is-
sues as an integral part of the training needs analysis, the organization ends up not only with
programs that address the KSA needs of employees, but also with an increased awareness of
what other problems (the nontraining needs) have to be solved by other means. Trainers also
use organizational information to better design programs so that problems related to applying
the training are addressed in the training rather than becoming surprises after training ends.
Despite the seemingly obvious advantages of collaboration between OD and training pro-
fessionals, a gulf sometimes seems to separate the two. Consider the following examples:'”

* An executive complains that his training and OD people cannot seem to work together.

¢ Training staff complain at length about a manager they consider unreasonable and attri-
bute her faults to her background in OD.

* A training staff member objects strongly when told that training needs analysis data could
be used to identify performance problem solutions other than training.

Table 2-2 provides some insight as to why conflict such as in the preceding examples exists. OD
practitioners are typically strategic, and executives are usually their clients. Trainers are typically
tactical, and their clients are lower in the hierarchy (see Figure 2-1 for differences between strategy
and tactics). It is the nature of the OD practice to challenge assumptions underlying organizational
practices. Trainers typically take organizational procedures and practices as givens, trying to make
people more effective within those practices. For example, suppose that the needs analysis data
show that the problems in a work unit are a result of its manager acting inconsistently and arbi-
trarily. OD professionals more than training professionals would be willing to be guided by the
data and confront the manager. Training professionals might be willing to say that no employee
training needs were identified, but they are less likely to tell the manager that his or her behavior
needs to change. OD professionals, however, are much more likely to get tagged with the “analysis
paralysis” label than are trainers, who are seen as “doers.” Yet as Table 2-2 suggests, each would
benefit by working closely with the other because one’s apparent weakness is the other’s strength.

TABLE 2-2 Differences Between OD Practitioners and Trainers

Issue OD Practitioner Trainer

Role Strategic Tactical

Client Top management Middle-to-lower-level
management

Work around or within
the system

Response to problems with
organizational politics, structure, etc.

Challenge and Confront

Organizational perception Overly analytical Gets things done
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WHY TRAINERS NEED OD COMPETENCIES Trainers can benefit from using OD, if only because
its planning procedures help clarify what is needed in a given organizational situation. We be-
lieve that training programs will also benefit from the application of many other OD concepts and
principles. The emphasis OD places on participative approaches to problem solving suggests that
training is better when trainees take an active role in selecting their training opportunities and in
the training itself. When trainees are involved in the planning stages, they are less likely to dem-
onstrate resistance. This learner-focused orientation opens communication channels and results in
higher levels of motivation during the training program. A participative orientation also ties line
managers directly to the training process by involving them in assessing their employees’ needs,
developing the training, and developing support systems for applying the training back on the job.

In Chapters 4 and 5, we emphasize an open systems approach. Chapter 4 focuses on under-
standing training needs in the context of organizational systems. Chapter 5 emphasizes connec-
tions between the training program and other organizational systems. These connections help en-
sure transfer of the training to the job. Many trainers have told us of their frustrations when trainees
were excited about what they learned, but at the conclusion of training, nothing had changed. The
design chapter describes why this can happen and how to avoid this type of training disaster.

Force-field analysis is one among a multitude of OD techniques but can serve as an exam-
ple of how these techniques can be of substantial benefit to trainers. The underlying concept is
that any situation can be explained by the sets of counterbalancing forces that hold it in place.?’
Force refers not only to physical forces but also to psychological forces that influence individual
behavior. For example, if you wanted to understand why a work group is not following the new
company procedures, you might examine the forces acting within and outside the group that
influence the members” behavior. Tradition, reward systems, and group norms are forces that
often exert strong pressure on group members, preventing them from trying new ways of doing
things. Other forces that can influence group behavior are economic factors; individual KSAs;
stereotypes of race, gender, and religion; and group conflict.

To understand a particular situation, first you must identify all the factors that exert influ-
ence on that situation. Then you must determine whether each factor is exerting force toward
change (drivers) or against change (restrainers). All the steps for using the force-field analysis
are listed in Figure 2-5. The arrows show forces that are driving and restraining change. In this
figure, the restraining forces are more numerous and larger than the driving forces, a combina-
tion that would create resistance to change in the people operating within the force field. The

Driving Forces

Siuation l * l '
MR

Restraining Forces

. Identify the current state of the situation.
. Envision the desired state.
. Identify the forces restraining change.
. Identify the forces that support or encourage change.
. Assess the strength of the forces.
. Develop strategies to:
a. reduce the forces restraining change and
b. increase the forces for change (or capitalize on existing drivers).

OO WN -

FIGURE 2-5 Force Field Assessment
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line of interaction, where these forces meet, symbolizes the current state: This line reflects the
array of forces on either side, which have created the current situation you are trying to change.
Thus, for change to occur, actions must be developed to shift the force fields so that the forces
for change are larger than the restraining forces.

This model helps trainers understand the actions needed to overcome resistance to
change. As we detail in Chapter 3, training is often met with resistance, as it is one of the most
personal types of change. Research indicates that change occurs more smoothly and quickly if
the forces that are restraining change are reduced before or at the same time as driving forces
are increased. Simply increasing the driving forces (putting on more pressure) often results in
escalated conflict. This conflict then becomes another force for resisting change as individuals
become more defensive and positions harden.

WHY OD PROFESSIONALS NEED TRAINING COMPETENCIES Although generally successful, OD
has experienced some glaring failures, many of which could have been avoided with more at-
tention to training principles.?! Earlier, we identified the types of training required as a prereq-
uisite or supplement to various OD techniques. OD interventions nearly always involve groups
of employees in structured activities such as planning, problem solving, and intergroup conflict
management. It is naive to assume that one can bring people together to solve new problems,
in new relationships, in new situations, with new processes, and without prior training. These
employees need to

* have a common KSA base in these areas,
¢ understand group dynamics and be skilled at working in groups, and
¢ understand and be skilled at using a common problem-solving model.

If OD practitioners are not skilled in designing and implementing training programs, they must
develop collaborative relationships with trainers who are. Such collaboration provides an excel-
lent opportunity for involving internal training resources in change efforts. It is especially help-
ful when an OD consultant, familiar with good training practices, is retained from outside the
organization. When HRD and OD work together in a collaborative fashion, they will go a long
way toward defusing any conflict between external consultants and the HR function.

If OD is to be a long-term effort, the change must be institutionalized into the way the com-
pany does business. In one study, only about one-third of the OD efforts examined lasted more
than five years.?? This finding indicates that training is a critical component to institutionalizing
the change. Three situations are identified as key times for training:

1. When the OD process is started, training is needed to provide education about the change
process and to provide the necessary KSAs.

2. After the process has been in place for a while, some retraining or upgrading of KSAs is
required to sustain the process.

3. As new employees enter the organization, they need an understanding of the process and
the KSAs.

Although most organizations provide the initial training, few conduct follow-up training
or modify their new-employee training to include the new process and the related KSAs.

PUTTING IT ALL TOGETHER

Recall from Figure 2-1 that it is not enough for the organization to develop competitive strate-
gies—these strategies must be followed with action. The strategies are implemented through
a tactical action plan consisting of the actions required and the unit(s) responsible for those
actions. The process begins with assigning objectives to the different work units of the organiza-
tion. The units must then develop strategies and implementation tactics to achieve the objec-
tives. Eventually, they are translated into individual employee objectives. The objectives for
the HRD unit, as for all functional areas, must be tied directly to organizational strategies. Of
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course, for HRD, these will be filtered through the strategies the HR unit developed to achieve
its objectives.

HRDs Relationship with Other HR Functions

The HRD function is intractably tied to the other HR functions. Recruitment and selection re-
quire an orientation and often some job training for new hires. As advancements are made in
these areas, recruiters and hiring authorities will need training in the use of the new methods.
Anytime a performance appraisal system is modified, an organization will need to train those
who will be using and administering the system. For example, pay for performance systems
require the setting of objectives jointly between managers and subordinates and then evaluating
the achievement of those objectives later on. These processes require managers to have inter-
viewing and feedback skills prior to the implementation of the system. Furthermore, any good
performance appraisal system should also have a developmental component. Training needs to
be available for those wishing to improve.

If there is any form of incentive pay, training in its proper use will be necessary. The health
and safety unit requires HRD to supply necessary training for assuring a safe work environ-
ment. If the OD unit uses surveys to assess employee attitudes, then managers will need to be
competent in feeding back results to their employees in an effective manner.

A great deal of training is often required for first-line supervisors in the most effective meth-
ods of supervision to assure a positive labor relations climate. In a unionized environment, they
also may require training in effective interactions with union officials, as well as having a good
understanding of the union contract and the grievance procedure. Some non-union companies
also have grievance resolution systems in place. Competency in working these systems is needed.

So as you can see, training is a key aspect of most of the other HR activities. Without an
effective HRD unit, much of what HR does would not be very effective.

Developing an HRD Strategy

Without a strategic plan, training is likely to be managed in a haphazard manner, its resources
underutilized, and its full strategic value not realized. At the most basic level, the training function
must make strategic decisions about where it will focus its resources and energies. It also depends
in part on the environment in which training operates, the resources available (financial, material,
and personnel), and the core competencies contained within the training function. Analysis of
these areas leads to strategic decisions about the technology that should be used to develop neces-
sary employee competencies. The organization and its HR unit form the bulk of HRD's environ-
ment. Thus, in developing an HRD strategy, these areas must be analyzed. How to conduct this
analysis, and sources from which data can be obtained, are detailed in Chapter 4. For now, we will
provide some examples of how HR and HRD strategy might be developed based on the competi-
tive strategy of the organization.

ORGANIZATIONAL AND HR STRATEGY The market leader strategy depends on innovation; there-
fore, employee knowledge and skills are critically important. Highly skilled and knowledgeable
people must be hired and developed. They need to work under a structure that allows them
latitude in how they go about their work. Reward and feedback systems must focus on long-term
rather than short-term performance. Some amount of failure must be expected as employees try
out new ideas. The failure of an experiment can be positive if it brings the organization closer to
realizing its objectives through the learning that occurs. If failure is punished, employees will be
reluctant to attempt new things. Hewlett-Packard, Raytheon, and PepsiCo illustrate this philoso-
phy by selecting highly trained and skilled employees, being committed to their long-term de-
velopment, and developing 53ystems that evaluate and reward employees for their contributions
to the company’s objectives.”” HRD in the market leader organization must adopt a strategy that
builds on the already high level of competency brought into the organization.
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Cost leader organizations, in contrast, emphasize tight fiscal and management controls.
Because their leadership position is dependent on their ability to produce high volumes at low
cost, efficiency and productivity are critical. Strategies for reducing costs include reducing the
number of employees, reducing wages and salaries, using part-time and contract labor, and im-
proving work methods. Conforming to standardized procedures is emphasized in these organi-
zations, and training helps ensure conformance. On-the-job training (O]T) techniques are used
more frequently for line employees. Typically, in these organizations it is only at the middle-
management levels and higher that more autonomous decision making occurs and that higher-
level competencies are emphasized. In these organizations, training is more likely to be focused
on management due to the high structure imposed on job tasks at lower levels.

INTEGRATING HRD AND OD ACTIVITIES Most organizations” competitive strategy calls for some
type of performance improvement, both for the organization as a whole and for individuals.
Perhaps the most effective way to ensure the seamless implementation of performance im-
provement plans is to integrate HRD and OD. Trainers and OD professionals have legitimate
differences in the nature of the change they are responsible for, but their interests are intimately
connected. Each can provide valuable service to the other. Nonetheless, as we noted, they are
often at odds with each other. One reason for the division between them is that companies typi-
cally organize around their different functional activities, and OD and HRD departments are
often separa’ted.24 This separation increases the differences in perspective, role, value of service,
clients, and so on. An obvious solution is to house them together in something like a perfor-
mance improvement department within HR. This would be an example of a structural change
to align the organization’s internal structure with its strategic direction.

Of course, this type of organizational change effort will require attention to critical change
management issues. For example, such a department would need different measures of success
than either currently uses. Success could be measured by contribution to business results, rather
than by the number of bodies passing through training courses or the number of teams built
and facilitated by OD staff. This overarching goal would require trainers to identify system de-
ficiencies that are likely to interfere with training, and OD staff to identify KSA deficiencies that
are likely to interfere with system changes.

Companies such as Universal Card Service made these changes and improved their busi-
ness operations.” They found that integrating OD and training activities requires sponsorship
from the top HR and other executives. One way toward full-scale integration of these activities
is to develop pilot collaborations focusing on a particular business problem. This approach al-
lows staff from each discipline to learn more about how the other operates and where the syn-
ergy exists. In addition, the HR executive needs to encourage people in both disciplines to learn
as much as possible about the other. Another process that should lead to better integration of
training and OD activities is having the staff in both areas work together to identify both barri-
ers to collaboration and ways to remove those barriers. This activity not only creates familiarity
but also uses the OD principle of involving those affected by the change in the change process.
By integrating the two activities, the organization also has the potential benefit of cross-func-
tional training, increasing the KSAs of both groups. At Domtar, Claude Belley is the senior vice
president of human resources and organizational development. Do you think he understands
the importance of this type of integration? Might this have contributed to Domtar’s success?

SOME STRATEGIC TRAINING ALTERNATIVES The number of possible strategic choices an HRD
unit might make is far too large to cover them all. We will look at one key strategic decision:
whether to outsource training, keep it in-house, or some of both. This example will show you
how HRD strategy is tied to both the HR and competitive strategies of the business.

Internal Provider Strategy Large organizations in a stable environment, where training
needs do not change rapidly, often choose to do most of the training themselves. The “in-house”
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strategy directs all, or nearly all, training to be developed and provided by the internal HRD
unit. The types of training needs that will be addressed, the development of programs to ad-
dress those needs, and the evaluation of those programs are typically determined by a central-
ized HRD function in consultation with the HR executive. Because it is most effective in a stable
environment where training needs do not change rapidly, it is most appropriate for cost leader
companies. The principal advantages of this strategy are the control over the training content,
consistency in delivery across the organization, and reduced training costs. In this strategy, a
single program is developed to meet a particular training need across many groups of employ-
ees. As a result, the content and delivery can be controlled for consistency across the organiza-
tion. Because in-house specialists develop the content and design of the program, it is tailored to
the company’s needs. Because the cost of development can be spread across a large number of
employees, the cost per employee is reduced.

This strategy requires a fairly large centralized training staff. Core competencies for HRD
departments using this strategy include all those necessary to identify training needs; design,
develop, and conduct training programs; evaluate the programs; and manage the training
processes and systems. Because of the resource requirements, typically only larger companies
adopt it. This is not to say that all large companies adopt this strategy, only that they are more
capable of adopting it.

A way to reduce centralization but maintain a low cost is to have training developed by
the corporate HRD staff but delivered by other employees or electronically. This system places
a higher reliance on train-the-trainer and self-learning methods (e.g., videos and computer-
based training). In this approach, after the training programs are developed and handed off
to the various business units, the training is completed by the trainee alone or facilitated by
a business unit representative (e.g., supervisor or in-house technical expert). Those programs
with face-to-face components will need to have facilitators go through a train-the-trainer
course to familiarize themselves with the content and methods.

Suppose Hershey identified “listening skills” as a problem area for the sales force in deal-
ing with customers. In response, HRD developed a listening skills training program and de-
centralized the training so it was conducted by team managers within the division. This type
of training includes many experiential exercises and some behavior modeling. These managers
would, therefore, need to demonstrate effective listening skills, be familiar with the exercises
and skilled at facilitating them, and be skilled at providing constructive feedback. Because there
are differences in managers’ training capabilities, different locations would receive different
levels of training. For this reason, evaluation would become especially important. Often the
strategic KSAs that training is intended to provide are subverted through modifications in the
training content and design at the work unit level. One solution to this problem is to provide
extensive training and develop reward systems that motivate the work unit trainer to be consis-
tent in presenting the material and applying the methods built into the training. However, this
level of monitoring can substantially reduce the cost advantage.

Outsourcing Strategy This strategy employs outside training vendors for all, or almost
all, training activities. The HRD unit’s role is to select and manage training suppliers. Suppliers
may be training firms, consultants, professional seminars, college/university courses, and the
like. A full commitment to this strategy would use outside vendors to conduct all aspects of the
training process from the training needs analysis through evaluation.

The outsource strategy is appropriate for larger organizations whose training needs vary
dramatically over short periods of time and for small businesses and organizations with a small
or nonexistent training function. Large market leader firms, for example, will find many ad-
vantages in this strategy. Small businesses adopt outsourcing primarily for budgetary reasons.
This strategy provides a flexible way of meeting changing and diverse training needs with pro-
fessionally developed and administered programs. It also fits well with a decentralized HRD
structure. A small central HRD staff is involved in the budgeting process, monitoring of train-
ing-related policies, and providing consultation and support to the various units. For example,
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compilation of lists of approved vendors, payment of vendors, and mandated training are deci-
sions that might be made by the central HRD group. In a decentralized organization, the differ-
ent operating units of the organization (business units, divisions, geographical units, and the
like) are then free to select from the list of approved vendors and programs those best suited
to their needs and within their training budget. In a more centralized structure, the HRD unit
would select and manage the vendors for each location. Program selection would derive from
mutual agreement between the central HRD unit and the operating unit.

The core competencies required of the HRD unit in this strategy include a thorough under-
standing of the training process, skills in evaluation and selection of appropriate training providers,
and general management KSAs. As a large number of firms and individuals offer training services,
the manager must carefully screen potential providers. Obviously, cost is one factor to consider.
Typically, the low-cost providers are those who recently entered the field. However, the fact that
a provider is more expensive or experienced does not mean that its quality is higher. Within your
budgetary limits, the primary criterion should be the ability to provide the desired KSAs to your
employees. Some key questions for making this determination are listed in Table 2-3. Of course, this
list is not sufficient to evaluate the provider fully, but it provides a good start for making compari-
sons. These issues will be discussed more completely in Chapter 8.

Managing the training providers requires typical management competencies. The pro-
vider must be given clear direction—that is, the goals and expectations must be clearly spelled
out. The various training providers and their programs need to be organized in a logical flow
with minimal disruption to the activities of the company. The providers’ activities need to be
monitored to ensure that they are acting to plan and that goals are met. An open communica-
tion system must be established between the training function and the training providers so
that both parties can access the needed information.

Even though flexibility is a key advantage, the outsourcing strategy can also reduce costs.
It can translate into substantial savings on HRD staff salaries, benefits, and taxes. The cost per
training session is usually higher because the cost for training vendors is almost always higher
than the comparable cost of internal training staff (even including benefits and taxes). However,
the vendor is paid only for the contract period. With this strategy, no layoffs or staff relocations
are required when the need for training slacks off. Also, because vendors can spread program
development costs across clients, the company typically pays less for program development.

TABLE 2-3 Questions to Assess Training Provider Capabilities

What is the trainer’s background (education, experience, etc.)?
Has the trainer ever provided these particular training programs or services before?

Has the training been evaluated? If so, what levels of outcomes were evaluated, and what have
been the results?

Can the trainer give you the names of people in these companies who could speak
knowledgeably about the trainer’s products and services?

Can the trainer give you names of and permission to contact the following people?
¢ Trainees who received the training
e The person who was the trainer’s primary contact in the client organization
e The person who monitored or coordinated the training

How does the trainer go about developing a program, delivering training, or providing a
training service? Can the trainer provide examples or an outline of his approach or process? Will
this fit your organization’s culture and budget?

If the training is already developed, can the trainer show you materials, such as handouts,
exercises, and videos?

If these materials are not specific to your organization, how will the trainer alter them to make
them appropriate for your situation?
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To reduce costs further, a train-the-trainer approach can be used with the outsourcing
strategy. In this case, a training vendor (rather than HRD staff) trains one or more employees
to use the vendor-developed program. For example, it might be too costly and disruptive for a
small business (of, say, 15 employees) to send all its employees to a customer service seminar
and workshop. Instead, the company might send the general manager to the workshop and
then to a train-the-trainer session conducted by the workshop provider. When the general man-
ager returns to the company, she can train the rest of the employees as time allows and for little
additional cost (such as paying a fee for using the materials, etc.). The general manager can also
modify the training, customizing it for the specific needs of the organization.

The Mixed Strategy Most firms use some combination of the two preceding strate-
gies, providing some training internally and contracting some to external providers. Decision
making is centralized for some training activities and decentralized for others. Different phi-
losophies suggest where centralization should take place and what training should be de-
veloped or conducted internally. One approach is to conduct ongoing training internally
and contract to external providers all new training. New training is usually required when
some aspect of the environment changes. This strategy allows the firm to be adaptable to
changing aspects of the environment while focusing its internal efforts on ongoing training.
If uncertainty surrounds the training that is required or how quickly the need will change,
this strategy puts the company in a more flexible position to respond. In addition, less of the
development costs of new training are borne by the company. A negative aspect, however,
is that training developed by outside vendors can be less directly relevant to the employees,
and additional resources might have to be allocated to tailor the training to the organization.
Also, if the training need becomes ongoing, plans should be developed to provide it inter-
nally, an action that will require agreement from the external provider. Another approach is
to develop all new training internally and contract out ongoing training.

The mixed strategy reduces the size of the organization’s training staff somewhat.
Typically, trainers are individual consultants who are willing to work as contract employees
for the firm. This strategy ensures the fit between the training and the training needs, but the
organization must shoulder all the development costs. These costs may be offset by the reduced
staffing needs. A careful break-even analysis would determine whether reduced staffing would
adequately compensate for increased development costs. Many companies find they do, as the
use of vendors for training has been increasing. For example, General Motors doesn’t provide
“Mr. Goodwrench” training, an outside vendor does. Firms such as Avaya, Cisco, Nokia, and
Hewlett-Packard all have outsourced significant amounts of their training.?®

The mixed strategy might be appropriate for organizations with training needs that
are extremely diverse from one sector of the organization to another. MASCO Corp., a home
improvement and building products company, is a good example. MASCO consists of an
assortment of divisions producing different products and services. The corporation has ad-
opted elements of both the market leader and cost leader strategies. The training needs of the
different divisions are unique for the most part. It would be expensive for MASCO to hire a
centralized HRD staff to handle all the training needs for its divisions. It makes more sense
for the HRD function to be decentralized to the divisions. On the other hand, when MASCO
was in the process of redefining its culture after a period of strong growth, the company in-
stituted an executive development program that was centralized in its corporate headquar-
ters. This centralized program, in which key executives and high-potential managers are
given the opportunity to earn an MBA, is provided by an outside vendor (Eastern Michigan
University [EMU]). The company’s HR executives and training staff worked closely with
EMU to ensure that course materials met MASCO'’s strategic KSA needs while reflecting the
breadth and rigor of a traditional MBA program. Materials were customized to reflect prob-
lems and issues MASCO faced. It wasn’t the only training that the company centralized. As
part of its strategy to realize synergies among its divisions, it instituted a training program
in logistics in which the content was customized by a different outside vendor (Michigan
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State University) to meet MASCO'’s strategic needs. Again, sets of employees from all divi-
sions take part in the program. Thus, MASCO’s mixed training strategy takes advantage
of centralized programming for some of its strategic training while decentralizing the rest.

We have looked at just one of the myriad HR and HRD strategy implications. The most
important point is for you to understand that the organization’s competitive strategy and the
supporting HR strategies determine HRD's strategic direction.

One final note. The role of HR should not end with the selection of an outside ven-
dor. Someone should be assigned to work closely with the vendor for the following reasons.
Someone inside the organization has a thorough understanding of the organizational culture
and how things work. This person can be a valuable asset to the outside vendor through
their knowledge of the inner workings of the organization; thus providing direction, cut-
ting through red tape, and generally providing the vendor with insight into how best to
get things done. She would be able to provide important insights into the employees to be
trained and how the customized training should look. She would also be able to provide in-
formation as to the value of performance reviews in needs assessment, as well as assist in the
design of such an assessment. Assisting in the development of the training objectives would
assure that the training was on track. In the development of any role-plays or cases for use
in the training, the HR person would be able to provide guidance to assure these exercises
are relevant to the trainees. Finally, by having someone working closely with the vendor
throughout the process, two outcomes are likely. First, the final product will be what was
expected; no surprises. Second, working closely with the vendor at all levels of the training
(needs assessment, design, development, etc.) will require a great deal of communication
between the HR person and the vendor. Evidence suggests that those organizations that are
communicating on an ongoing basis with their vendor typically enjoyed better results than
those that do not. These organizations reported better training designs and higher overall
satisfaction with their vendors than those that did not communicate in that manner.?”

FOCUS ON SMALL BUSINESS

Is it necessary for small businesses to get involved in strategic planning to be successful? The an-
swer is yes. There is evidence that those that do not do strategic planning have a higher incidence
of failure than those that do.?® Furthermore, strategic planning is positively related to small busi-
ness performance.?” In spite of this benefit, many small business owners and managers do not
engage in strategic planning.>’ Some of the reasons are outlined in Table 2-4.3!

What can be done to encourage small businesses to become more involved in such plan-
ning? First, education about the advantages of such efforts would be useful. Even large organi-
zations use the excuse that they are too busy fighting fires to find time for planning. However,
if they spent time planning, they might see fewer fires. Bringing small business owners and
managers in touch with those who use strategic planning successfully in their small businesses
is a good start for this education.

TABLE 2-4 Small Business Owners’ Reasons for Not Planning Strategically

Not enough time Too busy with day-to-day operations and concern about tomorrow are
the excuses for not planning for next year.

Unfamiliarity Lack of awareness of strategic planning or failure to see its value. See it
as limiting flexibility.

Lack of skills Do not have the skills or time to learn them. Do not wish to spend
money to bring in consultants.

Lack of trust Want to keep key information confidential. Do not wish to share this
information with other employees or outsiders.
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TABLE 2-5 Strategy Questions for Small Business

. Why are we in business?
. What are the key things we are trying to achieve?

. Who is our competition, and how can we beat them?

1
2

3

4. What sort of ground rules should we be following to get the job done right?

5. How should we organize ourselves to reach our goals and beat the competition?
6

. How much detail do we need to provide so that everyone knows what to do? How do we
make sure that everyone gets the information?

7. What are the few key things that will determine whether we make it? How do we address
and keep track of them?

The skills issue can be addressed by using a less formal and rigorous process. Evidence
indicates that small businesses that use a more informal strategic planning process can be
more effective than those using more formal processes.>? Additional evidence suggests that,
at the very least, a formalized process produces no better results.>* The emphasis on struc-
tured written plans in strategic planning might be dysfunctional for the small business. A less
formal way to approach strategic planning for the small business is provided in Table 2-5. By
researching and answering these questions, the small business owner will be well on the way
to a strategic plan.

What about the issue of lack of trust? Research suggests that when faced with threats,
small firms benefit by going outside the organization for help. Unlike large organiza-
tions, they are unlikely to have the necessary internal resources to address these threats.>
Without a source that they trust, they simply will not obtain the necessary information or
assistance. Small businesses need to seek out possible resources and establish appropriate
relationships in “good times” so that they can be drawn on for help in “bad times.”>> The
small business owner can evaluate the relationship during times when threats are not cre-
ating a crisis.

Will an increase in strategic planning result in a corresponding increase in the attention
that small businesses give to training? Perhaps not, but we believe that it will focus attention
on the “right” training. Training is often ignored as a strategic initiative because owners and
managers do not have a clear model for making decisions about whether training activities
will lead to a competitive advantage.?® Involvement in strategic planning will provide such
direction. As we discussed earlier, when the need for training emerges from the strategic
planning process, it is clearly tied to the mission and objectives of the small business. For
example, in companies that include International Organization for Standardization (ISO)
certification in their strategy, training is clearly value added because certification will not be
granted without it.

One final point should be made about small businesses. Because they are small, com-
municating a strategic direction and implementing the plan should be considerably easier
than with a large firm. The evidence indicates that in implementing strategic plans, small
companies needed to anticipate and prevent fewer problems than larger firms.>” Some
problems still do exist, however. For example, the small business that seeks to become a
preferred supplier to a company doing business must receive ISO certification. Metro Tool
& Die, a small manufacturer in Ontario, for example, became ISO certified in 1999, in order
to be able to supply parts to the auto industry.>® Many small companies used the strategic
planning process to determine whether becoming certified is worthwhile. The planning
process allows them to see how certification fits their overall competitive strategy. Training
in Action 2-3 shows how different companies used the strategic planning process to make
the decision.
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Stories Along the Road to ISO*

Rivait Machine Tools, which provides electrical discharge
machining of steel, employs 14 people. The president,
James Rivait, made an important strategic decision to di-
versify into the aerospace industry. To even be considered
as a supplier in this industry, a company must be ISO 9000
certified. Eighteen months later and $100,000 poorer, Rivait
achieved certification.

Early in 1993, Grace Specialty Polymers set out in a new
strategic direction that required ISO 9000 certification. The
strategic plan set a target of achieving certification for four
separate locations by the end of 1994. To accomplish this
goal, an executive steering committee was assembled, con-
sisting of the general manager and employees who reported
directly to him. The committee was to provide the direction,
commitment, and resources needed. Next, an ISO imple-
mentation team was set up. Department managers made
up most of this cross-functional team. Although successful,
the members of the team indicated the process was not easy.
Their assessment was that a company must be committed to
getting it done. You can’t have less than a full effort.

Summary

Training activities need to be aligned with the organi-
zation's strategy to be effective. Part of the alignment
process is the development of training unit strategies
in support of the organizational strategies. So it is im-
portant for training professionals to understand the
basics of the strategic planning process. Two exam-
ples of competitive strategy—market leader and cost
leader—were presented to illustrate how differences
in strategy influence the internal operations and lead
to different training needs. The organization’s strate-
gic choice will depend, in part, on key factors in the
external environment and on the general level of en-
vironmental uncertainty. The organization’s core tech-
nology influences not only external strategy, but also
the alignment of internal operations with those strat-
egies. Organizations must develop internal strategies
to align their operations with the external strategies.
For example, whether a company adopts a market or
a cost leader strategy will have different implications
for how HR and HRD go about their business. The HR
department needs to be involved in the strategic plan-
ning process to provide information about workforce
readiness to implement various alternative strategies
being considered. HR also provides input in rela-
tion to managing change arising from new strategic
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Reelcraft Industries embarked on an ISO certification
program to improve processes. It took the company two
years to achieve certification, and the paperwork it pro-
duced was awesome. The main difference is that Reelcraft
now “builds quality in rather than inspects errors out.”
Among the chief benefits are increased knowledge, skills,
and communication.

Cavalier Tool & Manufacturing examined the ISO pro-
cess and determined that it did not make strategic sense
for them at that time. Sometimes a customer faces a short-
run emergency and needs a “down and dirty mold.” “If
we were ISO 9000 certified, we would not be allowed to
take on that business. All your work must follow the ISO
process, and so I would have to turn down this customer.
I am not ready to do that,” President Rick Jannisse said.
Furthermore, he is not disposed toward the discipline re-
quired to be ISO certified. Examining the external environ-
ment, he realizes that he may be forced to become certified
eventually, but not now. At least he is aware of the implica-
tions of the decision he is making.

directions. From this and other information, a sound
strategic choice can be made.

The choice of strategic direction will also help
determine the way HRD is structured. Cost leader
organizations operate in a stable environment, and
more training can be centralized. Market leaders,
conversely, operate in an uncertain environment, and
the HRD department needs to be more decentralized.
Competitive strategy will also influence the degree to
which HRD will outsource training.

OD focuses on improving the effectiveness of
the organization through planned change. Strategic
planning and training can benefit from the concepts,
principles, and techniques used in OD. While training
is focused on improving employee capabilities, OD is
focused on managing performance. Improved capabil-
ities do not translate into improved performance un-
less the performance management system is aligned to
support those capabilities. Conversely, no matter how
good the performance management system, employ-
ees will not perform if they don’t have the capabilities.
For this reason alone, the HRD and OD units need to
work closely together. While there are differences in
the focus of these two units that often create friction,
their ultimate objectives are the same.
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CASE: STRATEGIC PLANNING AT MULTISTATE
HEALTH CORPORATION

As you read this case, think about the relationship
among competitive strategy and both the HR and
HRD functions at Multistate Health Corporation
(MHCQ). The case was written in 1994 and is real, but
the corporation asked that its name not be used. The
federal and insurance environment for health care
has changed substantially since that time; however,
the strategic planning issues faced by MHC remain
relevant today. The information provided here re-
flects the organization in 1993 as it was completing
its strategic planning process.

EXHIBIT 2-1 MHC Organization

THE ORGANIZATION

MHC is a health care provider owned and operated
by a religious order. MHC owns 30 hospitals and
four subsidiary corporations employing more than
10,000 people. Its headquarters are in Michigan, with
hospitals located in 17 states across the country. The
overall organizational structure and the corporate
HR structure are depicted in Exhibits 2-1 and 2-2.

COMPETITIVE STRATEGY

In line with its mission, which is rooted in the te-
nets of the order’s religion, MHC focused on pro-
viding care to the indigent and less able members

MHC President and CEO

Corporate Staff

Subsidiary Corporations

Eastern Region EVP

Regional Staff

Mid-States Region EVP

Regional Staff

Western Region EVP

Regional Staff

10 Hospitals*

12 Hospitals*

8 Hospitals*

*Each hospital has a CEO reporting to the regional executive vice president (EVP). Hospital are referred
to as divisions within MHC and have a CEO as well as a functional staff (including HR) for conducting
divisional operations.

Corporate HR is included as part of corporate staff, as desicribed in Exhibit 2-2.




EXHIBIT 2-2 MHC's HR Organization

V. P. Human Resources
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Director
Payroll and
Compensation
Director
Employee and
Labor Relations

of the community. It was reasonably successful
until 1989, when the health care industry began to
experience considerable change in governmental
regulations and insurance procedures. At the time
of their strategic planning, hospitals were reim-
bursed on the basis of a preset, standardized price
for treatment rather than the “cost-plus” method
used previously. The federal and state govern-
ments were putting increasing pressure on health
care institutions to reduce costs. In addition, new
medical technologies and procedures being devel-
oped were expensive to acquire and implement.
MHC recently acquired subsidiary corporations to
develop or acquire new procedures and technolo-
gies. The subsidiaries were to work in partnership
with the regions to implement new procedures
and technologies.

MHC has lost money every year since 1987.
Currently, it is experiencing an oversupply of bed
space in most of the communities with MHC hospi-
tals. Projections indicate that the need for inpatient
services will decline while the need for outpatient
services will increase. Nontraditional health-related
services are also projected to increase (e.g., services
in which patients and their relatives are trained in
self-care or care of relatives). In short, the market is
becoming much more competitive while products
and services are rapidly changing.

MHC just finished its corporate strategic plan-
ning process and planned to develop a two-pronged
market strategy to deal with its changing business
environment. One major area of focus is technology.
The strategic planners departed from the previous
strategy, opting to become a leader in the develop-
ment of new health care technologies and proce-
dures. They felt that the new developments would
allow quicker recovery times, thus reducing the

Director
Employment

Director
Organizational
Development
Director
Training and
Development

hospitals” costs. In addition, the technology could
be marketed to other health care providers, gener-
ating more revenue. The drawback was that new
technologies and procedures were expensive to de-
velop and were often subject to long waiting periods
before being approved by the insurers and govern-
ment agencies.

The second prong of the strategy was directed
toward the hospitals and was focused on improv-
ing efficiencies in basic health care and outpatient
services. This would allow them to continue to pro-
vide for the basic health care needs of the less fortu-
nate. The substantial governmental fees, grants, and
other revenues tied to this population would pro-
vide a profit only if efficiencies could be developed
throughout the corporation.

IMPLEMENTATION ISSUES

Carrie Brown, hired six months earlier as corporate
vice president of human resources, listened to sev-
eral days of strategy discussion, without participat-
ing much. She now felt that it was time to address
the HR implications of these strategies.

“While I agree that these are good strategies,”
Carrie said, “I don’t know if we have the right peo-
ple in the right places to carry them out. A few of
our regional and divisional executives are already
doing some of the things you’'re talking about, but
most of them have grown up in the old system and
don’t know how to go about cost cutting in a way
that doesn’t diminish the quality of our service.
Many of our divisions are in rural areas and haven’t
kept up with technology. We do have some middle-
to upper-level managers who are up to date in cost
cutting and technology implementation, but they are
scattered throughout the organization.”

(continued)
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Mitchell Fields, president and chief executive
officer (CEO), suggested, “Why don’t we just move
those people who can implement our strategies
into positions where they have the power to make
it happen?”

“Unfortunately,” Carrie said, “we have no ac-
curate data about which of our people have the ca-
pabilities. It would be a mistake to move forward
unless we're sure that we have the knowledge and
skills on board to be successful. What I've discov-
ered in the short time I've been here is that we have
grown too large for our human resource information
system (HRIS). We're still doing most of the data
collection on paper, and the forms used are differ-
ent in each of the divisions, so we can’t consolidate
information across divisions, and even if we could it
would take forever to do it by hand. We have differ-
ent pay scales in different divisions, and you can’t
geta VP in Boston to take a CEO position in Iowa be-
cause he’d have to take a cut in pay. Basically, what
I'm saying is that we don’t have a coherent HR sys-
tem in place to give us the information we need to
put the right people in the right places.

“Another issue is that our current structure
isn’t conducive to setting up partnerships between
the subsidiary corporations and the regions. The
corporations developing the technology are seen
as pretty distant from the regions and divisions.
While the subsidiary corporations will bear the

developmental or acquisition costs, they are going
to want to pass those along to the regions and divi-
sions. The divisions will then have to bear the costs
of implementing the new technology and working
out the bugs. Once all the kinks are worked out,
the subsidiaries will be selling the technology to
our competitors at lower prices (due to volume)
than they charged the divisions. The corporation
and subsidiaries are likely to profit from this ar-
rangement, but the divisions are likely to show
losses. As you know, our compensation of divi-
sion executives is based on profitability. They are
likely to resist cooperation with the subsidiaries.
Our current systems don’t let all of our businesses
come out winners.”

“I understand what you're saying,” Mitchell
said. “Our competitive strategy is for the big pic-
ture and the long term. If these HR issues are
going to be a problem, we have to fix them right
away. We are going to have to work out some
way for both the subsidiaries and the divisions to
come out winners in moving new medical tech-
nology forward. Assuming we are able to put our
HR house in order . . . get the right systems and
people in place. . . . Are there any other concerns
about adopting our strategies?” Hearing no addi-
tional objections, he said, “Okay, then, let’s get to
work on putting an implementation plan together,
and first on the list is our HR system.”

HR FOLLOW-UP TO STRATEGIC PLANNING
AT MHC

MHC determined that it needed to address the HR
implications of the new climate in health care and that
some type of planning system was in order, so it hired
an outside consulting firm. The consultants agreed
that some type of system would likely be appropriate,
but they were not ready to stipulate what that system
would look like. They conducted some initial diag-
nostic interviews, lasting one to two hours, with all of
the divisional CEOs, the regional executive vice presi-
dents (EVPs), the corporate CEO, and the corporate
VPs, including the VP of HR and the VP of OD. The
interview format is shown in Exhibit 2-3. The follow-
ing information was obtained from the interviews.

The current HR activities conducted at the cor-
porate level are as follows:

1. To collect and store résumé-type information
for all employees. This information includes

demographic data, employment history, and
performance evaluations.

2. To select divisional CEOs, regional EVPs, corpo-
rate officers, and staff professionals, and to assist
at the regional and divisional levels in the selec-
tion of management-level employees, primarily
through posting the position and through word-
of-mouth about who is competent and available.

3. To sponsor occasional management develop-
ment programs at the corporate level, although
no system is in place to determine whether these
are perceived as valuable or necessary. Most
management development is done externally with
tuition reimbursement, and some is done by in-
dividual divisions.

The interviewees expressed varying degrees of
dissatisfaction with the following:

1. No system for comparing internal candidates for
positions. Performance evaluation is decentralized.
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. What is the purpose of this meeting?

To enhance and develop the objectives of the human resource planning system (HRPS).

Il. Whatis HRPS?

HRPS is a business planning system designed to provide quality data to enhance individual and
organizational decision making in all aspects of human resource management.

Il.  Why was | asked to participate in this meeting?

Because you are a key decision maker, we want to ensure that HRPS fits the needs of your

organization.

IV. What specific information should | provide?
We want your input regarding the following:

1. Should administrative access to the data in HRPS be local, regional, or only at the corporate

level?

2. Who in your organization would use and benefit most from this system?

3. What, if any, problems are there with current information used in human resource manage-
ment decisions (i.e., recruiting, training, appraising, etc.)? For example, do you lack informa-
tion as to which people are capable successors for certain jobs, and do you know what

recruiting sources produce the best employees?

4. What values of the corporation should be incorporated into HRPS? How might these values

be incorporated?

5. As you see it, ideally, what job responsibilities will change in your organization as a result of

HRPS?

EXHIBIT 2-3 Agenda and Clarification of Issues for Human Resource Planning System

2. No system for making known the criteria for
positions. People do not respond to posted open-
ings because rejection is a block to future pro-
motion. Recommendation from a higher-up is
known to be necessary. A related complaint was
that many CEOs will not recommend their best
people either because the CEOs rely on them
heavily or because the bright young people might
eventually be competition.

3. No system for evaluating the KSA required
of a CEO in one part of the corporation com-
pared with that of another. For example, the
CEO in Grand Rapids has different responsi-
bilities compared with a CEO in Detroit, but
no one at the corporate level knows what the
differences are.

4. No corporate HR philosophy or strategy guides
the organization in its HR activities.

Individuals at the corporate, regional, and divi-
sional levels reported slightly different perceptions of
the priority of needs for an HRPS. See Exhibit 2-4.

Although monitoring equal employment and
affirmative action is in the company’s mission state-
ment, it was considered important by only one re-
spondent. The various levels disagreed on what job
classifications should be in the HRPS: Corporate

and regional personnel preferred to include only
executive-level personnel, and divisional personnel
wanted to include data down to the first-level su-
pervisor. As an interviewee stated, “The MHC value
statement says that we respect the dignity of all indi-
viduals. To exclude people below the executive level
tells them they are worth less.” On the issue of con-
trol and administration of the HRPS, corporate and
regional executives preferred corporate- or regional-
level administration, while divisional executives had
a strong preference for direct access. Some expressed
concern that corporate administration would reduce
divisional autonomy in human resource decision
making. The degree of centralization had been a sore
point for several years. The divisions previously op-
erated individually as profit centers, but corporate
headquarters was discussing the need for a more in-
tegrated approach.

After reviewing the consultants’ report and meet-
ing with the consultants, the executive committee (rep-
resenting the three levels of management) arrived at a
consensus on the following HRPS objectives:

1. Improve the selection/search process for filling
vacant positions.

2. Develop a succession plan.

3. Forecast critical skill/knowledge and ability needs.
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EXHIBIT 2-4 Rank Order of Top HRPS Objectives by Organizational Level

Organizational Improve Selection/ Develop a Forecast Ciritical Develop Critical Create and Utilize
Level Search Process  Succession Plan HR Skills HR Skills Career Development
Corporate 2 4 8 B 1

Regional 1 8 4 5 2
Divisional 1 9 4 3 2

4. Identify critical skill/knowledge and ability
deficiencies.

5. Identify equal employment and affirmative action
concerns.

6. Create a career development system that reflects the
organizational mission.

The following HR philosophy was developed
and approved by the MHC board of directors:

As an employer committed to the value of
human life and the dignity of each individual, we
seek to foster justice, understanding, and a unity of

Case Questions

1. Describe MHC's strategy in terms of market po-
sition. Also, identify the type of external envi-
ronment MHC is operating in and the degree to
which the strategy matches the environment.

2. Identify the type of structure MHC currently
uses in its primary businesses. Describe the fit
between the structure and the competitive strat-
egy. Describe any structural adjustments MHC
should make to maximize the effectiveness of
the strategy.

3. Identify any areas where current management
KSAs are not aligned with effective implemen-
tation of the competitive strategy.

4. Describe how MHC should go about address-
ing the KSA deficiencies you have identified in

Exercises

1. Conduct an analysis of HRD'’s environment at the com-
pany you work for (if you're going to school and don't
work, use the school’s environment). What are the op-
portunities and threats to HRD in that environment?
What demands does the environment make on the
HRD department?

2. Form groups of three to five people, one of them having
been provided with training by their employer within

purpose created by people and organizations work-
ing together to achieve a common goal. Therefore, we
commit ourselves to the following beliefs:

1. People are our most important resource.

2. The human resource needs of the organization are
best met through the development of employees
to their maximum potential.

3. Justice in the workplace is embodied in honest,
fair, and equitable employment and personnel
practices with priority given to the correction of
past social injustices.

the previous question. Your answer should be
consistent with the mission and values of MHC.

5. Assume that you are the HRD manager and
the competitive strategy was given to you
prior to its adoption. Using principles and con-
cepts from the chapter, what recommendations
would you give to the strategic planning team?

6. Given the strategy, what tactical activities can
the HR unit in general, and HRD specifically,
develop to support the strategy (be sure to in-
clude the implementation of the HRIS)? Identify
sources of support and sources of resistance to
these tactical activities and point out any areas
in which collaborating with the OD unit would
be advisable.

the last two years. Have this person explain the com-
pany’s mission to the rest of the group. Then have the
person describe the type of training that was received.
The group’s task is to determine the linkage between
the training and the mission.

3. Identify two organizations with different environ-
ments and core technologies. Describe these dif-
ferences. Indicate how the HRD strategies of these



companies might be similar or different. Provide a ra-
tionale for your conclusions using relevant concepts
from the chapter.

Examine the mission at the institution you are attend-
ing. Examine the one for your area of study (if it has
one). Do the two relate? On the basis of the mission
and objectives, do a SWOT analysis through interviews
with administration or using your own expertise. What

Questions for Review

1.

Why is the external environment important to an enter-
prise and its people? Can changes in the external envi-
ronment be avoided? Explain with suitable examples.
What are the major factors influencing the alignment of
internal strategies to external strategies?
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major changes are indicated? How will they affect the
way courses will be taught? What training might be
necessary to meet these changes?

. Identify (through personal knowledge or research) an

organization that uses HRD as a part of its competi-
tive strategy. What role does HRD play in that strat-
egy, and how is HRD involved in implementing the
strategy?

. In what ways does HRD play a significant role in im-

proving strategy development and choice?

. How can a training requirement be determined from a

strategic plan?
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Learning, Motivation,
and Performance

Learning Objectives

After reading this chapter, you should be able to:
Explain the value and importance of understanding theory.
Identify the major factors that determine human performance and their relevance
to training.
Describe how motivation and self-efficacy relate to the effectiveness
of training.

Describe the cognitive and behavioral approaches to learning and their
contradictory implications for instructional practices.

Describe how social learning theory integrates cognitive and
behaviorist perspectives.

Describe how the processes and components of social learning theory relate
to training.

Describe the causes of resistance to learning.

Explain the effect of group dynamics on learning and the transfer
of training.

Explain why different people need different training methods to learn the
same things.

Identify the characteristics of training design that motivate learning and
accommodate trainee differences.

CASE

THE WILDERNESS TRAINING LAB

Claudia, a successful 33-year-old corporate marketing executive, found herself in the moun-
tains preparing to climb a rope ladder attached to a tree. When she reached the top of the
ladder, she would fall off backward. It wouldn’t be an accident. No, she wasn’t suicidal or
deranged. She was participating in an executive development program called Wilderness
Training Lab.
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Back at the corporate office she was known as an independent, smart, and tenacious busi-
nesswoman. She quickly moved up the corporate ladder from product research assistant to
brand manager. Claudia had a reputation for micromanaging her subordinates and for being
a loner. When asked about these issues, Claudia replied, “When I was in college, I had a lot of
group projects. At first I went along with group decisions and trusted others to do a good job.
Even though I felt anxious about putting my grade in the hands of someone else, it seemed to
be a good way to get along in the group. Those projects received mediocre grades, and I'm only
satisfied with being the best. Then I started to take over the leadership of every group I was in.
I developed the plan, decided who would do what, determined the timelines, and always took
on the most difficult and complex parts myself, all the time making sure the others were doing
what they were assigned. From then on my group projects always got an ‘A.” I carried those les-
sons with me into the workplace and I've had good success here, too. Maybe it rubs some people
the wrong way, but it works for me. The only trouble I'm having is keeping up with all my
projects. Some of the other brand managers want to work with me on joint projects, but I do not
have time. Besides, they probably just want me to do their work for them or steal my ideas. The
VP of marketing will be retiring soon and only one of the seven brand managers will get that job.
What's in it for me if I collaborate with them? Let each of us sink or swim on our own merits.”

A few months ago, the VP of marketing, Sandy Cines, discussed career plans with Claudia.
Sandy had always praised and encouraged Claudia’s work, but this time he was a little re-
served. He suggested, in rather strong terms, that she attend an executive development
“wilderness” program. Claudia hesitated because of her workload and upcoming deadlines.
Sandy said, “Well, I'll leave the decision up to you. The director of training and I have looked
at your strengths and what you'll need for the next level as an executive. Technically you're
very strong, but more important at the next level is building good interpersonal relationships.
The training director recommended this program for you, but, as I said, I'll leave the decision
up to you.” Claudia wondered what he thought was wrong with her interpersonal relation-
ships. She had great relationships with customers and outside vendors, and in her personal
life. Relationships with her subordinates and peers needed to be different. She needed to be
firmer and less flexible with them, did she not? She did not think she had bad relationships
with her subordinates or peers. They never complained to her. However, Claudia decided it
was pretty clear that Sandy wanted her to attend the wilderness program.

She found a diverse group of men and women executives from all over North America
when she arrived for the training. Many confided that their organizations had sent them to
“learn how to be more effective in groups.” Most of them indicated they were interested
and eager but a little nervous about what was expected of them. They soon found out. They
were divided into groups of 10 and taken out on the “course.”

The first training exercise was climbing the “trust ladder.” Doug, the program director,
explained that the group members would have to rely on each other quite a bit during the
coming week. To demonstrate that the group could be trusted, each person was to climb
to the top of the ladder and fall backward into the group, which would catch the person in
the proper manner. Doug showed them how. After everyone had completed the exercise,
they discussed risk taking, building and trusting one’s support systems, being part of a sup-
port system, and communicating one’s needs. Then came more challenging exercises, such
as building and using rope bridges to cross a stream, white-water rafting, and—the most
physically challenging of all—scaling a four-meter wall. The front of the wall was sheer and
smooth. A platform was on the other side, on which two people could stand at about waist
level with the top of the wall and from which extended a ladder to the ground.

Everyone had to scale the wall, and no one could stand on the platform until he or she
had scaled the wall. It was a timed event, and the groups were in competition with one
another. The first thing a group had to do was develop a plan. Strong and tall people were
needed to boost the others to a point where they could pull themselves over. Some stood on
the platform and helped those who were not strong enough to pull themselves over. It was
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clear that the first people over also had to be strong. Another problem was the last person
over. Everyone, except the last pair, would have “spotters” in case of a fall. Also, the last
person could not be boosted to the top. Someone would have to act as a human rope, hang-
ing down from the top so that the last person could climb up the person and over the wall.
Therefore, the last person would have to be strong enough to boost the second-to-last per-
son up, but light enough to climb over the human rope. To determine the order, the group
members needed to share with one another their strengths and weaknesses. Claudia wanted
to be the last person so that she could make sure everyone was doing what they were sup-
posed to, and also because, as the last person over the wall, she would represent the group’s
successful completion of this exercise. Two of the strongest men in the group confessed
to having injuries that would hamper their performance. Claudia realized that her tennis
elbow would be a great liability. When it came to her turn to discuss her strengths and
weaknesses, she was honest about her injury and indicated that she would fit best some-
where in the middle where many people could help her.

When Claudia’s turn to climb came, she called out to those on top what to expect—where
she couldn’t put much strain and how she would indicate that someone was pulling too hard.
Then she was being pushed up with spotters all around her, and the next thing she knew she
was over the wall.

Later, when the members discussed the event, Claudia asked what impact her limitations
had caused in the group. Those who had been pullers replied, “None.” They said they knew
what to do because she had told them about her problem ahead of time.

While packing to go home, Claudia thought about how much she had learned about her-
self and her relationship to other people, especially at work. She recognized that she gener-
ally failed to trust others to do their part and so she was not as effective as she would like to
be. Her success came at a high price because of the extra workload she imposed on herself.
In addition, she wondered, “What is the price my subordinates pay? How have my actions
affected their attitudes and performance? Do I need to be so competitive with my peers? Is
that really in the company’s best interest? Is it in my best interest?”” She knew she would have
a lot to think about on the trip home.

A FEW WORDS ABOUT THEORY

Theories are speculative road maps for how things work. In fact, most of us develop our own
theories to explain how the world around us works. The child yells, “I want an ice cream cone.”
He is told, “No, not until you ask properly.” After several such incidents, the child begins to see
that when he says “please,” he is more successful than when he says “gimme” or “I want.” The
child develops a theory of how to get things he wants; he must always say “please.” “Good”
theories assemble a number of facts, show the relationship among those facts, and develop a
logical rationale for what is likely to be true, given those facts. From theory, predictions or hy-
potheses can be generated and tested. If the tests show that the predictions are correct, the the-
ory is supported. If the new facts are inconsistent with the predictions, the theory is revised or
discarded. Suppose the child in the previous situation takes his theory to the extreme. When he
says “please” but is denied his request, he continues to badger the person, saying “pleeeease,
pleeease.” If he soon finds that this approach does not work, he might revise the theory. The
new theory says: “Please” works more often than not, but if you have to say it over and over,
it does not work. In fact, it makes the person annoyed. This process of developing, testing, and
reformulating a theory is the basis of science. It is how new knowledge is created. A good theory
is also practical because it

e explains facts as simply as possible,
e predicts future events, and
e provides information on what can be done to prevent undesirable things from happening.
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A theory is an abstraction that allows us to make sense out of a large number of facts
related to an issue. Effective training practices are developed from theories and theoretical con-
structs that describe how learning occurs and what motivates people. This chapter is about
theory, so it is necessarily somewhat abstract. Unfortunately, some people may see little value in
wading through the complex logic and rationale of theories. It is easier to follow a set of instruc-
tions like a recipe. But, in training, as in business, a single recipe will not work. Recipes require
standardized ingredients—businesses do not have standardized ingredients. Each organization
is unique, with different missions, strategies, environments, technologies, and people. The in-
teraction of these elements creates a different “chemistry” in each organization, thus making a
“one best way for everyone” approach ineffective. Theories provide the guidelines, principles,
and predictions that allow organizations to create the right recipe for their situation. Successful
people in business pay attention to theory.

Firms in all industries from manufacturing to telecommunications, from energy produc-
tion to health care (e.g., Ford, 3M, Microsoft, Motorola, Toshiba, Toyota, and Xerox), jumped
ahead of the competition because they understood and applied theories. Some of these theo-
ries concern the product; others concern how the product is made, and still others how the
firm is managed. Rather than copying others, these companies understood the underlying the-
ories related to what they were trying to do and applied those theories to meeting their goals.
As the quality guru W. E. Deming indicated, experience teaches nothing without theory.! He
warned that unless you understand the theory behind someone’s success, copying can lead
to chaos.? A survey of Fortune 1000 companies engaged in programs to improve quality (e.g.,
total quality management, ISO 9000) and involve employees in decision making supports this
view. The companies that applied the underlying models and theories correctly were getting
the best results; those that simply put programs into place were getting the worst results.?

Consider pay systems. Suppose a company pays its employees on the basis of how much
they produce (i.e., a piece-rate system). The company is successful and the employees make a
high wage. You decide to institute the piece-rate system in your company. Will it work? It might,
but it might not. Its success will depend on the total reward system, what the company is trying
to accomplish, and what the employees value. For example, employees might turn out a high
volume of the product but at the cost of many problems with quality. They might produce more
than can be sold. Piece-rate systems can create a “norm” in the work group that prohibits them
from producing more than a specified amount (to avoid increases in the product/ money ratio
or to protect slower workers). In other words, the differences in the people and work environ-
ments affect the success of the piece-rate system.

As a manager, your understanding of motivational theory allows you to improve em-
ployee performance levels by applying the principles of motivation to your firm’s unique cir-
cumstances. The same is true with training. Whether one company’s training program will
work in another’s will depend on the needs of each company, its employees, and the training
system used. Copying without understanding is like taking someone else’s prescription drugs.
Even though they might have made someone else better, they could kill you.

What theories are important to the success of the training enterprise? If trainees do not
learn, then training has failed, so theories of learning are certainly important. If trainees learn
but do not try to transfer the learning to the job, then training has failed. Add theories of motiva-
tion to the list. If the trainees learn and try to transfer the learning to the job site, but obstacles in
their work environment prevent them from making the transfer, then again training has failed. It
failed because the changes in the work environment that needed to support the desired behavior
were not considered. Thus, to design and implement effective training programs, you need to
understand how people learn, what motivates learning and performance, and how the learning
and work environment affect motivation and performance. This chapter focuses on these topics.
The theories, models, and concepts discussed here serve as a foundation for the rest of the book.
We will refer to these theories and their implications for training throughout the text because
they are related to each phase of the training process.
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Kowledge,
Skills &
Attitudes

Performance
P=M x KSA x E*

*The environment provides the opportunity to perform

FIGURE 3-1 Factors Determining Human Performance

UNDERSTANDING MOTIVATION AND PERFORMANCE

Your job performance and your behavior in general are a function of what you know, what you
are able to do, and what you believe (knowledge, skills, and attitudes [KSAs]). If you do not
have the requisite KSAs, you cannot perform. However, additional factors are important in de-
termining your performance. Figure 3-1 depicts a general performance model. This model indi-
cates that a person’s performance (P) depends on the interaction of motivation (M), KSAs, and
environment (E). Motivation arises from your needs and beliefs about how best to satisfy those
needs. Both motivation and KSAs are part of your memory and thinking systems (i.e., cognitive
structure). Environment refers to the physical surroundings in which performance must occur,
including barriers and aids to performance. Environment also includes the objects and events
(cues) that you might see as indicating that your performance will be rewarded or punished.

Think back to the wilderness training case. Which of Claudia’s KSAs allowed her to reach
her current position? Recall that her boss felt that she lacked the interpersonal skills necessary for
developing good relationships. Did she lack these skills or was she not motivated to use them?
Apparently, she had the skills, because she was able to develop good relationships with others
with whom she was not directly working. The training director probably understood this, be-
cause he suggested the wilderness training rather than an interpersonal skill-building workshop.
The wilderness training did not teach people how to develop good interpersonal relationships
as much as it broke down barriers that prevented those relationships from developing. The pro-
gram worked on the motivation and attitudes of the trainees. What barriers in Claudia’s work
environment might keep her from developing these relationships? How about the upcoming re-
tirement of the VP and that open position? What criteria could be used to evaluate managers that
would encourage them to develop positive relationships with peers and subordinates?

Each of the factors M, KSA, and E in Figure 3-1 can influence performance, but the combi-
nation of these factors determines the person’s performance. The weakest factor, then, limits the
likelihood of engaging in any activity. For instance, no matter how knowledgeable or skilled you
are, if you are not motivated to perform the activity—or worse, are motivated to not perform it—
then you will not. If the environment does not support the activity or blocks it, then it does not
matter how motivated or knowledgeable you are, you will not do it. For example, if necessary



Chapter Three ¢ Learning, Motivation, and Performance

tools are not working or equipment is missing, you won’t attempt the activity. Likewise, if the
environment is sending signals that your performance will be punished, you won’t perform. In
Claudia’s case, she seemed to want to stay at work and not attend the training. However, her boss
gave strong indications that staying would be viewed negatively. Her environment changed, sig-
naling that old ways of performing would not be rewarded and new ways would.

The model in Figure 3-1 is important for determining employee training needs. It helps us
understand whether poor job performance is a result of KSAs or other factors. It is also impor-
tant in the design of training. When putting together the learning modules and training meth-
ods, the trainer must consider how they will affect the trainees” motivation to learn. Similarly,
when selecting the training facility and materials, we must consider how they will interact with
trainee motivation. When we ask trainees to use their new knowledge and skills back on the job,
we must make sure that the environment is supportive of this new way of performing. A deeper
understanding of these three determinants of performance will increase your ability to design
and implement effective training programs. First, we look at motivation, presenting the most
prominent theories and clarifying their relationship to the training enterprise.

Motivation: Why Do They Act Like That?

Motivation is part of a person’s cognitive structure and is not directly observable. Thus, it is
typically defined in terms of its effects on behavior, which are observable. Most of the scientific
literature defines motivation as the direction, persistence, and amount of effort expended by an
individual to achieve a specified outcome. In other words, the following factors reflect a per-
son’s motivation:

What need(s) the person is trying to satisfy

What types of activities the person engages in to satisfy the need
How long the person engages in the activity

How hard the person works at the activity

Go back to Claudia’s situation. What need is she trying to satisfy: the growth need or the
need to achieve and get ahead in the company? To answer this, look at the types of activities she
is involved in. She takes on extra projects, volunteers to work on task forces, works late, and so
forth. How long has she been doing it? For about two years. How hard does she work at it? Well,
it seems pretty hard: She works 12-hour days and often goes in on Saturday.

Motivation is goal-directed and derived from both personal needs and the decision pro-
cesses used to satisfy those needs. Separate theories evolved to explain the relationship between
needs and motivation, and between decision processes and motivation. Needs theories attempt
to describe the types of needs people have, their relative importance, and how they are related
to one another. Process theories attempt to describe and explain how a person’s needs are trans-
lated into actions to satisfy the needs.

NEEDS THEORY Our needs are the basis of our motivation and the reason for almost all of our
activity. Understanding a person’s needs helps you understand his behavior. From Maslow’s
early work,* Clayton Alderfer developed a needs theory of motivation called ERG theory.’ The
initials ERG represent the three basic needs of the theory: existence, relatedness, and growth.
Existence needs correspond to Maslow’s lower-order physiological and security needs. They
are the immediate needs required to sustain life—needs for food, shelter, and the like—and
the need for some security in the future for a safe and healthy life. Relatedness needs reflect
people’s need to be valued and accepted by others. Interpersonal relationships and group mem-
bership (work, family, friends, etc.) act to satisfy these needs. Growth needs include feelings of
self-worth and competency and achieving our potential. Recognition, accomplishment, chal-
lenging opportunities, and a feeling of fulfillment are outcomes that can satisfy these needs.
Even though some disagreement exists in the scientific community about the relationships
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among these needs and their relative importance at any given point in life, few dispute the idea
that these needs exist for everyone.

People work to satisfy their needs. Understanding the types and strengths of employee needs
is important to the training process. It can help identify some of the causes of poor performance
and therefore determine training needs. Consider the employee who has strong relatedness needs
but whose job is structured so that he must work alone most of the time. He might be unable to
complete the required quality and quantity of work because he spends too much time socializing
with others in the workplace. Additional technical KSAs will do little to improve his job perfor-
mance. Performance improvement would more likely result from some other type of training (per-
haps time management) or some nontraining intervention (such as job redesign or counseling).

Understanding needs is also important in designing training programs and facilities.
Trainers need to make sure that the environment and training methods—that is, how the train-
ing is conducted and where it takes place—meet the trainee’s physical, relationship, and growth
needs. We discuss these issues in depth in the chapters covering training design, development,
and implementation. Think back to the wilderness training case to get a sense of how training
methods, materials, and environment influence trainee motivation.

Although she was motivated to attend the training because of her boss’s pressure, was
Claudia motivated to learn when she first arrived, or was she skeptical about the value of the
training? What if she had attended a series of lectures on the importance of developing strong
interpersonal relationships instead of the outdoor group experiences? Would she have been
as motivated to absorb the lessons and apply them to her work? How strong do you think
Claudia’s relatedness needs were? How effective would the training be if it focused on show-
ing her how changing her behavior would result in increased acceptance by her peers? It seems
apparent that Claudia did have high growth needs. The outdoor training presented her with a
series of physical and psychological challenges, fitting in with her growth needs and motivating
her to become an involved participant in the training.

The few empirical studies conducted on this topic tend to support Alderfer’s notion that
people can experience needs in all three areas simultaneously.® The relative satisfaction level in
each area determines the importance of the needs. Unsatisfied needs motivate us, and motiva-
tion decreases as needs in an area are satisfied. However, needs in these three basic areas tend
to renew themselves; they can also expand. Although you might have a good job that provides
you with food, shelter, and security, you might start to feel the need for better food, a larger and
more comfortable home, a larger savings account, or an investment portfolio. Similarly, even
though your relationships with family, friends, and coworkers may at first satisfy your related-
ness needs, you might begin to feel that you would like the relationships to be better or closer,
or that you want to develop additional relationships.

Sometimes our needs conflict with one another, or one type of need might become more
important than the others. Then we feel we must choose one over the other, which is what hap-
pened with Claudia. We cannot be sure how strong her relatedness needs are, but we do know
that she saw them as conflicting with her ability to satisfy her growth needs at work. The wilder-
ness training was designed to satisfy the trainees’ needs for growth and relationships at the same
time. Step by step, the training demonstrated how building strong interpersonal relationships
could not only satisfy relationship needs, but also make greater accomplishments possible.

This example illustrates a central point about motivating trainees to learn. The best train-
ing incorporates opportunities to satisfy all three categories of needs. The training facility and
accommodations address, in part, existence needs. How much trainees learn is affected by the
trainees’ physical comfort, level of hunger, and so on. Demonstrating how the training will im-
prove the trainee’s competencies and, in turn, increase job security and fulfill existence needs
will also motivate the trainee. Building a network of positive relationships among trainees and
between trainees and the trainer will address relatedness needs. Using methods that provide
challenging experiences that lead to the attainment of the target KSAs will address growth
needs. By having training address all three types of needs in some way, you can be assured
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that all trainees will find at least one need that can be satisfied. This will go a long way toward
motivating all trainees, because you offer something for everyone.

Needs theory leads to implications for the training process even after completion of the train-
ing. Trainers must make sure that trainees can see how learning fulfills their needs. In Claudia’s
case, her boss provided some of that linkage when he told her how important relationship build-
ing is to her current and future job success (i.e., security needs). What could the trainers at the
Wilderness Training Lab do to create these links? We discuss this issue more in the next section,
because these links are the focus of the process theories.

PROCESS THEORIES Needs are only one part of the motivation equation. Deciding how to go
about satisfying those needs is the other part. Process theories of motivation describe how a
person’s needs translate into action. Although many types of process theories exist, we will
focus on the three with the most direct implications for training: classical conditioning, rein-
forcement theory, and expectancy theory.

Classical Conditioning Classical conditioning is the association of a generalized re-
sponse to some signal in the environment. It typically involves learning to emit a nonvoluntary
response to some signal that in the past did not produce that response. For example, when an
optometrist examines your eyes, she may put you in front of a machine that blows a puff of air
into your eyes. This puff of air causes you to blink your eyes. If a red light came on just before
the puff of air, you would probably learn to associate the puff of air with the red light and begin
blinking whenever the red light comes on. At that point, you would have learned to blink (gen-
eralized response) in response to the red light (signal).

The most widely known example of this type of learning involves Pavlov’s dogs.” Pavlov
was not studying learning; he was examining the physiology of digestion by measuring the
amount of salivation produced by various substances placed on the tongues of dogs. As the
story goes, Pavlov observed that the dogs began to salivate on his entering the laboratory, thus
playing havoc with his desire to determine the amount of saliva produced by various sub-
stances. He speculated that over time his entrance was followed so often by substances placed
on the dogs’ tongues that the dogs learned to salivate on his entrance.

Table 3-1 shows how the classical conditioning process works. Step 1 reflects the state
of affairs before conditioning takes place. Certain factors in the environment (unconditioned
stimuli) produce automatic responses (unconditioned responses) in animals and people. If we
place an unconditioned stimulus such as meat powder on a dog’s tongue, an unconditioned
response would be the dog’s salivation. That is, the dog need not be trained (conditioned) to
salivate when meat powder is put on its tongue. However, this salivation response does not
occur with every stimulus that might be in the dog’s environment, such as a buzzer. If, however,
you sounded that buzzer just before putting meat powder on the dog’s tongue, over a number
of trials the buzzer would become a conditioned stimulus. The dog is learning (being condi-
tioned) to associate the buzzer with the meat powder. However, you are still putting meat pow-
der on the dog’s tongue, so the salivation is really a response to the meat powder and remains

TABLE 3-1 Classical Conditioning Process

Step 1 Unconditioned stimulus > Unconditioned response
(Meat powder) (Salivation)

Step 2 Conditioned stimulus paired with > Unconditioned response
unconditioned stimulus (Salivation)

(Buzzer followed closely in time, over
many trials, by meat powder)

Step 3 Conditioned stimulus Conditioned response
(Buzzer alone) (Salivation)

\/
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an unconditioned response. This situation is reflected in step 2 of Table 3-1. In step 3, you stop
putting meat powder on the dog’s tongue after sounding the buzzer. If the dog salivates at the
buzzer, you have created a conditioned response (salivation) to a conditioned stimulus (the
buzzer). Continually sounding the buzzer without offering the meat powder will extinguish
(remove) this response. Over time, the conditioned response gradually disappears. Through
conditioning, a response to one stimulus can be transferred to another, unrelated stimulus.
Classical conditioning occurs frequently in the workplace, though it typically receives lit-
tle attention. The noon whistle blows at the factory, and the worker’s digestive juices begin to
flow. Sparks fly from the welding machine and your eyes blink, even though you are wearing
goggles. As you will see later, this type of learning can affect the learning environment.

Reinforcement Theory Reinforcement theory is relatively simple on the surface but can
be difficult to apply. It does not provide all the answers for how needs are translated into ac-
tion, but its major points are essential for understanding human behavior. The foundation for
reinforcement theory comes from the work of E. L. Thorndike.® Thorndike’s law of effect states
that behavior followed by satisfying experiences tends to be repeated, and behavior followed by
annoyance or dissatisfaction tends to be avoided. B. F. Skinner used this principle in developing
the operant conditioning model and reinforcement theory.’

The basic components of learning in operant conditioning are illustrated in Figure 3-2. A
person is faced with an object or event in the environment (stimulus) and behaves in a certain
way (response). That behavior results in an outcome (consequence) to the individual that is
positive or negative. In the illustration, the man has seen a book of great interest (environmen-
tal stimulus) while on the way to work. He purchases the book and reads it (response) while
continuing to walk to work. You can imagine the consequence. The environment provides
stimuli that elicit behaviors and consequences that reinforce or punish them.

In similar situations, the consequences of past behavior affect future behavior. How will
the man in Figure 3-2 respond to books while walking in the near future? Operant learning
theory says that due to the negative consequence of falling into the hole, the man will learn to
avoid reading and walking at the same time. A person’s motivation (i.e., direction, magnitude,
and persistence of behavior), then, is a function of her reinforcement history. Unfortunately,

Stimulus ——> Response —>» Consequence

FIGURE 3-2 Behaviorist Model of Learning
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reinforcement theory provides no explanation of the processes involved in storing, retrieving,

or using the lessons of past reinforcement. The model leaves us wondering how future behavior

becomes influenced by previous reinforcement history. Nevertheless, the theory does convinc-

ingly predict the various effects on future behavior caused by the consequences of past behavior.
Skinner identified four types of consequences that can result from behavior:

Positive reinforcement
Negative reinforcement
Punishment

Extinction

L

When behavior results in either positive or negative reinforcement, the likelihood that the
behavior will occur in similar future circumstances is increased. Positive reinforcement occurs
when your behavior results in something desirable happening to you—either tangible (such
as receiving money), psychological (such as feeling pleasure), or some combination of the two.
Negative reinforcement occurs when your behavior results in removing something you find
annoying, frustrating, or unpleasant. This “good” outcome increases your likelihood of repeat-
ing the behavior. For example, if you have a headache, take an aspirin, and the headache goes
away, the “aspirin-taking response” is negatively reinforced. Nothing is inherently desirable
about taking the aspirin; its reinforcing power comes from its ability to remove the pain. Either
the environment or the person can provide reinforcement. For example, when a person receives
his pay, the environment provides positive reinforcement (pay). When a person feels a sense of
pride and accomplishment after completing a task, the person is positively reinforcing himself.

Your behavior is punished when it results in something undesirable happening to you.
Punishment decreases the likelihood of the response occurring in the future. Like reinforcement,
punishment can be tangible, psychological, or both and can come from the environment or be
self-administered. In Figure 3-2, the environment provides the punishment. However, when we
do things that violate our personal values and beliefs, and therefore experience negative feelings,
we are self-punishing that behavior. Punishment exists when you receive something unpleasant
or when you lose something desirable. The latter form of punishment is called extinction. For ex-
ample, you might buy books by a certain author because of the positive feelings you experience as
you read them. However, while reading the last two books by this author, you did not experience
those positive feelings. Therefore you stop buying this author’s books. When a person’s behavior
(like buying and reading the books) no longer produces the desired outcomes, the behavior is less
likely to occur in the future. Figure 3-3 depicts the various types of behavioral consequences.

A few examples here should clear up any misunderstandings or confusion created by
these definitions. First, think back to the Wilderness Training Lab case. What kind of reinforce-
ment history did Claudia experience from working in groups? Her first group experiences in
college resulted in the negative outcomes (for her) of mediocre grades. Because her cooperative
behavior in groups was punished, she stopped it. When she changed her behavior to become

Desirable Undesirable
Consequences Consequences
. Behavior .

Trainee Positively Behavior
Receives Reinforced Punished
Trai Behavior Behavior
Lralnee Punished Negatively

oses (Extinction) Reinforced

FIGURE 3-3 Types of Consequences That May Follow Behavior
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more directive—monitoring and doing more of the important work—two consequences re-
sulted: (1) she was positively reinforced by good grades and (2) she avoided the negative feel-
ings of anxiety about the other group members not doing their assignments well and the result-
ing mediocre grades. Her new group behavior was both positively and negatively reinforced
over a number of years. It is no wonder, then, that she continued to work this way in groups. Is
it possible that Claudia avoided working in groups with her peers because she couldn’t control
those groups in the same way she could her subordinates? The training she received provided
her with new group situations in which she was positively reinforced (e.g., recognition, ac-
complishment) for using a new set of group behaviors. This new set of outcomes seems to have
changed her beliefs and attitudes about how to work effectively in groups.

In another example, after working for a few hours, Jon, a machinist, suddenly hears a
loud unpleasant screeching noise coming from the exhaust fans near his work area. He finds
the electrical switch and turns the fans off; he later switches them on again, and they work for
the rest of the day. The same thing happens over the next two days. On the fourth day, when he
takes his break, he turns the fans off before the noise begins. When he returns from his break, he
turns them on, and they operate normally for the rest of the day. This behavior becomes a daily
habit with Jon. Jon does not know that plant maintenance repaired the fan the evening before
he began his “turning it off at the break” behavior. Jon maintained his behavior because it was
negatively reinforcing. By “giving the fans a rest,” he avoided the loud, unpleasant noise. As
this worked every time, it was self-reinforcing. This is how superstitious behaviors develop.

Reinforcement versus Punishment Punishment can eliminate undesirable behavior in
the workplace. However, several problems make it undesirable as a management or training tool.

e It does not motivate people to do things, only not to do things. It does not indicate what
the desired behavior is, only what is not desired.

e If the undesired behavior is punished only sometimes, people will learn the situations in
which they can get away with it. The saying “While the cat’s away, the mice will play”
neatly captures one problem with this technique; punishment requires constant vigilance
on the part of a supervisor and encourages employee efforts to “beat the system.”

e If a person’s undesired behavior is rewarding, the punishment must be severe enough to
offset the behavior’s reinforcing properties. Escalating negative outcomes to employees
can raise ethical, moral, and commonsense objections.

* Someone must do the punishing. This person becomes someone to be avoided. Supervisors
avoided by subordinates experience leadership problems.

Positive and negative reinforcement are better tools for motivating and especially for training
employees. Negative reinforcement can cause the desired behavior to become self-reinforcing,
like Jon’s turning off the fans. When the person continually performs the desired behavior, neg-
ative outcomes are avoided. If the desired behavior is then also positively reinforced, the person
not only avoids the negative outcome but also receives a positive outcome. As with Claudia in
the opening case, the result is a strong maintenance of the behavior.

With reinforcement, the person doing the reinforcing does not always need to be present for
the desired behavior to occur. The employee actively seeks to make the reinforcing agent (e.g., su-
pervisor or trainer) aware of her behavior. When punishment is used as the motivational or learning
mechanism, the employee attempts to hide behavior so as to avoid the consequences. Obviously,
a trainer or supervisor’s job is much easier when employees are attempting to communicate what
they are doing rather than hiding it.

Thus, either positive or negative reinforcement is preferred over punishment as a strat-
egy for motivating learning and behavior change. Used in combination, positive and negative
reinforcement appear more effective than either used alone.!? For those interested in finding
out more about how to implement positive, humanistic, and effective work environments, we
would encourage you to read Dick Grote’s Discipline Without Punishment.!!
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Reinforcement theory suggests that any training must be concerned not only with teach-
ing the KSAs but also with the consequences that are attached to the following;:

e the learning process,
e the old way of doing the job, and
* the new way of doing the job.

These factors play a key role in determining how much is learned and how much is actually
used back on the job.

As noted earlier, many unanswered questions arise when using reinforcement theory to
describe the motivational process. Expectancy theory, however, provides some additional ex-
planation and leads to many more implications for training.

Expectancy Theory In 1964, Victor Vroom published a theory of work motivation called
expectancy theory.'? This theory describes the cognitive processes involved in deciding the best
course of action for achieving our goals (i.e., satisfying our needs). A cognitive process is a
mental activity such as information storage, retrieval, or use. Thinking and decision making are
cognitive processes. In its most basic form, expectancy theory proposes that a person’s motiva-
tion can be explained by the relationship among three conceptually distinct elements:

1. The level of success expected by the individual (e.g., how well she will be able to do what
she sets out to do), which is termed Expectancy 1.

2. The individual’s beliefs about what the outcomes will be if she is successful. The expected
outcomes and their likelihood of occurrence make up Expectancy 2.

3. The individual’s feelings about the various outcomes’ positive or negative value. An out-
come’s subjective value is referred to as its valence.

In combination, these elements determine the individual’s motivation (i.e., effort) to engage in a
particular course of action. When situations allow different courses of action, as most do, the one
with the highest motivation level is chosen. The motivation level for a particular course of action
can be calculated mathematically with the following formula:

Effort = Expectancy 1; X Z;; (Expectancy 2;; X Valence;;)

Although this formula is useful for those conducting research on motivation, it is not particu-
larly useful in the day-to-day activities of most people. It does, however, present some impor-
tant implications for training and learning, which we discuss shortly.

To gain a better understanding of the expectancy theory framework, let’s go back to Claudia
at the point at which she was trying to decide whether to attend the executive development semi-
nar as suggested by her boss. Today is the last day she can register for the seminar, which starts
in two weeks. She postponed the decision as long as possible and now must decide. She feels
confident about her ability to complete this training successfully, but she holds some doubts about
whether it will teach her anything useful about running her marketing operation or working more
effectively in a group. She knows that during her week of training, the marketing strategies for
five important accounts will arrive on her desk, and she will need to review and finalize them be-
fore forwarding them to top management. They are due on the Wednesday following training. In
addition, her normal work will continue to pile up. Claudia faces the choice between incompatible
courses of action. Her cognitive processes, in expectancy theory terms, are illustrated in Figure 3-4.

Examining Claudia’s situation in terms of expectancy theory, we see that her expecta-
tions of success (Expectancy 1) are high for both behaviors. The expectancy of 1.0 means that
she is 100 percent sure that she would successfully be able to complete either course of ac-
tion. The Expectancy 2 links reflect the outcomes that Claudia anticipates if she successfully
completes the seminar or stays at the office and completes her workload. If she turns down
the training and stays on the job, she believes that there is a 50 percent chance her boss will
see her skills as inadequate. It would be higher, but she believes that if she can do a superior
job on these strategies, he will not think that those relationship skills are so important. She
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Expectancy 1 Expectancy 2 Consequences Valence
Skills seen as 1
¥  inadequate
(.5)

Stay on the job 7~ ) )
and meet workload— (.9) —> Feelings of pride and 7
requirements accomplishment

(1.0) (.3)

7~ ™\ Recommended for 10
Effort promotion
. 4

(1.0 (.6)

Successfully s Skills seen as 7
complete seminar ~ ’ complete
(1.0)

Feelings of overload, 1
depression, etc. from
falling behind in work

Valence values: A value of 5.5 would be neutral. Numbers below this reflect increasingly negative
outcomes. Numbers above it reflect increasing desirability.

FIGURE 3-4 lllustration of Expectancy Theory

believes that it’s 90 percent likely that she will have feelings of pride and accomplishment
for getting all her work completed on time. However, if she turns down the training, she be-
lieves that there is only a 30 percent chance that her boss will recommend her for promotion.

Conversely, if she goes to the training, she believes that the likelihood is 60 percent that
her boss will evaluate her as having a more complete set of managerial skills. However, she will
fall behind in her work, and it is a certainty (1.0) that she will feel harried, overloaded, and de-
pressed. Yet she sees the chances of being recommended for a promotion increasing to 60 percent
if she goes to training. As the valences in Figure 3-4 show, she values her boss’s recommendation
for promotion the most. She views having her boss evaluate her skills as being inadequate and
the feelings associated with being behind in her work as the least desirable of the outcomes.

How would you use the formula to calculate Claudia’s motivation to stay on the job rather
than go to training? By multiplying each Expectancy 2 by its respective outcome valence and
summing the values, you would get 9.8.

(Expectancy 2;; X Valence;;) = (5 X 1) +(9X7) + (.3 X10)=9.8

Then you would multiply that total by Expectancy 1, which is 1.0, and you would arrive at a
force of 9.8 for nonattendance at the seminar.

Using the same procedure for the alternative goal—attending the seminar—you would
arrive at a force of 11.2. Thus, for Claudia, the motivation to stay at work is less than the motiva-
tion to attend the seminar.

Even though the actual values of expectancies and valences are interesting from a scien-
tific perspective, from a practical standpoint it is the relationships among the elements of the
model that are useful. This example illustrates the cognitive processes that link a person’s goals,
possible courses of action, and likely outcomes. These connections determine the person’s mo-
tivation and are what is missing from the reinforcement theory. Of course, we simplified the
situation considerably from what Claudia would actually face in the real work setting. She had
many other alternatives. She could delegate someone to cover most of the normal work coming
across her desk (though she was not especially comfortable with delegating). She could arrange
for the marketing strategies to be sent to her at the training facility and work on them at night,
after training, and over the weekend. Each of these alternatives would present its own expected
outcomes and associated valences.
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Faced with the situation Claudia faced, what would you do? It is unlikely that you would
place the same value (valence) on the outcomes or give them the same likelihood of occurring.
You might identify more or fewer outcomes. One of the things that make this theory so useful
is that it takes into account the fact that people view the world differently and are motivated by
different things. The lesson from expectancy theory is that you need to know what the person
expects and what they value in order to understand their motivation.

Few people would consciously go through the formal math or mapping of expectancy
theory, but it is interesting to note that most training programs that teach decision making use a
model similar to this one. More typically, we go through these processes unconsciously and in
a less systematic fashion. We choose a particular way of behaving because of our expectations
about the costs and benefits of that action. Relationships between our past behavior and its con-
sequences are combined with current information to make inferences about the consequences of
our future behavior. Some implications for training become rather obvious here.

First, to be willing to try, a person must expect that there is a reasonable chance of suc-
cess. Expectancy 1 exerts the most influence on our behavior because we do not waste our time
trying to do things we believe we cannot do. Sometimes this belief makes people reluctant to
go to training, so trainers must demonstrate that success is likely for the participants. Second,
and related to needs and reinforcement theory, trainers must make sure that the right outcomes
are attached to the successful completion of training. Trainees should be able to see clear con-
nections between the content of training and important organizational and personal outcomes.
Third, the training outcomes must be made as desirable as possible for the trainees rather than
just for the organization, the supervisor, or the trainer.

Self-Efficacy and Motivation

Feelings about our own competency are reflected in the concept of self-efficacy, which is one
of the better-researched constructs related to motivation. High self-efficacy is associated with a
belief that we can and will perform successfully. Individuals with low self-efficacy are preoccu-
pied with concerns about failure.'® Research supports the belief that the higher the self-efficacy,
the better the performance.!* Not only is performance better, but in difficult situations, those
with high self-efficacy also try harder, while those with low self-efficacy tend to reduce effort
or give up.!® In a training context, research shows that those with high self-efficacy beliefs are
more motivated to learn and are more likely to transfer that learning.'®

There are four main factors that combine to provide employees with an estimate of their
ability to be successful:

1. Prior experience. The person’s past successes and failures and their consequences

2. Behavioral models. Successes and failures of others observed attempting the behavior

3. Others’ feedback. The encouragement or discouragement provided by others

4. Physical and emotional state. The physical or emotional conditions the person believes
will affect their ability to perform.

Self-efficacy, therefore, is the primary factor in the person’s Expectancy 1 evaluation. The em-
ployee’s feelings of self-efficacy are translated into behavior. If success is expected, the em-
ployee works harder, longer, and more creatively, anticipating the positive consequences of a
successful effort. If failure is expected, the employee acts to minimize the negative consequences
of failure. For example, withdrawing from the activity (refusing to try) moves the person away
from proven failure to simply “I did not try.” It also allows the person to say, “At least I did not
put a lot of energy into it,” or make some other rationalization. The point is that the employee’s
self-efficacy sets up the person’s behavior to fulfill the self-efficacy beliefs. In expectancy theory
terms, if I do not believe that I can successfully do something, I won't exert the effort to do it;
instead, I'll do something else.

What can be done specifically to improve an individual’s self-efficacy? The supervisor
can provide the employee with confidence through persuasion. Convincing her that she is
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quite capable of succeeding in the training will help. Also, seeing others who are similar to the
employee succeed will improve the employee’s self-efficacy.

Training can improve self-efficacy either directly or indirectly, as a by-product.!” If the
employee experiences low self-efficacy regarding her abilities to perform the job, but evidence
indicates that she possesses the requisite KSAs, a program of improving self-concept and con-
fidence is needed. When low self-efficacy results from a true lack of required KSAs, attaining
competency in these KSAs should increase the employee’s self-efficacy if the training allows
the trainee to demonstrate mastery on a continuous basis. In this case, the training needs to be
designed so that the trainee begins with easily mastered tasks and moves to more complicated
tasks after the easier components have been mastered. Trainers can also emphasize what the
objectives are and the success of similar sets of trainees in the past.

Self-efficacy is very powerful in terms of facilitating trainee success. It seems to be a
good predictor of both learning in the training environment and transfer of the behavior to
the job.!® So determining a trainee’s self-efficacy before training and, if low, providing means
to improve the trainee’s self-efficacy would seem to be a worthwhile endeavor.

UNDERSTANDING LEARNING

Theories of learning are important in the development of training. We examine the essential ele-
ments of learning theories and identify their relationship to training. Specific applications of the
theories are provided in subsequent chapters.

What Is Learning?

To understand the differences among learning theories, it helps to understand the difficulties of
simply defining the concept of learning. Learning is not directly observable, but it is something
that almost everyone says they experience. People “feel” that they have learned. It is clear from
physiological evidence that learning is related to chan§es in the physical, neuronal structure
of the brain and its related electrochemical functioning.'® However, how or why these electro-
chemical changes take place is still unknown. Learning is closely tied to memory; whatever is
learned must be retained if it is to be useful. Electrochemical changes created during learning
apparently create a relatively permanent change in neural functioning that becomes what is
commonly termed memory. Again, relatively few definitive answers exist about how or where
learning is stored in the central nervous system.

TWO DEFINITIONS OF LEARNING Because we cannot observe learning, we must infer that it oc-
curs by looking at its observable effects. What things, influenced by learning, can we observe?
The answer is: the learner’s behavior. For instance, in school, tests are given to determine what
has been learned. The way questions are answered is the observable behavior. In the workplace,
your supervisor might look for ways you perform your job differently after training. Because
learning is measured in terms of relatively permanent changes in behavior, this becomes the op-
erational definition of learning for many theorists. Behaviorists in particular adopt this definition.

Cognitive theorists, however, insist that even though learning can be inferred from behav-
ior, it is separate from the behavior itself. By examining the ways in which people respond to
information and the ways in which different types of behavior are grouped or separated, cogni-
tive theorists developed theories of how information is learned. For cognitive theorists, learning
represents a change in the content, organization, and storage of information (see the section,
Example of Cognitive Theory). The term used to refer to the mental processing of information
is cognition. For cognitive theorists, learning is defined as a relatively permanent change in
cognition occurring as a result of experience. These theorists discuss learning in terms of mental
infrastructures or schema rather than in terms of behavior. Learning is seen as the building and
reorganization of schema to make sense of new information. Bruner,20 Gagné,21 and Piaget 2 are
among the cognitive theorists.
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IMPLICATIONS OF BEHAVIORIST VERSUS COGNITIVE APPROACHES At first, the differences in
the definition of learning might not seem important. It might seem to be a simple difference of
whether learning is synonymous with behavior or of how information is processed, organized,
and stored. However, these differences create widely different approaches to how education
and training are conducted.

One obvious and important difference is where control of learning is believed to occur. The
behaviorist approach suggests that the environment controls learning. Certain external stimuli
are present, the person responds to them, and certain consequences result. It is the model of
learning implied in Figure 3-2 (page 82) and discussed earlier as part of reinforcement theory.
In the behaviorist approach, the trainer controls learning by controlling the stimuli and con-
sequences that the learner experiences. The learner depends on the trainer to elicit the correct
associations between stimulus and response. Note that this model does not include the brain or
any mental activity. Skinner’s explanation of learning perhaps clarifies why he was sometimes
referred to as a radical behaviorist. He defined learning as “a relatively permanent change in
behavior in response to a particular stimulus or set of stimuli.”?® In other words, we perceive
things a certain way because of the consequences of perceiving them that way. Learning occurs
when new consequences are experienced.

In contrast, the cognitive approach suggests that the learner controls learning. Prospective
learners come to training with their own set of goals and priorities. They possess a set of cogni-
tive structures for understanding their environment and how it works. They even develop their
own set of strategies about how to learn. The learners decide what is important to learn and go
about learning by applying the strategies they developed and with which they feel comfortable.
For cognitive theorists, the learner controls both what is learned and how it is learned. The trainer
and the learning environment facilitate that process to a greater or lesser degree. Adoption of
one approach or the other leads to implications for how training is conducted and the resulting
atmosphere of the training environment. Table 3-2 lists some of the instructional implications of
these two positions. For some learning situations, a behaviorist approach is better, and for others
a cognitive approach works better.?* We discuss this issue again later in the chapter.

EXAMPLE OF COGNITIVE THEORY DPiaget identified two cognitive processes critical for learning:
accommodation and assimilation. Accommodation is the process of changing our construction
(“cognitive map”) of the world to correspond with our experience in it. Piaget indicated that
accommodation occurs through the creation of new categories, or schemata, to accommodate
experience that does not fit into existing categories. Assimilation is the incorporation of new
experience into existing categories. In cognitive map terms, accommodation changes the map,
whereas assimilation fills in the detail. These two processes are most clearly evident in young

TABLE 3-2 Some Training Implications of Cognitive and Behaviorist Learning Theories

Issue Cognitive Approach Behaviorist Approach

Learner’s role Active, self-directed, self-evaluating Passive, dependent

Instructor’s role Facilitator, coordinator, and presenter Director, monitor, and evaluator

Training content Problem or task oriented Subject oriented

Learner motivation More internally motivated More externally motivated

89

Training climate Relaxed, mutually trustful, respectful, Formal, authority oriented, judgmental, and

and collaborative competitive

Instructional goals Collaboratively developed Developed by instructor

Instructional activities Interactive, group, project oriented, Directive, individual, and subject oriented

and experiential
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children but exist in adults as well. Suppose Mike (age eight) is in the rear seat of the car with his
younger brother Brandon (almost two and learning to talk) as Dad drives through some farm-
land. As they pass a pasture where horses are grazing, Mike points and says, “Look Brandon,
horses.” Brandon responds hesitantly, “Horsies?” Mike excitedly replies, “Yes, that’s right,
horsies!” Dad glances back and says, “Good work, Brandon, you now know a new word!”
Brandon is pleased and repeats the word several times to himself. As they continue driving,
they pass another pasture with cows grazing. Brandon yells, “Look Mike, horsies!” Mike or Dad
is now faced with teaching Brandon the difference between horses and cows.

What is the learning process that took place? Brandon started out with no understand-
ing of horse or cow. When presented with a new perceptual experience and a label, Brandon
created a new cognitive category that might include the following parameters: large, four-
legged, brown, moving thing with a tail. So, when Brandon saw the cows, they fit enough of
the parameters that he attempted to assimilate this new experience into the category “horsies.”
If Mike and Dad do a good job of teaching Brandon the differences between horses and cows,
he will learn to discriminate between these two and create a separate category for cows (ac-
commodation). What he does not know yet is that later in life he will be taught to create new
categories such as mammals and species and that both horses and cows are included in some
categories but not in others.

The processes of assimilation and accommodation reflect the way we organize our expe-
rience and the meanings we attach to the world as we encounter it. Our behavior depends on
how we accommodated or assimilated previous stimuli.

INTEGRATION OF COGNITIVE AND BEHAVIORAL APPROACHES We believe that the cognitive and
behavioral approaches must be integrated to provide a full definition of learning. Learning, as
we use the term throughout this text, is defined as a relatively permanent change in cognition
resulting from experience and directly influencing behavior. A fairly obvious implication of
this definition is that changes in cognition and related behavior that result from things other
than experience (e.g., effects of drugs, fatigue, and the like) would not be considered learning.
The definition also implies that changes in cognition and behavior that are short-lived have not
been learned. For example, memorizing a phone number long enough to walk from the tele-
phone directory to the phone and dial the number would not fit into our definition of learning.
However, learning mnemonic techniques that allow you to do that would be learning, if they
were retained over a relatively long period of time.

Learning, as defined here, is not dependent on behavior. Relatively permanent cogni-
tive changes (new KSAs) can occur in the absence of observable behavior. However, only
the learner would know whether the learning took place. For example, think of courses
you took in which the material was presented in a lecture or audiovisual form. If it was
effective, you changed your way of thinking about the topic or came to a deeper under-
standing of the material—even though you did nothing other than pay attention and think
about what was presented. However, until you engage in some activity related to the topic,
no one other than you would know that learning had taken place. This phenomenon could
also happen with skills. Suppose you are a chef and you attend a seminar on preparing a
dish. You observe the presenter enhancing the flavor of a dish using a technique of which
you had no previous knowledge. You go back to your kitchen, try the technique, and are
successful on the first try. You acquired the “flavoring” skill through observation rather
than behavior. However, you might not be sure you had acquired the skill until after you
engaged in the behavior. Additionally, the more you use the technique, the more perma-
nent (i.e., resistant to forgetting) it would become. Thus, behavior is both an important
measure and means of learning.

Each of these two approaches produces valuable insights about learning. Learning the-
ories that integrate the substantiated aspects of both approaches explain learning more com-
pletely than either one alone. We discuss such a theory next.
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SOCIAL LEARNING THEORY

Social Learning Theory? (also known as observational or vicarious learning), includes behav-
iorist principles, but has an important principle that differentiates it from the purely behavioral
approach. This principle, that learning can occur without any overt behavior by the learner, has
been substantiated by considerable research. So, from the Social Learning Theory perspective,
events and consequences in the learning situation are cognitively processed and can influence
behavior even if the learner does nothing but observe. As in reinforcement theory, the conse-
quences of behavior (reinforcement or punishment) influence the likelihood of that behavior
in the future, but they do so as a result of how they are perceived, interpreted, and stored in
memory. Thus, a person can learn by observing the behavior of other people and the resulting
consequences to those other people. This process is called observational learning (or sometimes
referred to as vicarious learning). This theory contradicts the strict behaviorists, who claim that
learning can occur only as a result of a person’s own behavior and its consequences. The cogni-
tive processes that are a part of social learning theory are motivation, attention, retention, and to
some extent behavioral reproduction. Figure 3-5 illustrates the relationships among these cogni-
tive processes. The discussion that follows covers each aspect of the model.

Motivation

Although motivation was discussed at length earlier in this chapter, it is useful to see how it
fits in with social learning theory. As the model indicates, motivation both influences and is
influenced by the other processes. The learner’s needs determine what things receive attention
and are processed for retention. As shown in the model, social learning theory incorporates the
reinforcement theory concept that the consequences of behavior affect the likelihood of future
behavior. By observing someone else’s behavior, the observer can learn something about how
to perform the behavior and also something about the consequences of the behavior. Thus, the
learner’s future behavior is influenced by the how other people behave and the reinforcement
or punishment that follows their behavior.

External Environment

A

Stimulus

ATTENTION

Learner's Cognitive Processes

Motivation <€ > Retention

1. Symbolic Coding
2. Cognitive Organization
3. Symbolic Rehearsal

A
Y

> Behavioral

> Consequences
of Behavior

Reproduction

FIGURE 3-5 Cognitive Processes Involved in Social Learning
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However, the model of learning processes illustrated in Figure 3-5 is more than just observa-
tional learning. It combines concepts from various learning theories into a comprehensive set of
integrated learning processes. By examining these processes we are able to derive principles for
effective training. After discussing each of the processes, we will show how they align with nine
instructional principles that lead to effective training.

Attention

Before we can learn, we need to focus our attention on what is to be learned. For most of our
waking hours we are in an environment that bombards us with a multitude of sights, sounds,
smells and so on. However, we only notice some of all that is around us and pay attention to
only part of that. The things we pay attention to are those that stand out for some reason (loud,
bright, unusual, etc.) and which we believe have important consequences for us.

The chapter on training design addresses in great depth the issues related to capturing
and maintaining trainee attention. However, let’s examine a few methods here to illustrate how
managing trainee attention can increase the effectiveness of training. One way to garner atten-
tion is to let participants know the purpose of the training and why it has important conse-
quences for them (the benefits of learning and the costs of not learning). You can also get trainee
attention by making key learning points stand out so that the trainees will focus attention on
them. Eliminating distractions, such as electronic communication devices, keeps trainees’ at-
tention focused on the training. Making learning exercises fun and interesting keeps attention
focused on the learning topic. However, exercises that are fun but not related to the learning
objectives focuses attention away from what trainees are expected to learn. Getting trainees to
pay attention is just the first step in facilitating learning. Once you have their attention you need
to help them retain the information.

Retention

Once attention is focused on an object or event, the incoming information is processed for
possible retention. Some of the information will be retained, and some will be lost. The more
you design your training to facilitate the retention processes, the more your trainees will learn.
As Figure 3-5 shows, there are three key retention processes; symbolic coding, cognitive orga-
nization, and symbolic rehearsal. The retention process begins with symbolic coding, which
is the translation of the external world into internal symbols that are used to understand and
retain the information. These symbols are then organized into the person’s existing cognitive
structure by linking up with previously stored information. This “linking up” process is called
cognitive organization. It is what we previously discussed as assimilation and accommoda-
tion (putting information into already existing categories or creating brand new categories for
the information). It can be facilitated in training by asking the trainees to provide examples of
how the new information relates to what they already know and how it differs from what they
already know. Doing this serves two purposes: It allows the trainee to code and store the infor-
mation more easily, and it allows the trainer to see whether the desired associations are being
made. Our earlier discussion of Brandon learning the concept “horsie” and the difference be-
tween cows and horses is a simple example of how this process works. First Brandon learned
the new concept “horse” which he symbolically coded into his memory as a large animal with
four legs. He created a new category (cognitive organization) which he labeled “horsies.” Later
he sees a cow which he calls a “horsie”. Let’s say dad and brother Mike tell him “No, that’s a
cow.” Brandon isn’t likely to be able to understand the difference. If, when they get home, dad
shows Brandon pictures of cows and horses and explains how they are different he will have
facilitated Brandon’s learning. To see if Brandon really knows what distinguishes a cow from
a horse dad should ask him to pick out the picture of the cow and show him what makes it
different than the horse. It is through this question and answer cycle that dad will be able tell
if Brandon really has learned to distinguish between the two. There are additional ways to fa-
cilitate retention beyond questioning and these are discussed in Chapter 5 (Design).
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To anchor the learning and increase its retention, the learner can “practice” the learned
material through visualizing or imagining how the knowledge or skill will be used. This is
called symbolic rehearsal. If the focus is on skill building, the trainee imagines using the
skills in different situations. This is usually fairly easy to do because a skill is generally associ-
ated with particular situations in which it is used. When the focus of learning is knowledge,
it is sometimes more difficult to imagine how it can or will be used. For example, think back
to when you were learning the multiplication tables. Most of us memorized these through
constant repetition over many months, and to help us remember them we were given multi-
plication problems to solve. Each year, as we advanced to the next grade, we were given more
multiplication problems to solve. This repetitive use of the multiplication rules allowed us to
retain them. In contrast, storing information without any personal use—in other words, just
memorizing—typically results in only short-term retention. Students who have ever crammed
for an examination are probably familiar with this phenomenon. In the case of cramming for
an exam, little time is spent trying to understand how the information can be used in the “real
world” while a great deal of time is spent developing systems for memorizing the words.
Once the exam is over, there is no perceived need to retain the information and it is lost.
However, associating the information with its uses enhances the storage and retrieval pro-
cesses, increasing long term retention. The symbolic rehearsal process is one kind of mental
practice. Observing others use the knowledge or skill provides additional opportunities for
symbolic rehearsal because as you watch them, you can put yourself in their place. Symbolic
rehearsal also increases the ability to generalize learning to novel situations. As with the other
retention processes, Chapter 5 (Design) discusses many additional ways to enhance retention
through symbolic rehearsal.

Behavioral Reproduction

Behavioral reproduction is repeated practice. The more a person practices using new informa-
tion, the more it is learned and retained. The effectiveness of practice depends on how the prac-
tice is designed and reinforced. This will be discussed in detail in Chapter 5. Figure 3-5 shows
the behavioral reproduction process as being both a part of the learner’s internal cognitive pro-
cesses and the external environment. This is done to show that the person’s internal processes
initiate the behavior (retrieving the knowledge/skill from memory and directing the body to
perform) while the behavior actually occurs in, and becomes part of, the external environment.

We already spent considerable time discussing the importance of behavioral consequences.
One additional point is worth making, however. If consequences are to affect behavior, the in-
dividuals must be aware of the consequences and their connection to behavior. For example,
assume that a supervisor has not yet told an employee that he has recommended him for a
bonus because of superior performance. Obviously, the recommendation will not influence the
employee’s behavior until the supervisor informs him. Even when aware of a consequence, the
person may misinterpret its connection to performance. The supervisor may tell the employee
“I've recommended you for a bonus.” However, the employee may think “Well I guess my get-
ting him coffee every morning has paid off.” Thus, for consequences to have the desired effect
the person must know the outcomes and correctly connect them to the behavior that produced
them. Effective training programs need to provide learners with the opportunity to practice
new behaviors, but in addition need to call attention to the desirable consequences of learning
and of using the learning back on the job.

ALIGNING TRAINING DESIGN WITH LEARNING PROCESS

We have discussed various processes involved in how individuals learn and some things effec-
tive training programs should do to enhance learning. From these learning processes Gagné and
his associates?® have developed a sequencing of instructional events that should be designed

93



94 Chapter Three ¢ Learning, Motivation, and Performance

TABLE 3-3 Gagné-Briggs Nine Events of Instruction?’

Instructional Event This Event Causes the Trainee

Gaining attention To focus on trainer and/or training materials

Informing the trainee of goal To begin to focus on the goal

(objective)

Stimulating recall of prior To retrieve prior learning to working memory

knowledge (learning)

Presenting the material To selectively perceive important parts of training

Providing learning guidance To consider how the new material fits into the trainee’s overall
schema and clarify where it belongs for ease of retrieval

Eliciting the performance To doit

Providing feedback To perform more effectively by reinforcing correct responses
and assisting when incorrect

Assessing performance To demonstrate what has been learned by completing some
predetermined activity

Enhancing retention and To use the concept in more complex and varied ways

transfer accompanied by feedback

into any training program so as to facilitate the trainee’s learning process. Table 3-3 lists these
and what the effect of the event is on the trainee.

This Micro Theory of Instructional Design provides nine steps (sets of events) to follow
in developing training.”® Gagné and his associates say:

“These events of instruction do not invariably occur in this exact order, though this is the most
probable order . . . by no means are all of these events provided for every lesson. . . . Their role is to
stimulate internal information processes . . . sometimes an event will be obvious to the learner and
not needed . . . or provided by the learner themselves. . . . In using the checklist the designer asks,
“Do these learners need support at this stage for learning this task?” 2

So, one should not interpret the nine steps as applying to an entire training program that con-
sists of multiple modules. Rather, these steps apply to each module in a training program. For
example, if a training program has four modules and each module has its own learning objec-
tive, then the nine steps would apply to each module. But, perhaps not in the same order or
even all of them in each module. We provide an example of how to apply the nine steps to a
training module in Chapter 5 (design). Our purpose here is just to familiarize you with how the
theory of learning is translated into practical steps for the design of training.

MOTIVATION TO LEARN

We have now discussed both motivation and learning theory. Here we discuss how these inte-
grate into a model of trainees’ motivation to learn as they enter and progress through a training
program. In addition to designing training to align with learning processes, the design must
also address the trainee’s motivation to learn. Motivation to learn is defined as the intensity
and the persistence of the trainee’s learning-directed activities in relation to the training pro-
gram.® There is a significant amount of research evidence to show that motivation to learn
influences the outcomes of training (knowledge and skill acquisition, transfer of KSAs to the job
and resulting job performance).’! Thus, training professionals need to understand the factors
affecting motivation to learn and how to address these in the design of training. In this chapter,
we focus primarily on understanding the factors and only briefly touch on training design im-
plications. We will cover the design issues more fully in Chapter 5.
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FIGURE 3-6 Factors Affecting Motivation to Learn and Transfer of Training

Figure 3-6 shows how various individual and organizational factors affect motivation to
learn. The relationships shown in the figure have been supported by numerous research stud-
ies. While the relationships among all the variables are much more complex than depicted, we
have taken a few liberties in the interest of clarity to show how individual characteristics and
the organizational context interact to influence the trainee’s motivation to learn. As Figure 3-6>>
shows, the trainee’s motivation will be determined by individual factors (self-efficacy, valence,
anxiety, and cognitive ability) and environmental factors (climate for learning and transfer and
supervisor/peer support). These are the shaded areas in the figure. We will discuss the environ-
mental factors first.

Environmental Factors and Resistance

Resistance to learning occurs when the trainee’s motivation to learn is not high enough to over-
come other forces acting on the trainee that discourage learning. Learning, like eating, is one of
the most fundamental processes of survival, so why do trainees resist it? Trainers and managers
continually complain about trainees who do not pay attention, are disruptive, and demonstrate
a general resistance to learning new material. If learning is a basic human process, why are so
many complaints of this type made?

Viewing learning as a performance outcome is the first step to understanding resistance to
learning. Most learning is not something that happens automatically or unconsciously. It is an ac-
tivity we decide to do or not do. From the performance model discussed earlier (see Figure 3-1),
we know that learning is determined by a person’s motivation, KSAs, and learning environment. If
the trainee doesn’t have the prerequisite KSAs or the environment doesn’t allow learning to occur,
then resistance occurs. If trainees are not motivated to learn the material, they will also demonstrate
various forms of resistance.

There are many organizational-environment factors that influence how employees enter
training. We will focus on three key factors: peer support, supervisor support, and the climate
for learning and transfer back to the job. These have substantial research support and are factors
that can be addressed by the training design.
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PEER SUPPORT Peer support is the encouragement and assistance that trainees receive from
their coworkers. The effects of group dynamics in the work unit on individual group member
behavior and motivation is significant and is one reason trainees might resist new learning. The
power and control of the group over its members was first noted in the Hawthorne studies of
the 1920s and 1930s.>* Even though members of the group were paid a piece rate, the output
from members of the group was always within a certain number of units. Examination of this
study revealed that the group set a standard, rewarded those who remained within the stan-
dard, and punished those who did much more or much less. Thus, the group norm of a certain
number of units was generally followed.

The power of the group comes from rewards the group gives to members who follow
group norms or the punishment for those who do not. These rewards or punishments can be as
simple as talking to (reward) or shunning (punishment) a group member. Punishment can also
be severe, such as slashing tires or physically threatening those who do not comply. Consider
the following scenario. Sarah arrives at the training center early, excited to be attending a work-
shop on how to communicate with customers more effectively. Fellow trainees are talking
among themselves, making fun of the training. One of them says, “They are going to tell us how
to do our job; I bet the trainer has never even done our job, so how could he know?” Another
responds, “Yeah, these workshops are put together by those who never worked in a real job, but
at least we can enjoy this as a day off work.” Then one turns to Sarah and says, “Hey, I see you
managed to con your boss into sending you here for a rest too—good work.” To be part of the
“in group,” Sarah will have to agree and, as a result, will be much less active in the training than
she would really like. This will affect the amount she learns.

Let’s say that in spite of her (and everyone else’s) lack of participation in the workshop, Sarah
did learn a few skills. Now she goes back to her workplace. There she hears coworkers (peers)
comment, “Well, did you enjoy your day off? Wasn't that training the stupidest stuff you have
ever seen?” and “Can you imagine using that active listening’ stuff on a real customer?” With
such comments, what is the likelihood that Sarah will want to try some of these new skills? Group
dynamics is a powerful force that can drastically inhibit both learning and transfer of skills.>*

Group dynamics can also be used to support high performance. The pajama factory ex-
periments of the late 1940s compared employees in two groups where change was necessary
in how the jobs were done.?® In one group employees were told about the changes, and in
the other the members provided input into the changes. The no-participation group showed
a drop in productivity from the baseline, and the participation group showed an increase in
productivity from the baseline. The most important factor in the difference was group norms
that developed either to restrict output (no-participation group) or increase it (participation
group). More recent research indicates that peer support for training is a strong predictor of
the likelihood that trainees will transfer what they learned to the job.3® The control the work
group exerts over the individual member is a double-edged sword. It is a good thing if the
norms are developed in line with the organizational goals, bad if they are not. One way of
developing positive norms is to allow input from the work group on decisions that will affect
them. The movement toward more teams and teamwork in organizations provides such op-
portunities, but to ensure that the right norms are developed, these work groups need to be
nurtured and made to feel that they are a valuable part of the organization.>”

SUPERVISOR SUPPORT Supervisor support is also a key factor influencing motivation to learn
and resistance to training. 8 Supervisors are the official source of rewards in most organizations.
If your supervisor doesn’t think that training is worthwhile and communicates this to you, what
will your reaction be? Probably you will also think that the training is not worthwhile, and your
attitude walking into the training will be negative. With this predisposition, you are likely to
demonstrate one or more signs of resisting the training. For this reason, we advocate engaging
the trainees’ supervisor(s) early in the training design process. This allows the supervisor(s) to
have input into the training and to see how the training will be of value to the work unit.
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CLIMATE FOR LEARNING AND TRANSFER For training to be successful, both learning and the use
of that learning back on the job need to be supported. If the employee doesn’t feel that learning the
new material is valued by those that matter she will make little or no effort to learn. Evidence that
the organization supports learning is shown in the way it creates learning opportunities and the
way it rewards learning. This “learning” climate combines with the climate for “transfer” to influ-
ence the employee’s motivation to learn and apply that learning to the job. While a positive climate
for learning and transfer includes supervisor and peer support, it includes many other things as
well. It requires aligning organizational systems and procedures to support the new job behaviors
and the training process in addition to removing barriers. What sorts of systems and procedures
need to be aligned? We will talk more in depth about this in the next chapter on the needs analysis
phase of the training model. For now, it’s sufficient to know that organizational reward systems, job
materials and equipment, and job procedures are on the list.

Individual Factors and Resistance

Differences in personality and other individual characteristics are related to trainees’ motivation
and ability to learn and thus are also factors in resistance to learning. We have already discussed
in some depth how a person’s self-efficacy and the way she values the outcomes of training
(“valence” in expectancy theory terms) will influence her motivation. The number of personal-
ity traits that influence a person’s motivation to learn is far greater than can be discussed here.
For the most part, an understanding of these personality traits provides little practical value
for training design and implementation. This is true for several reasons. In most organizations,
employee personality traits are not measured, as it is too costly and impractical. Even if these
traits were measured, designing a training program that addresses all the individual differ-
ences among the trainees would be too complex and costly to be practical. The same is true for
developing separate training programs for sets of trainees with unique combinations of traits.
However, there are some individual characteristics that are fairly easily observed and which
training can be designed to address.

COGNITIVE ABILITY Cognitive ability refers to individual differences in information-process-
ing capacity and the level of cognitive resources that a person can bring to bear on a problem.
This is often referred to as general intelligence. It is clear that individual differences in cogni-
tive ability relate to differences in learning.>” Trainees with differences in cognitive ability will
respond differently to goals set for training.

Goal Setting Some interesting findings came from studies regarding the learning pro-
cess for low- and high-ability individuals.*’ Goal setting as a motivational incentive does not
always operate with the same magnitude for these two groups. When those with low ability are
starting to learn a moderately difficult task, providing goals to them will inhibit, rather than en-
hance, learning. Although the same is true for high-ability individuals, it is not nearly as severe.
High-ability individuals, it seems, have the additional cognitive capacity to focus on goals in
addition to the new learning in the early learning stage. This difference disappears as the task is
learned, and then goal setting enhances the performance of both low- and high-ability individu-
als. Even though a difference separates the two groups, results from this research suggest that
generally, it is wise to design training so that difficult tasks are broken down into a set of simpler
tasks that are more easily mastered. If this is not possible, then it is best not to introduce goal
setting as a motivational device early in the training process.

KSA Base Trainees with higher levels of cognitive ability not only process information
more quickly but also typically have a larger store of knowledge. Although we indicate that
it is desirable to consider diversity among trainees as an opportunity, this is true only up to a
point. Substantial differences in the trainees’ KSAs related to the training can create significant
challenges for the design of training. Those with less knowledge will need to have more train-
ing material available to them than the others. It is not only differences in KSAs that can create
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problems in a training group. The speed at which trainees can process the training information
can also make a big difference. Those with less cognitive ability might not be able to keep up
with the material, or if the material is presented at a slower pace, the more knowledgeable train-
ees are bored to tears.

The logic of using different approaches for trainees with significant differences in cogni-
tive ability and KSA base makes some sense here. One approach would be to design separate
training programs for the two groups. Another approach would be to develop two phases for
the training. The first phase would be for those with lower cognitive abilities. This phase would
develop the KSA base and other prerequisite knowledge for the second phase. The idea here is
to reduce the differences in ability to keep up with the material in the second phase. The second
phase would include all trainees. Another approach would be to use electronic, self-paced train-
ing methods, allowing each trainee to move through the material at a pace consistent with their
cognitive abilities.

VALENCES If training is perceived as leading to attractive outcomes such as better performance
and better fay, there is a higher probability that the learning will take place, and transfer to the job
will occur.*! This was demonstrated in a recent study showing that trainees who believed that the
training was relevant to their job were more likely to learn and transfer that learning to the job.*?

However, it is important to note that even when trainees acknowledge the value of the
training, they might believe that the effort required to master the learning is just not worth-
while. In Piaget’s terms, the accommodation process (developing new cognitive categories) is
the most difficult, whereas assimilation (adding new things to existing categories) is relatively
easy. Accommodation requires a learner to create new categories that then need to be linked to
other related categories. The more categories that exist and the more developed they are, the
more difficult the learning. When assimilating, the learner simply adds new elements and rear-
ranges associations among elements within a single category. When accommodating, not only
must learners create a new category and place elements into that category, but they must also as-
sociate this category with other categories. The elements within those categories must be modi-
fied to create the network of associations that appropriately incorporates the new information.

This type of situation occurs whenever a company changes the paradigms it uses for con-
ducting its business. For example, think about what supervisors face when companies move
from a traditional, centralized, hierarchical, autocratic decision-making system to a flexible,
team-based, more consensus-based, employee-involvement system. From their experience and
training in the traditional system, the supervisors developed a cognitive structure for getting
things done. They learned how to make all the decisions for their subordinates and developed
a system for communicating those decisions and ensuring that they were carried out effectively.
These strategies were probably reinforced over many years. A new piece of equipment or a
change in the work process brings new procedures that are learned and assimilated into the
supervisor’s decision-making structure relatively easily. Under the new team-based decision-
making structure, however, the whole process of making decisions must be relearned because
the underlying organizational assumptions have changed. For the supervisor, the focus is no
longer on the quality of decisions but on the supervisor’s ability to facilitate quality decisions by
the team. Although some aspects of the supervisor’s old decision-making process might still be
useful, his cognitive structure must be changed to incorporate the new concepts, and the useful
aspects of the old concepts must be reorganized and integrated with the new. For this reason,
learning the new system will be more difficult for supervisors with a lot of experience than for a
newly hired supervisor with little experience in the traditional system.

ANXIETY Anxiety is a heightened state of arousal related to feelings of apprehension or fear.
High levels of anxiety interfere with other cognitive processes and cause the trainee to with-
draw from or actively resist the learning process. Many trainees feel anxious as they enter train-
ing. Most trainees arrive at training with an elaborate and highly integrated cognitive structure.
They already know a lot about themselves, their work, their company, and many other things.*?
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The objective of training is to change some part of that cognitive structure so that the trainee’s
performance will be improved. Change creates anxiety, however, for the following reasons:

Fear of the unknown “Right now | know how things work, but I do not know how this training
will affect things.”

Fear of incompetence “| do not know whether I'll be able to learn this stuff.”

Fear of losing rewards "What will happen to my pay, status, and perks, among other things?”

Fear of lost influence “Will this training make me more or less valuable?”

Fear or lost investments “I've spent a lot of time and energy learning to do it this way. Why
change?”

These concerns deal with the trainees” needs, their current competencies, and how training
will change their current outcomes. Pretraining counseling, the setup of the training facility,
and the way in which training is introduced can all reduce the level of anxiety trainees feel.
Expectancy theory addresses these factors, and the trainees” motivation to learn will depend
on the answers to these questions. To the degree that the answers indicate that learning is
worth the effort, the individual will be motivated to learn.

The “fear of incompetence” issue deserves more discussion. In general, the more experienced
employee has a more developed, integrated, and complex cognitive structure. A great deal of effort
has gone into creating that cognitive structure. Now he is being told that his KSAs are not good
enough and he has to go to training. Trainees also might feel that they are being told that the trainer
knows more about how to do their job than they do. Both of these situations can contribute to the
trainee feeling that his competence is under attack, leading to defensive behaviors. This is especially
true if the training is mandatory. These defensive behaviors can take the form of trying to show the
trainer, and the other trainees, that the training is inadequate or irrelevant and that their current
KSAs are better than what training has to offer. They also might try to show that the trainer is incom-
petent. By degrading the training or the trainer, the trainee feels that he is protecting himself.

This generalization is not to say that more experienced people always resist learning
new things or discarding old beliefs. They frequently do not. As adults mature, they appear to
go through periodic episodes of cognitive reorganization in which long standing concepts or
principles are reevaluated.** During these cognitive reorganizations, knowledge that is of little
functional value is discarded, and new KSAs are discovered and integrated into their cognitive
structure, especially in times of transition such as job or career changes. For adults, the key fac-
tor in discarding old learning and acquiring new learning is its practical usefulness. Training
that seems abstract, theoretical, or otherwise unrelated to doing the job will likely be ignored or
resisted. Training that can demonstrate its value and practical utility will find trainees eager to
learn. This needs to be built into the training design.

GOAL ORIENTATION Goal orientation is a relatively new construct in the adult training litera-
ture and is not as well researched as factors contained in Figure 3-6. Nevertheless, it does seem
to have a significant impact on motivation to learn.*> Goal orientation is the degree to which
an individual is predisposed toward either a “learning orientation” or a “performance orienta-
tion.”#® Those with a learning goal orientation focus on the learning process. They seek chal-
lenging tasks to increase their competence, see negative feedback as important information to
help them master the task, and see failure as a learning experience. One result of this learning
goal orientation is persistence when having problems doing a complex task; they are more mo-
tivated to continue to try and solve the problem.

Those with a performance goal orientation differ because they focus on the end result. They
wish to be seen as competent and therefore desire favorable, not negative, feedback. They prefer
easier tasks where they are able to demonstrate their competence rather than learning something
new. A result of having this performance goal orientation is avoidance of complex tasks for fear of
failure, limited persistence, and a tendency to be easily distracted.*’
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In an organizational setting, those with a performance goal orientation have a strong de-
sire to impress others and focus on the outcome of their performance. Those with a learning
goal orientation focus on mastery of the task to develop their competence, acquire new skills,
and learn from their experience.*® The research using goal orientation in an organizational /
training setting has only been going on for a few years, but much of it concludes that it is better
to have a learning goal orientation than a performance goal orientation in a training setting.*’ In
other words, the focus should be on the process of learning new things rather than on some end
product performance goal. The good news is that although there is evidence that goal orienta-
tion is a trait, the trait can be influenced by the situation. In fact, it seems that as long as there
are situational cues suggesting a focus on learning rather than performance, the situational cues
will override the goal orientation trait.”® Furthermore, these findings tend to be supported when
the task is complex and requires new knowledge and strategies.”!

TRAINING THAT MOTIVATES ADULTS TO LEARN

Learning occurs quite frequently in adults when it appears to offer practical application im-
mediately or in the near future.”? For example, a study showed that IBM sales representatives
averaged more than 1,100 hours a year in “new learning episodes.” (A new learning episode
was defined as a deliberate attempt to gain and retain some significant knowledge or skill for
problem solving or personal change.) Professors, by contrast, averaged slightly more time (1,745
hours) on fewer episodes. Clearly, adults are not resistant to learning, but they are sometimes
resistant to training offered by their companies. Why?

Training Relevance, Value, and Readiness to Learn

Some of the most often mentioned reasons for adults engaging in new learning are problems on
the job, job/occupational changes, home and personal responsibilities, and competency at some
hobby or recreational activity. In the study mentioned previously, about two-thirds of the learn-
ing episodes were job-related. The need to know and the readiness to learn are critical aspects in
the success of adult learning programs.”® The need to know refers to the value of the knowledge
to the learner. Adults most often seek to learn when the learning is life-, task-, or problem-cen-
tered.>* Readiness to learn refers to the amount of prerequisite knowledge (KSAs) the trainees
possess and the trainees’ belief that they can learn the material. This aspect is consistent with
the principles of self-efficacy and expectancy theory. People’s motivation to learn a particular
knowledge or skill set is directly influenced by their belief that if they put forth the effort, they
will be successful in their learning (Expectancy 1). Beyond this expectation, they must feel that
the benefits of learning the KSAs outweigh the benefits of not learning them (Expectancy 2).
The challenge is to provide instruction in a context that overcomes the natural resistance of
adult learners to changing their cognitive structures. Making the relevance and value of the learn-
ing clear as it relates to the trainee and organizational goals addresses one source of resistance to
learning.”® Ensuring that the trainee believes she can successfully master the training content is an-
other important motivator. Over time, adults might develop feelings of low self-efficacy in certain
areas and feelings of high self-efficacy in others. For those with a low self-efficacy for learning in
general or for the specific content area of the training, the trainer needs to change the self-efficacy
beliefs so that trainees are more willing to attempt new learning. Doing so requires a careful match
between the trainee’s characteristics (e.g., KSA level, learning-style preferences) and the design of
the training. Trainers can overcome a significant type of resistance to learning by demonstrating
that learning in the subject area can be as easy as in areas in which trainees have high self-efficacy.

Allowing Trainees Control Over Their Learning

As we pointed out, trainees walk into training with well-developed cognitive maps that re-
flect their experiences. Since these experiences differ from person to person, any given training
group is likely to differ considerably in the KSAs they possess and in their learning strategies.
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Trainees often view these differences as hindrances to their learning and resist training with
others who are dissimilar. However, these differences can be viewed as a learning resource if
the trainees are willing to share their experiences and strategies and if the training environ-
ment supports such an exchange. In fact, adult learners prefer sharing their learning experi-
ences with others if the environment is supportive. Even though adults prefer to plan their
own learning projects and to adopt a self-directed approach to learning, this preference does
not imply a desire to learn in isolation. Rather, it reflects a desire to set their own pace, establish
their own structure for learning, and employ flexibility in the learning methods. More often
than not, adults seek learning assistance from others. In short, they do not mind learning from
others but they want to maintain some control over the learning experience. These characteris-
tics suggest that training that incorporates individualized components and also makes use of
shared, relevant experiences will be most effective at overcoming resistance to learning.

Although it is true that many adults are able to learn new competencies even when they
are not told the significance or usefulness of the training, they are much less likely to be able to
apply these new competencies to their job. Research suggests that trainees receiving instruction
on how to perform a set of skills show improved performance at the end of training but fail to
use the skills on their own or to generalize the skill usage to similar situations.”® Training that
provides instruction on the “how to” and includes the “why and when” results in improved
performance and continued use of the skill across appropriate situations.””

Involving Trainees in the Process

Training, then, should take into account the motivational and cognitive processes that influence
the trainee’s readiness and willingness to learn. Many writers emphasize the importance of par-
ticipation, choice, personal experiences, critical reflection, and critical thinking as key character-
istics of adult learning.”® Involving the trainees in the learning process from needs assessment to
design and evaluation addresses many of these issues.

Involvement is a key part of overcoming resistance to change. You might remember from
the discussion of OD principles in Chapter 2 that involving those who are affected by change
in planning and implementing the change creates a sense of ownership. The result is increased
commitment to the change and better implementation of the change. Supervisors and trainees
should be involved in determining the training needs because both are affected by the change.
Supervisors have a clearer understanding of why new KSAs are necessary, how they fit in with
the overall plans for the work unit, and the consequences of their employees learning or not
learning the new KSAs. The trainees, in turn, see what KSAs they need to improve and under-
stand why those KSAs will be of value. Involving trainees in needs analysis and other parts of
the training process will be discussed in more depth in the relevant chapters.

Training design issues are discussed in more detail in Chapter 5. However, training professionals
should consider the following nine principles in developing training programs for their employees:

1. Identify, where possible, the trainees’ strengths and challenges relating to motivation to
learn and design the training to address as many of these as is practical.

2. Align learning objectives to organizational goals and show how learning is important to

trainee and organizational success.

Describe program goals and objectives clearly at the start of training.

Engage the trainee early, thus maximizing attention, expectations, and memory.

Use a systematic, logically connected sequencing of learning activities so that trainees

master lower levels of learning before moving to higher levels.

Use a variety of training methods.

Use realistic job- or life-relevant training material.

Allow trainees to work together and share experiences.

9. Provide constant feedback and reinforcement while encouraging self-assessment.

g1

® I

The trainer can address the diversity of characteristics trainees bring to training within the con-
text of a group-learning environment by applying these principles to training programs.
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Summary

An employee’s performance is a function of moti-
vation, KSAs, and environment. This is true of per-
formance in training as well as job performance.
Learning the content of a training program will de-
pend on the motivation and KSAs the trainee brings to
the training program and to the training environment.
Examination of theoretical frameworks in the fields
of motivation and learning provides us with practical
insights for the design of training programs. Theories
of motivation fall into two categories: needs theories
and process theories. Needs theories, such as ERG, ex-
plain what it is that motivates an individual. Process
theories, such as expectancy theory, explain how an
individual’s needs lead to goal-directed behavior. Self-
efficacy, a person’s belief in her performance capabili-
ties, plays a significant factor in motivation.

Two historical approaches to understanding
learning are the behaviorist perspective (Skinner)
and the cognitive perspective (Piaget). The behav-
ioral approach (reinforcement theory) focuses on the
importance of the environment, and the cognitive ap-
proach (accommodation/assimilation) emphasizes
the processes that lead to learning. Together, the two
theoretical perspectives provide a more complete pic-
ture of the learning process than either can do alone.
Bandura’s social learning theory provides a more in-
tegrated approach through which we can more fully
understand learning. The process of learning provides
the foundation for designing effective training. Gagné
and colleagues provide this foundation with their the-
ory of instructional design (nine events of instruction).

Key Terms

* Accommodation ¢ Existence needs

e Assimilation e Expectancy theory

e Attention ¢ Extinction

e Behavioral e Group dynamics
reproduction e Growth needs

® Classical e Law of effect
conditioning ¢ Learning

e Cognition ¢ Learning goal

e Cognitive orientation
organization e Performance goal

e Cognitive process orientation

e Cognitive structure e Micro Theory of

e Environment Instructional Design

e ERG theory e Motivation

A model (Figure 3-6) was presented showing
individual and organizational factors influencing
motivation to learn and the influence of motivation
to learn on training outcomes. The factors influenc-
ing motivation to learn (self-efficacy, cognitive ability,
anxiety, valence of outcomes, climate for transfer, and
supervisor and peer support) were also discussed in
terms of their relationship to resistance to learning. A
number of reasons explain why trainees are hesitant
to learn new material, such as fear of the unknown or
of not being successful at learning the new material.
The concept of learning goal orientation was intro-
duced, and how it differed from a performance goal
orientation was discussed, including the ramifica-
tions of each orientation to training.

Training design implications from the
Motivation to Learn section were provided. To mo-
tivate trainees, the training needs to be relevant and
valuable. Trainees need to feel confident of being
successful in learning the training content. Goal set-
ting will increase motivation in the later parts of the
training program but will interfere with learning in
the early stages for those lower in cognitive ability.
Finally, trainee involvement with each phase of the
training process will facilitate trainee interest and
motivation in the training. The design of training
will also need to consider differences in trainee traits
and other characteristics within the context of what is
practical. In some cases, separate training programs
will be best; in other cases, counseling or prerequisite
KSA training may be desirable.

e Needs theory ® Resistance to

e Negative learning
reinforcement ® Retention

® Observational o Self-efficacy
learning e Social learning

e Operant conditioning theory

e Performance model e Symbolic coding

e Positive e Symbolic rehearsal
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¢ Reinforcement
theory
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Questions for Review

1. Explain the behavioral and cognitive approaches to
learning. Which is most relevant to training? Explain
your answer.

2. You are a trainer explaining expectancy theory to a
group of managers so they can better understand and
deal with employee motivation problems. One of the
managers says, “I do not have time for this theory stuff.
I want real-world training that helps me in my job.”
How would you respond to the trainee? What is your
rationale for your response?

Exercises

1. The following steps provide practice in implementing a
social learning strategy:

a. Consult with a friend, coworker, or fellow student
to identify a target behavior that the person does
not currently have but would like to have.

b. Develop a social learning strategy for the person to
acquire that behavior.

c. Implement the strategy.

d. In small groups or with the whole class, describe
what you tried to do and what happened.

2. In groups of four to six people, discuss the differences
among you that would affect the kind of training you
would prefer. Use Figure 3-6 on page 95 to start your
discussion, but do not limit it to only those characteris-
tics. What accounts for the differences and similarities
among your group members?

3. Observe an introductory course in computer program-
ming. Then observe an introductory course in art or
music. Which course uses a more behavioral and which
a more cognitive approach to learning? If possible, in-
terview the instructors to find out why that is their ap-
proach. Describe the match between the instructional
approach and the subject matter.

4. Use the following to see how expectancy theory ex-
plains differences in student motivation.

a. In a small group, discuss the most important out-
come that you want to achieve in this class (it may
or may not be a letter grade). Have each person
indicate how valuable that outcome is by using
a scale from 1 = “not at all desirable” to 10 = “ex-
tremely desirable.”

Web Research

There are more theories of learning and motivation than
have been described in this chapter. Do a search for a learn-
ing or a motivation theory that is not in the text. When you
find one, write a summary of the theory and suggest how it
could be used in training.

. List the nine events of instruction as outlined by Gagné

and Briggs and indicate how you would use them in a
training situation.

. Explain why different people need different training

methods.

. How does a work group exert control over the perfor-

mance of a worker? Provide a rationale for why this
“power” is a positive or negative thing.

. How can training be designed to motivate learning and

accommodate trainee differences?

b. Ask a group member to describe the most impor-
tant outcome; then ask that person to describe how
strong that motivation is compared with the other
goals for this term (use a scale of 1 = “not at all mo-
tivated” to 10 = “extremely motivated”).

c. Ask that same person to describe the things that must
be done (performance level) to achieve that outcome.

d. Ask the person to indicate the Expectancy 1
level (the belief that she will reach the perfor-
mance level). Then ask the person to describe
Expectancy 2 (the likelihood that successful per-
formance will result in the outcome). Use prob-
abilities (e.g., 1 = “very unlikely,” .5 = “50%
chance of happening,” and .9 = “very likely”) to
reflect expectancies.

e. Now examine the expectancy linkages to see
how well they conform to the person’s level of
motivation. Discuss any discrepancies and why
they exist.

. This exercise is for those who are working together on

a project. Without conversation among members of
your group, write a list of the group’s norms for per-
formance on the project. When you are done, indicate
whether you follow each of the norms and why. Once
everyone has finished the tasks above, collect all the re-
sponses and mix them up. Hand them out. Allow each
person to read the responses they received and compile
the responses on a flip chart. Once all responses have
been read, discuss the implications of your group’s per-
ception of performance norms.

Conduct a search for how a business has applied one

of the theories in this chapter. Write a summary of how the
theory was applied and the results of the application, if this
is available.
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CASE
ANALYSIS

RICK’S NEW JOB

Rick recently received an MBA. In university, he was
known as smart, hardworking, and friendly. His
good grades landed him an internship with Peterson
Paper Products (PPP) to head their sales depart-
ment. Near the end of the internship, Val Peterson,
the president and founder of the company, asked
Rick to meet him after work to discuss the future.

PETERSON PAPER PRODUCTS

Val Peterson founded PPP 17 years ago. It purchases
raw paper of varying grades and produces paper
stock for business, personal stationery, and greet-
ing cards. Its annual sales topped $15 million, and
it employs 80 to 90 people, depending on demand.
Sales gradually declined over the last two years after
steady and sometimes spectacular growth during
the previous seven years. Competition increased
markedly over the last three years, and profit mar-
gins dwindled. Although PPP is known for the high
quality of its products, consumers are shifting from
premium-priced, high-quality products to prod-
ucts with higher overall value. Through all of these
changes, PPP maintained a close-knit family culture.
At least half of the employees have been with the
company since the beginning or are friends or rela-
tives of the Petersons or Mr. Ball, Val’s partner.

Val Peterson, 53, holds the majority of stock
in this privately held company that he founded. He
began working summers in a paper company dur-
ing high school. He supervised a shift at a paper
plant while he went to college at night. After gradu-
ation, he worked at increasingly higher manage-
ment levels, occasionally switching employers for
a promotion. Eighteen years ago, he quit his vice
presidency with a major paper product manufac-
turer to start his own company. Employees see him
as charismatic, even-tempered, and reasonable. He
spends most of his time and energy on company
business, putting in 12-hour days.

Rosie Peterson, 50, is Val’s wife and the con-
troller for the company. She holds 5 percent of the
company stock. Rosie never went to college, and her
accounting methods are rather primitive (all paper
and pencil). Nonetheless, she is always on top of the
financial picture and puts in nearly as many hours
as Val. She exerts a great deal of influence on the
operations and direction of PPP.

Walter Ball, 61, is both Mr. Peterson’s friend
and business partner. He owns 25 percent of the
stock and has known Val since before the start of PPP.
He is VP of operations, which means that he oversees
the computer information systems that run the paper
production process and handles the technical side of
the business. He is not current on the latest computer
or manufacturing technology, but he loves the paper
business. He says he will probably retire at 65, but
most say they will believe it when they see it.

Diane Able, 41, is the customer service man-
ager and is married to Steve Able, the chief engineer.
Diane worked her way up in the company over the
last 10 years. She is often asked to assist Mr. Peterson
with projects because of her common sense, and he
trusts her to keep information to herself.

Rick's Offer

When Rick met Mr. Peterson to “discuss the future,”
he was nervous. He knew that Mr. Peterson liked
his work so far, but did not know if it was enough
to extend his internship another six months. So far,
he had worked with Mr. Peterson only on special
projects and did not know the rest of the manage-
ment group well. He was flabbergasted when Mr.
Peterson said, “I was thinking that you might like to
work here at PPP full-time and help us out with our
sales department.”

The two of them discussed the problems in the
sales area and talked about what could be done to
boost sales. Rick agreed to start the next Monday.
During this conversation, Rosie walked in and sug-
gested that they all go out to dinner. At dinner,
Rosie emphasized to Rick that PPP was a family
operation, down-to-earth and informal. “You prob-
ably shouldn’t try to change things too quickly,” she
warned. “People need time to get used to you. You
have to remember, you're an outsider here and ev-
eryone else is an insider.” Then Val moved the con-
versation back to what the future could be like at PPP.

Rick's Awakening

During the first few days at work, Rick spent time
getting to know the plant and operations, meet-
ing all the employees, and familiarizing himself
with the problems in sales. He met with Val each
morning and afternoon. He also met with the key
managers, not only to introduce himself but also
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to convey his desire to work collaboratively with
them in addressing the problems in sales. He was
conscious not to flaunt his university education
and to convey that he recognized he was a new-
comer and had a lot to learn. In the middle of his
second week, Val told him that his reception by the
other employees was going very well: “Your en-
thusiasm and motivation seem to be contagious.
Having you join us shows them that things need to
change if we're going to reach our goals.”

Rick noticed, however, that the managers al-
ways went out in groups, and he had not been invited
along. Also, he was not included in the informal dis-
cussion groups that formed periodically during the
day. In fact, the conversation usually stopped when
he approached. Everyone was friendly, he thought;
maybe it would just take a little more time.

By his third week, Rick identified some of the
problems in the sales department. Among the four
salespeople, morale and productivity were moderate
to low. He could not find any sales strategy, mission,
or objectives. The records showed that Val was by far
the leading salesperson. The others indicated that Mr.
Peterson “always works with us very closely to make
sure we do things right. If he senses there might be
a problem, he steps in right away.” After formulat-
ing a plan, Rick discussed it with Mr. Peterson. “First,
I would like to institute weekly sales meetings so we
keep everyone up to date. I also want to create a cen-
tralized sales database,” he told him. Mr. Peterson
smiled and agreed. Rick felt he was finally a manager.
He did feel that he should have mentioned his idea for
creating a sales department mission and strategy, but
recalled Rosie’s caution about not moving too fast.

Rick discussed with Mr. Ball the possibility of
using the centralized computer system to run word
processing and spreadsheet software on terminals.
Mr. Ball was concerned that outsiders could access
the data in the spreadsheets. Anyway, he did not
think the system could handle that task because its
primary function was production. Puzzled, Rick
asked if a PC could be allocated to him. Mr. Ball said
that no one in the company had one.

“Well,” Rick thought, “I'll just have to bring
mine from home.” The next Monday Rick walked
through the office carrying his computer. Several
of the other managers looked at him quizzically.
Making light of it he said, “I'm not smart enough
to keep everything in my head and I do not have
enough time to write it all down on paper.” As he
was setting up the computer, he got a call from Val:
“Rick, that computer you brought in has caused a

heck of a ruckus. Can you lie low with it until I get
back late this afternoon?” Rick thought Val sounded
strained but chalked it up to overwork. Rick agreed
and left the computer on his desk, partly assembled.
Five minutes later, Rosie walked into his office.

“Do you think it’s funny bringing that thing in
here? What are you trying to prove—how backward
we all are? How much better you are with your big
initials behind your name? You're still an outsider
here, buster, and do not forget it.”

Rick tried to explain how much more produc-
tive the sales department would be with a com-
puter and that he had tried to use the company’s
computer system. However, Rosie was not listen-
ing: “Did you think about checking with me before
bringing that in? With Val or even Walter? Don’t
you think we have a right to know what you're
bringing in here?” Rick knew argument would do
no good, so he apologized for not checking with ev-
eryone first. He said he had a meeting with Val later
to talk about it. Rosie said, “Good, talk to Val, but
don’t think he calls all the shots here.”

At the meeting with Val, Val agreed that the
computer would certainly help solve the problems
in sales: “But, you have to be sensitive to the feel-
ings of Rosie and the other managers. It would be
best if you did not use the computer for a while
until things calm down.”

The next day Walter walked into Rick’s office.
He told Rick that he had moved far too fast with the
computer: “That’s not how it's done here, son. Maybe
you're spending too much time listening to what Val
says. He isn’t really the one to talk to about these kinds
of issues. Next time you just ask old Uncle Walter.”

Rick spent the next few weeks building the data-
base by hand and conducting sales meetings with his
staff. He tried to set up meetings with Mr. Peterson,
but Val was usually too busy. One day, Rick asked
Diane Able about not being able to see Mr. Peterson
and she said, “You know, you monopolized a lot of his
time early on. Those of us who worked closely with
him before you came were pushed aside so he could
spend time with you. Now it’s your turn to wait.”

“Are you the one who’s been spending all the
time with him?” Rick asked.

“Well, it’s been me and some of the other man-
agers. We've really been taking a beating in sales, so
we need to figure out how to reduce our costs,” Ms.
Able answered.

A few weeks later, Rick was called in to Val’s
office. Val began, “Rick, you know we’ve been going
through some bad times. We're reducing head count
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and I'm afraid you're one of the people we're going  turn around. I feel terrible having to do this and I'll do
to let go. It has nothing to do with your work. You  everything I can to help you find another job.”

haven’t really been here long enough to have either

After packing his things and loading up the

succeeded or failed. It's just that we had unrealistic car, Rick sat in his car and stared out of the window.
expectations about how quickly things in sales would ~ “Welcome to the real world,” he thought to himself.

Case Questions

1. Why do you think Rick was let go? How does
reinforcement theory apply to the main char-
acters in this situation? How does expectancy
theory apply?

2. Explain Rosie’s and Walter’s reactions to Rick’s
computer in terms of resistance to change. How
might Rick have used the concepts in this chap-
ter to approach the computer situation so as to
gain acceptance?

3. Explain Rick’s inability to “fit in,” using social

learning theory. Where did the breakdowns in
his processing occur?

. If Val hired you to develop a management train-

ing program for the senior managers at PPP,
what are the key concepts from this chapter
that you would use in designing the program?
Provide appropriate theoretical rationale to
support your position.
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CASE

DEVELOPING A TRAINING PACKAGE AT WESTCAN

Chris is a human resources (HR) manager at Westcan Hydraulics, and Irven, the VP of HR, is
her boss. One morning Irven called Chris into his office. “I just saw an old training film called
Meetings Bloody Meetings starring John Cleese,” he said. “It deals with effective ways of running
meetings.” Irven, a competent and well-liked engineer, had been promoted to VP of HR three
months earlier. Although he had no HR expertise, he had been an effective production manager,
and the president of the company had hoped that Irven would provide a measure of credibility
to the HR department. In the past, employees saw the HR department as one that forced its silly
ideas on the rest of the company with little understanding of how to make those ideas work.

“Well,” said Chris, “I...”

“Oh, yes,” Irven interjected, “I talked to a few managers this morning and they were en-
thusiastic about it. It’s the first time I have ever seen managers enthusiastic about any type of
training. Do we have such a training package available?”

“No, I do not believe so,” Chris replied.

“Well,” said Irven, “we need a one-day training session. It must be interesting, useful, and gen-
eralizable to all managers. Okay?” With that, Irven stood up, signaling that the meeting was over.

Chris went to work designing the training. She began by going to the local university and
viewing the meetings film her boss had seen. After examining some books that dealt with
meetings, she decided that she had a good idea of what made meetings effective. She then
called Larry, a friend at Satellite Systems, to see what he had.

He faxed over a copy of a lecture he had given on the dos and don’ts of an effective meet-
ing. It was nicely broken down into three parts: premeeting, meeting, and postmeeting. That
information and a simulated meeting (to provide hands-on practice) could make up the one-
day training program. Chris had never written a simulation and needed help. She put in a
call to Karen, a subordinate who was fresh out of university and had majored in HR. Karen
would surely be able to help develop a simulation, Chris thought.

WHY CONDUCT A TRAINING NEEDS ANALYSIS?

What is wrong with the situation at Westcan? It is a scene that repeats itself in some form every
day. The boss wants some training, and the HR manager complies. After all, the boss must know
what kind of training the employees need. Right? Maybe not. Recall from Chapter 1 that a train-
ing needs analysis (TNA) is a systematic method for determining what caused performance to
be less than expected or required. Performance improvement! is the focus of training. This is ob-
vious when you turn to the beginning of the chapter and look at the analysis phase figure. Note
that the “trigger” for doing a needs analysis occurs when actual organizational performance
(AOP) is less than expected organizational performance (EOP). We refer to this difference as
the organizational performance gap (OPG). Does an OPG exist at Westcan? Perhaps. In this
situation, we might consider the VP’s suggestion that there is a need for training as the “trigger”
to conduct a needs analysis. Are the meetings producing less than expected results? To answer
this question, Chris would need to conduct a TNA.

If AOP is less than EOP at Westcan, Chris needs to identify where these differences exist in
terms of the meetings. Once these are known, other questions need answering. How many meet-
ings are ineffective? What is causing the problem? Is it the manager’s knowledge of “how to run
an effective meeting,” or are other issues causing the meetings to be ineffective? How much do
these managers already know about meetings, and how skillful are they at applying this knowl-
edge? Chris needs to answer these and other questions by conducting a TNA before she begins to
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design the training program for effective meetings. Instead, Chris assumes that she knows what
managers require and begins to develop the training on the basis of her assumptions. She does
not conduct a TNA to determine exactly what the deficiencies are. Think about this scenario as
we examine the process of a TNA. Would you want to be in Chris’s shoes? We refer back to this
example throughout the chapter, and at the end, we give you the rest of the story.

A TNA is important because it helps determine whether training can correct the perfor-
mance problem. In some cases, the TNA indicates that employees lack the necessary knowledge,
skills, and attitudes (KSAs) to do the job and they require training. In other cases, employees
have the KSAs to do the job, but there are roadblocks that prevent effective performance. These
barriers need to be identified and removed. As a training professional, you will use the TNA to
ensure that you provide the right training to the right people. Chris at Westcan is overlooking
a critical part of the training process by not completing a TNA. Instead, she is relying on what
Irven says and jumping directly to the training design phase. If Chris were to conduct a TNA
first, she could accomplish several important things:

Increase the chances that the time and money spent on training is spent wisely
Determine the benchmark for evaluation of training

Increase the motivation of participants

Align her training activities with the company’s strategic plan

This is one of the longest chapters in the book and that reflects its importance in the training process.
Unless you get this part right, the rest of what you do as a trainer won’t make any difference. After
all, why spend thousands of dollars, or more, on a training program no one needs or which doesn’t
fit with the needs of the organization? With increased concern about costs, it is important that all
departments, including HR and HRD, use resources wisely. So, what will the TNA do for you?

A TNA will provide a benchmark of the performance levels and KSAs trainees possess
prior to training. These benchmarks will let you compare performance before and after training.
This will allow you to demonstrate the cost savings or value added as a result of training.? We
will say more about these evaluation issues in Chapter 9.

A TNA provides more than just evaluation measures. A good TNA ensures that only those
who need the training attend and provides the data to show trainees why the training will be
useful to them. Consider the employees who do not need the training but are sent by their su-
pervisor anyway. Are they going to take the training seriously? Probably not. In fact, their lack
of interest might be distracting to those who need and want the training. Worse, they might
cause other trainees not to take the training seriously. Using a TNA also ensures that your train-
ing focuses on KSAs the trainees really need. The needs analysis allows the trainer to begin by
explaining how the training will be useful. If trainees see the training as relevant, they are more
likely to be interested in attending and maintain interest during the training.

As noted in Chapter 1, implementing a strategic plan requires careful analysis of the orga-
nization’s HR capabilities. A TNA is one process for determining the degree to which employees
possess the necessary KSAs to carry out the strategies. Training can then be designed in alignment
with the strategic plan. The TNA also provides the human resources department (HRD) with in-
formation as to the relevance of training to the strategic plan. This information is helpful in deter-
mining which training needs are more important.

WHEN TO CONDUCT A TNA

In spite of the compelling arguements in the preceding section, there are times when a TNA
might not be necessary. For example, if the organization is trying to communicate a new vi-
sion or address legal concerns, it might be advisable to train all employees. Suppose the com-
pany has concerns regarding sexual harassment. Everyone should be aware of how seriously
top management considers breaches of their “sexual harassment” policy. Here, company-wide
training on the issue might be necessary. Sending everyone to a workshop on sexual harassment
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ensures that management’s expectations regarding this issue are clear. It also demonstrates an
employer’s position on sexual harassment to the courts, should an employee consider a sexual
harassment lawsuit.

Another situation in which a TN A might not be necessary is if a team requires team-build-
ing skills. In this instance, the goal of training is to build the dynamics of the team so that the
members work together cohesively and effectively, and also to provide the relevant KSAs. In
this case, everyone on the team should be part of the training, even though they already might
possess many team KSAs.

For most types of training, however, a needs analysis is beneficial and will increase the
relevance and effectiveness of training. For example, team building for teams that have been
working together for a while would benefit from a TNA. In this case, the needs analysis focus is
on the team itself, not the individuals in the team. Only teams that demonstrate problems in ef-
fectiveness or cohesion would go through a TNA to determine if training is necessary. Teams al-
ready functioning effectively would not need to attend, so the overall cost of training is reduced.

THE TNA MODEL

Examine the model at the start of the chapter. The first part of the model is the triggering event
that initiates the TNA. For example, when a key decision maker suggests that there is a perfor-
mance problem now or in the future, a TNA is triggered.

The next step in the TNA model is the input, which consists of an organizational analysis,
an operational analysis, and a person analysis. The organizational analysis is an examination
of an organization’s strategy, its goals and objectives, and the systems and practices in place to
determine how they affect employee performance. An operational analysis is the examination
of specific jobs to determine the requirements, in terms of the tasks required to be carried out
and the KSAs required to get the job done. It is analogous to a job analysis, or a task analysis,
as it is sometimes called. A person analysis is the examination of the employees in the jobs to
determine whether they have the required KSAs to perform at the expected level.

In the process phase, the operational analysis provides information on expected perfor-
mance (EP). Expected performance is the level of performance expected in a particular job.

The person analysis provides information on actual performance (AP). Actual performance
is the current level of performance by an individual on a particular job. When AP is lower than EP, a
more specific performance gap (PG) is identified. As noted in the model, this specific performance
gap* is the difference between EP and the employee’s AP.

The “output” phase is your conclusion as to whether the PG indicates either training or
nontraining needs, and in some cases, both. This will be explained later.

So, as you can see from the model, a TNA is conducted when a key decision maker in the
company notes an OPG (AOP is, or will be, less than EOP). A reactive TNA focuses on current
performance problems (the OPG currently exists). A proactive TNA focuses on performance prob-
lems in the future (the OPG will exist at some point in the future). Let’s look at an example of each.

A current OPG triggers a reactive TNA. For example, if the expected number of widgets
produced per week is 5,000 and actual production is only 4,300, you need to investigate this gap.

As an example of the proactive approach, consider an organization’s decision to imple-
ment statistical process control (SPC) to improve the quality of its widgets. Sometime in the
near future, the employees producing widgets will begin using SPC methods. Potential for a
future OPG exists (the trigger) because if the employees do not have the appropriate KSAs
for SPC, they will have a PG that will lead to an OPG. This potential gap triggers a proactive
TNA to determine whether employees will be able to perform as needed when the organization

*Note that for the TNA trigger, the difference between actual organizational performance and expected performance is
called an “organizational” performance gap. The difference between actual and expected performance obtained from the
operational and person analysis of the TNA is simply termed a “performance gap.”
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implements SPC. You conduct an assessment of employees’ capabilities regarding SPC and find
that they are not able to perform the arithmetic needed in the use of SPC. This PG will need to
be addressed before SPC can be implemented. As this example illustrates, when you expect an
OPG to occur at some point in the future, you should conduct a proactive TNA to verify that the
gap will exist and identify the specific KSAs that need to be developed.

An OPG may occur for many reasons (see Figure 4-1), only one of which is a lack of KSAs.
You need to conduct the TNA to discover why the gap exists and what can be done to correct it.
Consider the problem at a regional telephone company a few years back. Sales revenue did not
meet expected levels (AOP was less than EOP), triggering a TNA. The TNA identified that sales
were indeed below expectations. The TNA narrowed the source of the less-than-expected sales
to the installation and repair unit. The phone company had hoped to increase revenue by having
their installation and repair employees make sales pitches to customers for additional services
when on a service call. However, data on sales indicated that few such sales took place, so AP
was less than EP. Note in Figure 4-1 that several possible causes of a PG are listed. If the cause is
not a gap in required KSAs, then some nontraining solution is required to alleviate the PG.

[ Performance Gap Ildentified ]

| |
Yes

[ Cost/Benefit of Fixing is Positive ]

L
Yes
v v v
Are performance consequences Is feedback a problem? Are there barriers to
incongruent with desired performance?
performance?
(Motivation) (Knowledge of results) (Environment)
| Moo Mo |
—o ] o (o
[ Align rewards to performance ] Provide adequate [ Remove barriers ]
feedback
N— 7
1
% These need to be addressed before training will

result in improved performance

Is there a gap in KSAs?

Yes

Solution Choices:

Job aids

Practice with Coaching
Redesign the Job
Training

Termination

Transfer

FIGURE 4-1 Model of Process When a Performance Gap Is Identified.

111



112

Chapter Four ¢ Needs Analysis

What caused the PG? It was not a KSA deficiency. Installation and repair employees’ per-
formance was based on the time it took them to complete a call. They had a certain amount of
time to complete each call. If they took longer than the time allotted for a number of calls, their
performance was rated as below average. The time allotment was not changed, even though
employees were now expected to stick around and try to sell their products and services. So,
most employees simply did not spend any time selling. In this example, performance conse-
quence incongruities leading to low motivation were what caused the PG. We return to examine
Figure 4-1 in more detail later, but now let’s examine where we look for PGs.

WHERE TO LOOK FOR OPGs

There are numerous places to look for information related to OPGs. A company’s archival data,
such as its profitability, market share, grievance levels, productivity, and quality measures, provide
indicators of how it is operating. These are included in Table 4-1, which provides a list of sources for
gathering data related to potential PGs. Let’s examine a few to see how the process works. The first
data source, organizational goals and objectives and budgets, provides standards against which
unit performance can be measured. Suppose, for example, that the triggering event was a loss in
profitability because of excessive costs related to warranty work. A reactive TNA is implemented,
which might lead you to examine the quality standard for rejects in the production department.
The standard (EP) is less than 1 per thousand, but you see that the AP is 12 per thousand.

The process is similar when you expect future performance to be less than what it should
be. Here, a proactive TNA is initiated. Suppose the company’s new strategic plan indicates a
substantial modernization of the plant, including new computerized machinery. There is no
OPG now, but the plant manager believes there will be when the new machinery arrives. This
possible OPG in the future prompts a “proactive” TNA. As part of this TNA, the HRD depart-
ment will need to assess the employees’ current level of KSAs for operating the new machinery.
If these current KSAs are not sufficient, a gap exists for the future.

The second data source, labor inventory, is also useful to determine an OPG in the future
and the types of training necessary to prevent such a gap from occurring. Knowing that a num-
ber of senior engineers are retiring over the next few years can trigger the HRD department to
start training those in line for promotion to maintain the necessary skills. Not being aware of
these retiring employees could lead to an OPG because the company would lack enough senior
engineers to manage the expected number of projects.

Finally, let’s examine the third data source, organizational climate indicators. Identification
of high absenteeism in a particular area, or an increasing accident rate, provides you with early
signs of problems. The quicker you are able to identify problems, the quicker you will be able to
find and implement solutions. This is one secret to an effective HRD department. Cindy Baerman,
the human resource development officer of Miller Brewing Company, provides an example for
this. She began attending production meetings a few years back. She received funny looks, as
the meetings were held to focus on production problems. Why would HRD want to be there? As
Cindy pointed out, “What better place to learn of the type of performance problems the line man-
ager is having?”3 For her, the focus was on performance management. Being able to react quickly
to maintain and improve performance is the first step in a continuous performance improvement
framework, which is so important in today’s environment.*

THE FRAMEWORK FOR CONDUCTING A TNA

Recall from Figure 1-3 (on page 25 in Chapter 1) that all five phases of the training model have an
input, a process, and an output component. The “input” for the analysis phase, as shown in the
figure at the start of this chapter, is made up of organizational, operational, and person analysis.
The “process” is where we determine the specific nature of any PGs and their causes. The “out-
put” provides us with either training or nontraining needs—and in some cases, both. So, once



TABLE 4-1

Sources of Data

1. Organizational Goals

Objectives and Budget

2. Labor Inventory

3. Organizational
Climate Indicators

a. Labor-management
data, strikes,
lockouts, etc.

b. Grievances

Turnover
. Absenteeism
. Suggestions
Productivity
. Accidents

@ —~ o o n

h. Short-term sickness

i. Attitude surveys

4. Analysis of Efficiency
Indexes

a. Costs of labor

b. Quality of product

c. Waste

5. Changes in System or
Subsystem

6. Management Requests
or Management
Interrogation

7. MBO or Work
Planning and Review
Systems

Implications for Training Needs

This source suggests where training
emphasis should be placed.

This source provides information on both
standards and direction.

This source helps HRD identify where
training is needed because of retirement
turnover, age, etc.

These “quality of working life” indicators
at the organization level provide indicators
of organizational performance gaps.

These indicators relate to work
participation or productivity and are useful
in PG analysis and in helping management
set a value on the behaviors it wishes to
improve through training.

Surveys are good for locating discrepancies
between organizational expectations and
perceived results.

New or changed equipment may require
training.

One of the most common techniques
of identification of performance
discrepancies.

Provides actual baseline performance data on
a continuous basis. From these measures, the
company is able to determine improvement
or deterioration of performance.
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Recommended Data Sources for Investigating Gaps in Performance

Examples

Maintain a quality standard of no
more than one reject per thousand.
Achieve a goal to become ISO certified
and allow $90,000 for this effort.

30 percent of our truck drivers will
retire over the next four years.

70 percent of the grievances are related
to the behaviors of six supervisors.

High absenteeism for clerical staff.

Accident rate for line workers
increasing.

Line workers' attitude toward
teamwork is poor.

Labor costs have increased by 8
percent in the last year.

Number of rejects has increased by
30 percent since the new batch of
workers began.

Wasted steel has increased by 14
percent since the company began
using part-time workers.

The line has shut down about once
per day since the new machinery was
installed.

Production manager indicates a drop
in quality since the layoffs.

Source: References for all at these methods can be found in M. Moore, P. Dutton (1978). Training Needs Analysis: Review
Critique. Academy of Management Review 3, pp. 532-545.
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a trigger has set a TNA in motion, the three levels of analysis—organizational, operational, and
person—need to be completed.” In the section that follows, we provide an overview of the three
TNA inputs. Following this, we provide a detailed examination of each area.

Organizational analysis looks at the internal environment of the organization—influ-
ences that could affect employee performance—to determine its fit with organizational goals
and objectives. It is this analysis that provides identification of the OPG at the organizational
level. Imagine that company ABC decides one of its goals is to become team oriented in its
production operation. Examining the various policies of the organization reveals an incentive
system that pays up to 15 percent of base pay for individual productivity above quota. This
focus on individual productivity is not in line with the new goals of a team approach and could
cause team members to be more concerned with their individual performance. It needs to be
removed or changed to align with the goals of a team-based approach. The organizational
analysis is also an examination of how the internal environment affects job performance. In the
ABC example, if both Bill and Mary again do not come to the team meeting, does it mean they
are not interested? Perhaps, but it is more likely that they are working on beating their quotas
so they will receive the bonus pay. Finally, the organizational analysis identifies constraints on
training. Consider the small-business owner who employs unskilled assembly-line workers
who are unable to read well. He wishes to move to a more team-oriented approach. The owner
does not have the funds or time to develop a remedial reading course. This presents an orga-
nizational constraint and leads to the development of training that does not require reading.

Operational analysis examines specific jobs to determine the requirements (KSAs) neces-
sary to get the job done (i.e., expected job performance). This process is generally called a job
analysis, or task analysis, and it requires an extensive analysis of a job to determine all the tasks
necessary to perform the job at the expected level. After all tasks are identified, the next step is
to determine the KSAs necessary to perform each of the tasks. Each task needs to be examined
by asking the question “What KSAs are necessary to be able to perform this task at the expected
level?” The KSAs obtained from the analysis are the ones that an incumbent must have to per-
form at the expected level. There are several ways to obtain this information, such as interview-
ing incumbents and their supervisors, observing the job, and so forth.

Finally, person analysis examines those who occupy the jobs to see whether they pos-
sess the required KSAs necessary to do the job. Here we measure the actual job performance of
those on the job to see whether they are performing at an acceptable level. This might seem easy
enough: Simply look at the supervisor’s appraisal of the incumbents. As you will see later, how-
ever, many problems can arise with performance appraisals completed by supervisors, such as
halo, leniency, and other effects. In addition, an employee’s low performance doesn’t necessarily
mean he doesn’t have the KSAs. So, as a result, other methods are also used to obtain this type
of information. For example, asking incumbents themselves and asking coworkers are two other
methods. Using job knowledge, behavioral and attitudinal tests are also ways to determine the
employee’s KSAs. All methods have strengths and weaknesses that will be discussed later.

These “inputs” (organizational, operational, and personal analyses) are conceptually dis-
tinct, but in practice, much of the information is gathered around the same time and is closely
interrelated. For example, information related to all three types of analyses can be collected
from the job incumbents. Questions would include, “Do any particular organizational policies
or procedures that you must follow negatively affect your job performance?” (organizational
analysis); “Describe for me the tasks you perform when you first arrive at work” (operational
analysis); and “Do you believe you are lacking any skills that, if you had them, might enhance
your ability to perform at a higher level?” (person analysis). Additionally, the process moves
back and forth between the different types. For example, once you find out that the incumbents
believe there are organizational impediments, you need to go back to examine if these are real
or simply perceptual distortions. Now that you have an overview of these TNA input factors,
let’s examine each in more detail. Then we will look at some specific issues surrounding the two
types of TNA, proactive and reactive.
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Incongruities in the Organizational Environment

Often bank managers will send their tellers to training
workshops about the products and services the bank offers.
The idea is to give the tellers an understanding of the prod-
ucts and services so they can provide that information to
customers who come into the bank. The belief is that this
will increase the number of products and services sold.
There are numerous accounts of banks providing this type
of training, but not seeing any increase in sales. Why is this?
Is it just bad training?

Analysis shows that when tellers return from training,
they also return to the same performance system (apprais-
als, salary increases and so on) that had been in place be-
fore the training. If the performance system focuses mainly
on the number of customers the teller is able to process
through the day, what do you think the tellers will focus
on? Why would a teller risk receiving a low performance
rating to spend time telling customers about the products
and services being offered by the bank?

Organizational Analysis

An organizational analysis focuses on the strategies of the organization, the resources in the organiza-
tion, the allocation of these resources,® and the total internal environment.” The internal environment
includes an examination of structures, policies and procedures, job design, workflow processes, and
other factors that facilitate or inhibit an employee’s ability to meet job performance expectations.

An organizational analysis is necessary to help identify the cause of OPGs and, specifi-
cally, to determine whether OPGs are, in fact, correctable through training. According to Nancy
Gordon, a TNA analyst at Ameritech, about 85 percent of all requests for training turned out to
be related to issues that could not be addressed by training. They were, instead, motivational
problems (situations where performance consequences were incongruent with desired perfor-
mance), which of course, inhibited or prevented the appropriate work behaviors. Training in
Action 4-1 provides an example of where this is the case. As you can see in this example, the
bank manager neglected to consider the need to align the tellers’ performance appraisal with
the goals of the new training. So, even if the KSAs were learned, there was no incentive to use
them. In fact, tellers would be penalized under the existing performance appraisal system.

An organizational analysis, then, should be able to provide information about the following:

The mission and strategies of an organization.

The resources and allocation of the resources, given the objectives.

Any factors in the internal environment that might be causing the problem.

The effect of any of the above on developing, providing, and transferring the KSAs to the
job if training is the chosen solution to the OPG. These would be considered to be orga-
nizational constraints. Should training become one of the solutions for the OPG, you will
need to revisit these to determine how the training will be designed to deal with them. We
will discuss this in more depth in Chapter 5.

MISSION AND STRATEGIES The organizational analysis helps the analyst align the training with
the organization’s mission and strategies. Consider the Windsor Ford Engine Plant mission state-
ment: “Our mission is to continually improve our products and services to meet our customers’
needs, allowing us to prosper as a business and provide a reasonable return to our stockholders.”
A strategy arising from that mission statement was to focus on the team approach for continuous
improvement. Two types of training traditionally used to support this strategy are training in prob-
lem solving and negotiations. But what if the workers in the plant are offered training in traditional
negotiation skills? Is this in line with the team approach? Perhaps not. Problem-solving training
requires openness and trust to be effective. Traditional negotiations training often teaches that it is
useful not to reveal all your information but instead to hold back and attempt to get the best deal
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that you can for yourself or your department. To offer such training would, at best, not reinforce an
environment of openness and trust, and at worst, would impede it.

A company’s mission and strategies also indicate priorities for training. Training resources
are always finite, so decisions must be made as to where to spend the training budget. If, for
example, “Quality is job one” at Ford, the analyst knows that development of KSAs relating to
quality should receive priority. Thinking back to the Westcan case, can you identify how that
company’s priorities would be related to the need for effective meetings?

Capital Resources A company’s finances, equipment, and facilities are considered to be
capital resources. During strategic planning, decisions are made as to where money should be
spent. If a large expenditure is made on new equipment for the machinists, or toward becom-
ing ISO 9000 certified, these strategic decisions will help determine the priorities for the HRD
department. In the case of purchasing new equipment for machinists, HRD’s priority would be
the machinists’ positions. You would need to assess the machinists” level of KSAs to determine
whether they need training to operate the new machinery. This decision to focus on the machin-
ist is based on the financial decisions made at the strategic level. Likewise, the strategic choice of
becoming ISO 9000 certified should indicate to you that support in that area is needed. After all,
significant company resources will be directed toward these strategic initiatives. If the employ-
ees cannot operate the new equipment or engage in the tasks required for ISO certification, the
money put toward those initiatives will be wasted.

Another concern for HRD is its own budget. Decisions about how to provide the required
training are a function of the money that HRD has available for training. The decision whether to use
external consultants or internal staff depends on a number of issues, not the least of which is cost. In
the Westcan case, Chris decided to develop the training herself. Hiring a consultant to provide the
training might get better results, but Chris would have to weigh that decision against other training
needs at Westcan, given her limited budget.

Human Resources The other area of resources that needs to be addressed is human re-
sources. Examination of the KSAs in HR occurs at two levels. It includes a general strategic needs
assessment and a more specific training needs assessment. First, at the strategic level, HRD pro-
vides top management with an assessment of the current employees’ ability and potential to sup-
port various strategies. With this information, top management knows its employees’ capabilities
and can factor those capabilities into its strategic decision making. Heinz Canada’s Leamington
plant decided several years ago that its strategic plan was to improve efficiency in producing
ketchup. Heinz wanted to purchase a state-of-the-art automated ketchup maker. The HRD de-
partment provided top management with information on the KSAs of the current workforce.
This information indicated that no one had the skills necessary, and, in fact, many had reading
difficulties such that operating computer-controlled machinery might be a concern. Because the
strategic planning group knew this information early in the strategic planning phase, they were
able to make an informed decision about how to proceed. They considered the following choices:

e Abandon the idea of purchasing such equipment, and consider alternative strategic plans.
e Hire employees who have the skills to operate such machinery.
e Train current employees to operate the machinery.

Heinz chose to move forward with the plan and train the current employees. Since they
addressed the issue early, Heinz had plenty of time to do this.

HRD's strategic needs assessment is more proactive and provides a great deal of information
about the capabilities of the workforce to carry out various strategic alternatives. This information
helps decision makers decide which strategic alternatives will be followed. Once managers approve
a strategic plan, HRD can focus on areas where priorities are identified from the strategic plan.

At the second level, HRD focuses on those employees who are identified to be working in
areas contributing to OPGs. This is really part of the person analysis, but an example will help
clarify the difference. In our earlier example, it would be the machinist who had to learn to use
the new computerized machinery. What about in the Heinz example? Recall that none of the
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Heinz employees has the required KSAs to operate the new ketchup equipment. As a result,
although they are effective employees now, an OPG will develop when the new equipment ar-
rives. The HRD department’s priority is to provide the employees with the requisite KSAs so
that when the ketchup machine arrives, they will be able to operate it effectively.

Organizational Environment Another key objective of the organizational analysis is to
examine the organizational environment. The organizational environment is made up of vari-
ous structures (e.g., mechanistic or organic) and designs (e.g., workflow, division of labor, pay
system, and reward policies). The environmental analysis tells you whether these structures
are aligned with the performance objectives of the unit in which OPGs have been identified. A
misalignment of the structure or design of the unit will mean that even if the employees have
the KSAs to eliminate the performance gap, they will not use them. Identifying this lack of
alignment early and aligning the environmental factors with the objectives of training will help
ensure that when training is complete, the new skills will transfer to the job.

Consider two organizations:

Organization A decides to adopt a more team-oriented approach. The company’s mission
and objectives reflect this recent change in company policy. Present procedures include the
use of a suggestion box and provide rewards for individual suggestions that improve the
company’s performance.

In this scenario, do you believe that the individual incentive system would reinforce or hin-
der the team approach? If, after training and implementing the team approach, teams were not
producing innovative ideas, would that mean that the training was not effective? You cannot really
tell. The skills might be learned but not transferred to the job. Consider the motivation problems
(see Figure 4-1) that occur when rewarding for individual ideas (suggestion box) while expecting a
team approach (which means sharing ideas with the team). If you can get a reward for your idea by
putting it in the suggestion box, why would you want to freely share it with the team? Identifying
this incongruence between rewards and desired behavior and removing it before instituting the
team approach would facilitate transfer of the training. If you did this and also implemented a
team-incentive system, you would have aligned the unit’s reward system with the team approach.

Organization B’s mission and objectives can be summed up as “quality is most important.”
A misalignment occurs in this organization because one of its policies is that performance
appraisals for first-line management provide a measure of how well these managers meet
productivity quotas, but measure nothing related to quality of the product.

In this scenario, would you expect training these managers in quality improvement to result
in improved quality? It might be possible that they already have the quality KSAs and simply
redesigning the appraisal system to emphasize quality will close the performance gap. As in the
first example, providing the KSAs will not translate into changes in job behavior unless the orga-
nizational systems are aligned to support that behavior.

These examples illustrate the value of conducting an organizational analysis into the struc-
tures, systems and policies as they relate to performance gaps. Obviously, the analysis at the envi-
ronmental level can’t be conducted until you have an idea of what organizational units and jobs
are targeted either for their performance problems or because of future changes. This targeting
allows for a certain degree of focus when you are conducting the analysis; you gather data that are
relevant only to those jobs. Otherwise, you end up gathering an enormous amount of information
on jobs that do not have any current or future problems. This is not only a waste of your time, but
also the company’s valuable resources.

To summarize, before looking at the individuals whose work is causing performance gaps,
you need to examine the organization. Data gathered from the organizational analysis must
be examined to determine if organizational systems, structures, and policies are aligned with
the behavior that is desired. In almost all cases where training is needed, there are some envi-
ronmental factors that need to be realigned to support the new behavior that training will be
focused on. If they are not, transfer of the training to the job is highly unlikely.®
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WHERE TO COLLECT DATA Table 4-2 identifies potential individuals to be interviewed and
points to raise with them. Once a gap in performance is identified in a specific department or
location, the cause of the gap needs to be determined. You should not assume that training is
required to alleviate the gap. Do not forget Nancy Gordon’s words: “About 85 percent of train-
ing requests turn out to be solvable without training.”

Operational Analysis

When an OPG is identified, an operational analysis is conducted in conjunction with the orga-
nizational analysis to fully understand the nature of the OPG. The operational analysis deter-
mines exactly what is required of employees for them to be effective. The typical technique for
obtaining the task and KSA data that are required to meet expected job performance standards
is the job analysis. Table 4-3 shows sources for operational analysis data. The most frequently

What Do You Ask and of Whom?
What to Ask About Who to Ask
Mission Goals and Objectives
What are the goals and objectives of the organization? Top management
How much money has been allocated to new initiatives? Relevant department managers,

supervisors, and incumbents

Social Influences

What is the general feeling in the organization regarding meeting goals Top management
and objectives?

What is the social pressure in the department regarding these goals and Relevant department managers,
objectives, and regarding productivity? supervisors, and incumbents

Reward Systems
What are the rewards, and how are they distributed? Top management

Are there incentives tied to the goals and objectives? Relevant department managers,

What specifically do high performers get as rewards?

Job Design

supervisors, and incumbents

How are the jobs organized? Relevant supervisors and

Where does their work/material/information come from and where do

incumbents, and perhaps relevant

they send it when done? department managers

Does the design of the job in any way inhibit incumbents from being
high performers?

Job Performance
How do employees know what level of performance is acceptable? Relevant supervisors and incumbents

How do they find out if their level of performance is acceptable?

Is there a formal feedback process (performance appraisal for example)?

Are there opportunities for help if required?

Methods and Practices

What are the policies/procedures/rules in the organization? Do any Relevant department managers,
inhibit performance? supervisors, and incumbents



TABLE 4-3 Recommended Data Sources for Operational Analysis

Sources for Obtaining Job Data Training Need Implications

1. Job Descriptions This source outlines the job’s typical
duties and responsibilities but is
not meant to be all inclusive.

2. Job Specifications These are specified tasks required
for each job. More specific than
job descriptions and may include
judgments of required KSAs.

3. Performance Standards This source provides objectives
related to the tasks required
and their standards in terms of
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Practical Concerns

Need to determine how developed.
Often written up quickly by
supervisor or incumbent with little
understanding of what is required

May be product of the job
description and suffer from the
same problems

Very useful if available, and
accurate, but often organizations
do not have formal performance

performance. standards
4. Ask Questions About the Job
a. Of the job holders Asking both job holder and Must be done correctly to be of value
b. Of the supervisor relevant supervisors provides

accurate data.

used process includes questioning employees doing the job and their supervisors. Let’s now
examine this process of analyzing a job and the issues to consider.

ANALYZING THE JOB HR employees need to know how to conduct an effective job analysis.
The following steps are useful in doing this.

What Is the Job? The first step is to determine exactly what job is going to be analyzed.
In today’s environment, a common job title can mask real differences in the tasks that are car-
ried out. An extreme example is at Honda Canada Manufacturing, where everyone from line
workers to top management has the job title of “Associate.” Other organizations use the same
job title for employees who do different tasks because they work in different departments and
geographical locations.

Where to Collect Data? As Table 4-3 indicates, data can be gathered from a number of
sources. Job descriptions and specifications are one source of data for understanding the job and
its basic requirements. If this information was gathered through a job analysis, you can be confi-
dent of its value. Even if it was not, it provides a basic understanding of the job and is useful to
have before starting to ask questions of these employees.

Who to Ask? When analyzing a job, the incumbent needs to provide relevant informa-
tion about the job; after all, she is the expert regarding how the job is done. Data should also
be gathered from the incumbent’s supervisor because of the following reasons:

¢ This information provides a different perspective and helps yield a well-rounded concept
of exactly what is required.

* When discrepancies are noted between what the supervisor and the incumbents say, an
investigation into the reason for the discrepancy can provide useful information.

We have suggested that trainers need organizational development (OD) skills. In this in-
stance, those skills provide an effective way of resolving differences between incumbents and
supervisors regarding how the job should be performed. A more proactive approach is to avoid
conflicting beliefs between subordinates and supervisors in the first place by implementing
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the job expectation technique.’ This technique includes facilitating a meeting between subor-
dinates and supervisors to discuss the job responsibilities of the subordinates. The goal here is
to clarify job expectations. This process may sound simplistic, but it requires trust and respect
between supervisors and their subordinates. In reality, many job incumbents learn about their
job through working with other incumbents and through trial and error.

Who Should Select Incumbents? The selection process should be carried out by the job
analyst, not the supervisor or manager. If you let supervisors make the decision, they might choose
on the basis of who is available at the time or to whom they prefer to give the opportunity, or any
other reasons that quite likely would result in a biased sample. Perhaps more important, however, is
that the incumbents might question the real purpose of the assessment and provide inaccurate data.

How Many to Ask? Different jobs in any organization are filled with different numbers
of incumbents. Exactly how many to ask is determined by your method of data gathering and
the amount of time available. Let’s say that a job has five classification levels with 20 incumbents
in each level, for a total of 100 incumbents. You have chosen to interview in small groups. You
might have four interview sessions, each with five incumbents—one from each level. If time and
resources allowed, you might want to double the sessions to eight for increased participation and
a more representative sample.

How to Select? The best way to select the participants is through representative sam-
pling of all those incumbents who are performing “adequately or better” on the job. The incum-
bents need to be placed into subgroups on the basis of relevant characteristics, such as their level
in the job (e.g., mechanic 1, mechanic 2). Once the categories are developed within the job, the
job analyst should choose within these categories on the basis of other factors, such as years in
the category, performance level, gender, and so on, to ensure that different views of the job are
obtained. Note that we do not advocate random sampling. Random sampling is effective only
when you have large numbers of incumbents who are similar, which is seldom the case in a par-
ticular job. One other issue needs to be considered. What if the number of incumbents is large
and they are scattered across the country? Table 4-4 provides the process used to identify the
tasks and KSAs for salespeople at a large computer firm in the United States with offices across
the country. Because of the breadth of the job—many different types of equipment (hardware)
were sold—and the many different locations, the needs analysis was a major undertaking. The
effort was worthwhile, however, because important information was obtained. For example, it
was determined that irrespective of the type of hardware sold (cash register or computer), simi-
lar tasks and identical KSAs were required. It was also determined that the job was the same
in Los Angeles as it was in Detroit. Finally, from the importance scale, it was determined that a
number of tasks and KSAs, although performed, were not critical to effective job performance.
For example, knowledge of computer operations, and program language, as well as the ability
to write simple computer programs were beneficial but not necessary because it was possible to
obtain such support in the field.

From these data, the company was able to refocus its selection procedures to include the
KSAs necessary at the time of hire and to provide its training department with a clear picture of
the training necessary after the salespeople were hired.

What to Ask About? Several job analysis techniques are available for gathering informa-
tion about a job. The two main categories are worker-oriented and task-oriented approaches.
A worker-oriented job analysis focuses on the KSAs that are required on the job rather than
on the tasks or behaviors. Incumbents are asked to rate how important a list of KSAs (e.g., far
visual differentiation—the ability to differentiate details at distances beyond arm’s length—use
of precision tools, use of measuring devices) is to the job (see Figure 4-2). A drawback of this
approach is that task statements are not available to show how the KSAs are linked to the tasks.
Such a link not only provides justification for the KSA requirements but also can be used to de-
velop scenarios for use in the actual training.
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TABLE 4-4 Assessment Procedure Followed by a Large U.S. Computer Firm

. Define the job in question. The analyst met with management to discuss the scope of the assessment. It was
determined that the assessment would include all salespeople in the company.

. Who to ask. Because of possible differences between what was being done in offices in different states,
incumbents who work in each state would need to provide input. Furthermore, because of the different types
of equipment being sold by different salespeople, it would be necessary to have a representative number of
incumbents from these subgroups.

. What method to use. Because of the need to include a large number of incumbents who were located in
different geographical regions and sold different equipment, the questionnaire method was chosen. This
allowed a large number of incumbents to provide input that could be easily analyzed.

. Develop a questionnaire. To develop a questionnaire relevant to the job, the analyst obtained job descriptions
from the various locations and for the different types of hardware being sold. He then met with incumbents
(in small groups) and with supervisors (in separate small groups) to obtain input on what tasks were done.
After the tasks were identified, he asked them to indicate the KSAs that they believed were necessary to do
the tasks. The small-group interviews were scheduled so that out-of-state incumbents who were to be at the
head office for other reasons could attend, thus providing input from the various states.

. Rate importance of tasks and KSAs. The questionnaire included all the tasks and KSAs that had been
identified. Two ratings were requested for each task and KSA. The first related to how important the task
(KSA) was to successful job performance (see “How Important Is the Task?").

How Important Is the Task?

1 Not Very Important Poor performance on this task will not affect the overall performance of the job.

2 Somewhat Important Poor performance on this task will have a moderate effect on the overall
performance of the job.

3 Important Poor performance on this task will have an effect on the overall performance of the job.

4 \Very Important Poor performance on this task will have a serious effect on the overall performance of the job.
. Rate task importance for new hires. The other rating was related to how important it was to be able to do
the task successfully at the time of hire. The following scale is used for that rating.

Importance at the Time of Hire

1 Not Important A person requires no specific capability in this area when hired. Training will be provided
for an individual to become proficient in this area.

2 Somewhat Important A person must have only a basic capability in this area when hired. Experience on the
job or training is the primary method for becoming proficient in this area.

3 Important A person must show considerable proficiency in this area when hired. There is time or training
available only to provide “fine tuning” once the person is on the job.

4 Very Important A person must be completely proficient in this area when hired. There is no time or training
procedure available to help an individual become proficient in this area after being placed on the job.

. Send out questionnaire. The questionnaire was sent to all incumbents and their immediate supervisors.

8. Analyze data. Returned data were analyzed to determine if there were any differences between states and

between salespeople who sold different hardware.
. Display analysis data. Those tasks that came up with a mean rating of 2.5 and above were placed in the
relevant quadrants (see the following chart).
Importance atTime of Hire
Below 2.5 At or above 2.5

At or above 2.5 Training Selection
Task

Importance

Below 2.5 Not Important
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Information Input

Note on Rating “Importance to This Job”: Importance to This Job scale
N Does not apply

Rate each of the items in the questionnaire using the 1 Very minor

“Ilmportance to This Job” scale. Each item is to be rated 2 Low

on how important the activity described is to the completion 3 Average

of the job. Consider such factors as amount of time spent, 4  High

the possible influence on overall job performance if the 5 Extreme

worker does not properly perform this activity, etc.

1. Far visual differentiation (seeing differences in the details of the objects, events, or

features beyond arm's reach, for example, operating a vehicle, landscaping, sports
officiating, etc.)

2. Depth perception (judging the distance from the observer to objects, or the distances
between objects as they are positioned in space, as in operating a crane, operating a dentist's
drill, handling and positioning objects, etc.)

3. Color perception (differentiating or identifying objects, materials, or details thereof on
the basis of color)

4. Sound pattern recognition (recognizing different patterns or sequences of sounds; for
example, those involved in Morse code, heartbeats, engines not functioning correctly, etc.)

5. Sound differentiation (recognizing differences or changes in sounds in their loudness,
pitch, and/or tone quality; for example, piano tuner, sound system repairman)

FIGURE 4-2 Worker Oriented Approach

The task-oriented job analysis, as the name implies, identifies the various work activities
(tasks) required to perform the job. After the tasks are identified, systematically examine these
tasks to determine the KSAs necessary to perform them. Now you have justification for the KSAs
and potential ideas for developing training. That is why this approach is preferred for a TNA.

One example of the task-oriented approach is the job—duty-task method, depicted in
Figure 4-3. Note that the job is identified first, and then each of the duties is written out. The
writing out of the duties provides a stimulus to generate tasks and subtasks for each of these
duties. From the duties, identify the relevant tasks and any subtasks each of these tasks might
have. Once all the tasks are identified, identify the relevant KSAs required to perform each of
these tasks. This provides the justification for requiring these KSAs. It is possible to list all duties
first, followed by tasks and subtasks for each duty, and then go back and identify the KSAs for
each of the tasks and subtasks. It is equally appropriate to go through each duty, determine the
subtasks, and then identify the required KSAs before moving to the next duty.

Determining what the incumbents do in the job identifies the duties, tasks, and subtasks.
This information is generally obtained by interviewing several incumbents and their supervisors.
The list of tasks necessary to do the job is developed by systematically examining each duty and
inquiring about the tasks. Identifying the required KSAs is carried out through the examination
of each task and asking the question, “What KSAs are necessary to perform a particular task?”

Figure 4-4 depicts an example of a completed job—duty—-task method for the job of a
HR professional.

Another step in the process is to determine how critical each of the tasks is and how im-
portant it is to be able to perform the task at the time of hire. By determining this aspect, you can
identify those tasks that new employees will be expected to be able to perform at the time of hire
and those that new employees will not need at the time of hire (those that will require training).
To obtain this information, ask those providing information to rate each of the tasks on a scale
such as the one depicted in Table 4-4. This step not only documents the importance of the tasks
but also provides valuable evidence for which KSAs will be used in selecting employees and
which will not (and therefore require training). Finally, the KSAs necessary to perform each of



Job (Title & Classification code if available):

Duty 1:
Task 1: Subtasks KSAs Needed
Task 2: Subtasks KSAs Needed

And so on until all tasks for the duty have been identified

Duty 2:
Task 1: Subtasks KSAs Needed
Task 2: Subtasks KSAs Needed

And so on until all duties have been analyzed for tasks and KSAs

FIGURE 4-3 Example of Form for Recording Job-Duty-Task Data

Job Title: Trainer (Delivery Specialist)

Duty 1: Provide face-to-face training to groups of 10 or more.

Task 1:

Deliver material
in @ manner that
facilitates learning.

Subtasks:

1. Provide accurate
information.

2. Apply approved
training methods

KSAs Needed
e Knowledge of topic area and how it is used on the
job.
e Knowledge of all instructional methods and when to
use them

to reinforce key
learning points
3. Andsoon. ...

effectively. e Skill at providing verbal information with minimal or
3. Andsoon.... no dysfluencies.
e Skill at using all methods of instruction (lecture, case
studies, business games, role plays, etc.).
Task 2: Subtasks: KSAs Needed
1. Demonstrate e Knowledge of training purpose and how the success-
Engage/Motivate value of training. ful completion of training will be of value to the trainee
trainees 2. Question trainees and the organization.

e Knowledge of the adult learning process.
e Effective interpersonal communication skills:
e Active listening skills.
e Knowledge of when and how to question effec-
tively and skill at doing so.
e Skill at providing effective feedback.

And so on until all tasks, subtasks and KSAs for the duty have been identified

Duty 2: Develop training program content

tasks and KSAs

Go through the process shown for Duty-1/Task-1 until all duties have been analyzed for their required

FIGURE 4-4 Example of Applying the Job-Duty-Task Analysis to an HRD Job
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A Comparison of the Outcomes for Worker- and Task-Oriented Approaches to Job Analysis
Job Task-Oriented Approach Worker-Oriented Approach
Garage Attendant Checks tire pressure Obtains information from visual displays
Machinist Checks thickness of crankshaft Use of a measuring device
Dentist Drills out decay from teeth Use of precision instruments
Forklift Driver Loads pallets of washers onto trucks High level of eye-hand coordination

the important tasks and subtasks are identified. These aspects should also be rated for impor-
tance to the job and importance at the time of hire.

To understand the difference between the worker-oriented and task-oriented approaches,
note the different results obtained using each of these methods, as depicted in Table 4-5.

If There Are No Incumbents Available Incumbents are a critical group for obtain-
ing information about the job in a job analysis. But what if no incumbents are available?
In today’s environment of fast-changing technology, jobs are constantly changing. In some
cases, new technology creates a job that requires skills distinctly different from the job it is
replacing. In the example cited earlier in this chapter, management at the Heinz plant in
Leamington ordered a state-of-the-art ketchup machine. Previously, ketchup was made with
low-technology equipment. This new machine required new skills, so the issue was to figure
out how to perform a job analysis for a job that did not exist. Dr. Mitchell Fields was ap-
proached by Heinz Canada to assist in determining the selection and training requirements
for the new job. Table 4-6 describes how Dr. Fields did this.

WHAT YOU SHOULD GET FROM THE JOB ANALYSIS (EP) Using the task-oriented approach yields
both the tasks and KSAs required to perform the job. KSAs are important, as it is the KSAs that
need to be trained. But the tasks are also important for the following reasons:

¢ Identifying the expected behavior that needs to be performed on the job and performance gaps
® Developing actual training programs
» Making subsequent evaluations of the training.!’

Knowing all the tasks that are necessary to be effective in a particular job provides justifi-
cation for the KSAs that employees are expected to have. In the ketchup machine example, the
machine operator was required to watch a video display (which is two-dimensional) and make
decisions about the assembly line (which is three-dimensional). This justifies the need for spa-
tial relations skills as a job requirement.

Alist of job-related tasks would also help develop training. Once the tasks to be performed
are known, training that closely resembles the real job can be developed. Consider the job of a
customer service representative. We determined that one of the important tasks is to “deal with
irate customers.” We used this task to help develop role-plays that closely emulate the real job.
The use of real-task behaviors in training makes the training more relevant and interesting to
trainees and assists in the transfer of training.

Finally, we can use task information to develop tests that are reflective not only of the
training but also of the job. These tests can be used in the person analysis phase to identify those
with training needs and can also serve to evaluate the effectiveness of training.* Task identifica-
tion leads to identification of the KSAs necessary to do the job.

Knowledge All jobs require some type of knowledge. The job analysis should provide a
list of tasks that, when examined, will point to the knowledge requirements necessary to be suc-
cessful. For example, if one of the tasks identified is to edit manuscripts using Microsoft Word,

*More will be said about how to develop tests in the person analysis section later.
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TABLE 4-6 Job Analysis When There Are No Incumbents

The H. J. Heinz Company in Leamington, Ontario, Canada, is unionized. The union contract
stipulates that new jobs go to existing employees. The company was purchasing a new machine
for making ketchup and wanted to be sure that those selected for this new job would have the
KSAs to do the job. A person analysis indicated that most employees did not have much formal
education and had very low reading levels. An operational analysis (job analysis) is necessary to
determine future KSAs needed. But how do you do a job analysis when there are no incumbents,
as the job does not exist? Dr. Fields outlines how he did the job analysis.

1. | contacted the manufacturer of the new equipment and asked if that or similar equipment
was being used elsewhere, so that job analysis data could be obtained from another company.
In this case, no other application existed.

2. | obtained specifications and operating manuals for the new machinery. The manuals were
incomplete and difficult to understand. In fact, they were more complex than they needed to be.
As a result, initially | thought that a high level of reading comprehension would be necessary.

3. linterviewed engineers who were responsible for designing the new machinery. This is
where | received important information as to its operation. However, the engineers tended
to overestimate the level of aptitude required. They believed that operators would be
making modifications to the programming software. Further discussions revealed that for the
operator’s job, reading requirements were minimal. Operating manuals were needed only for
maintenance and repair.

4. | obtained blueprints and layouts of the physical equipment and flowcharts of the operating
software. This material indicated that the operators would be required to interface with a
user-friendly, icon-driven software package (far less than the complex programming tasks
envisioned by the engineers).

5. l identified two main tasks. First, the operators would be required to keep track of the mechanical
operations of a number of different (but integrated) assembly operations. | determined, therefore,
that mechanical aptitude was necessary. Second, the operators had to look at a two-dimensional
video display terminal (VDT) and make decisions about the three-dimensional assembly-line
operation. Having skill in spatial relations, therefore, would also be important.

6. On the basis of the skills identified, | suggested two subtests of the Differential Aptitude Test
for use in selection of employees: mechanical comprehension and spatial relations tests. All
operators were selected from current employees. The major advantage to these two tests is
that reading level (which was determined not to be important) is not a factor.

then an inferred declarative knowledge requirement would be knowledge of Microsoft Word edit
functions. Going back to our customer service job, we find that knowledge of “steps in a conflict
resolution model” would be important.

Assessing the need for declarative knowledge is possible using traditional methods of
job analysis, as just discussed. However, some jobs will have knowledge requirements at the
procedural or strategic levels.!! The concern is that if the job is reduced to individual tasks, the
interrelatedness and complexity of the job is lost.

The operational analysis for higher levels of knowledge would be accomplished by exam-
ining the mental models of experts. Here an “expert” could be a high-performing incumbent
or someone who performs the same job in another context (e.g., computer programmer). These
types of analysis would be useful when more advanced training is required. Techniques such as
multidimensional scaling and link-weighted methods can be used to identify such structures.'?
Space does not permit us to explore this area in detail, but those interested in this approach
should consult more advanced texts and research papers.'?

Skill The job analysis should also provide a list of all skills required to successfully per-
form the job. Consider again our customer service representative’s task of “dealing with an
irate customer.” This task requires conflict resolution skills. The skills should be identified as
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to the level of mastery required (e.g., compilation vs. automaticity). A completed job analysis
will identify a complete list of required KSAs for the job.

Attitude What are the attitudinal outcomes from the job analysis? Many job analysts
do not incorporate attitudes into their model of job analysis.!* The job analysis gives an under-
standing of the tasks that must be carried out. For each task required, knowledge and skills are
inferred. However, many analysts stop here, and that is not a good idea. We believe that atti-
tudes are important. They surface in our behavior, so an employee with a poor attitude toward
customers is inattentive to customer needs.!® To determine attitudes of importance to the job,
simply ask the question, “Can you think of any attitudes or feelings a person could have that
might facilitate or inhibit an employee from doing any part of this job well?”

What attitudes should a customer service representative have to be successful? Would a
positive attitude toward helping people be useful? What about a job that requires working in
teams? Here, a person should have a positive attitude toward the team approach or perhaps have
a positive attitude toward working with others. Such data provide the analyst with information
on what should be addressed in training. Just such an issue was of concern in the new Ford as-
sembly plant (see Training in Action 4-2). In this instance, the incumbents were unavailable be-
cause the plant was not yet open. So the needs analysis was conducted using their supervisors,
who were brought on board early to prepare the plant for opening.

COMPETENCY MODELING Another approach to conducting an operational analysis is to iden-

tify key competencies of the job. Businesses are increasingly adopting competency models, as
they have proven their value as an HR management tool.!

A competency is a cluster of related KSAs that differentiates high performers from average
performers.!” This definition is specific to North America. Other countries, such as the United
Kingdom and Australia, define competencies as simply “what someone needs to be doing to be

competent at their job.”!8

4-2 | Training in Action

Changing Attitudes Toward the Team Approach

The Ford production plants have moved toward a team ap-
proach. The team approach is part of the “Ford Production
System.” The Windsor Engine Plant was new, and there
was an agreement with the Canadian Auto Workers (CAW)
stipulating that employees from other plants had first
choice of the new jobs.

Employees transferred from other plants for many rea-
sons: cleaner plant, closer to home, old job being phased
out, and so forth. Few transferred to work in a team envi-
ronment. In fact, it is well known that the CAW tradition-
ally opposes such efforts. They made an exception in the
case of the Windsor Engine Plant.

In the determination of the skills needed, it became evi-
dent that many of the employees would be older, and the
concern was that they would be set in their ways and gen-
erally against the team approach. The training consisted of
team skills such as communication, effective meeting, and
problem-solving skills. Also, a component was added to in-
fluence attitudes toward the team approach.

This “component” consisted of an orientation to the
team process. Modules were designed to show the advan-
tages of teams for the company and workers. An exercise
called “Best Job/Worst Job” allowed trainees to describe
what they considered to be a “best job.” Then trainees were
asked to consider what teamwork provided in terms of
what they would do. Trainees discovered that their own
description of a “best job” looked quite similar to what
their job would look like in a team environment. The train-
ing also provided a six-hour session on individual growth
and self-fulfillment. It was assumed that helping employ-
ees to focus on these issues would improve their attitudes
toward the team approach.

Did the training have a significant impact on attitudes?
No one knows for sure. After all the time and money spent
on the training, there was no formal evaluation of the pro-
cess. This omission should not be a surprise, as you will see
in Chapter 9 on evaluation.
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Some disagreement arises as to whether deriving competencies is a process different from
job analysis. Some experts in the HR field indicate that the process is the same, but the many
have suggested that it is different.!” The major difference is that traditional job analysis identifies
the “tasks” (or the “what”) that are done on the job, leading to the determination of knowledge
and skills but not attitudes. A competency-based approach focuses on all the characteristics that
underlie successful performance,?’ not just on the knowledge and skills required for the tasks.
Competencies place equal weight on attitudes, and motivation, in addition to knowledge and
skills. Because we incorporate attitudes into our job analysis model, we are more in line with
this approach. The process for determining competencies is similar to the typical job analysis.
Before discussing the “how-to” regarding competencies, let’s look at the makeup of one.

Consider the competency “time management” for a manager. Skills for this competency in-
clude delegating work, prioritizing assignments, and making to-do lists. The knowledge required
is “knowledge of the value of a manager’s time.” For example, if the manager knew that she was
valued at $120 per hour, it would help her see the value of determining what she does and what
she should delegate. Attitudes reflecting “I have no one I can trust to do this,” “I cannot say no,” or
“It is quicker if I do it myself” all get in the way of effective delegation, which in turn affects time
management. So, in order for a manager to be effective in this competency (time management) she
will need to develop new attitudes, such as “It may take more time now delegate this task and
show the person what needs to be done, but in the long run it will save me time,” and “I know my
boss will be disappointed if I say no to this request, but she will be more disappointed if I say yes
and don’t get higher priority work completed.” These attitudes will support the manager’s moti-
vation to delegate tasks which will lead to more effective time management.

Why Competencies? When compared with KSAs, competencies

are more general in nature.

create a common vocabulary to discuss successful performance.

help employees better understand how to target their efforts.

promote dialogue between managers and employees that focuses on performance.
have a longer-term fit.

include knowledge, skills, attitudes, and motivation.

tie into corporate goals.?!

Development of competency models helps companies understand the key factors required for
high performance. Competencies identify capabilities and, therefore, are applicable to more
than one job. In some cases, competencies are applicable to everyone at a particular level no
matter what department, such as all first-line supervisors, or even multiple levels of a job, such
as all managers. Table 4-7 provides an example of a competency that is used for all levels of
management. Note that while the competency remains the same for different levels of manage-
ment, the behaviors expected are different. In this way, the focus is always on the same set of
key competencies but with different behaviors required, depending on the management level.

In today’s environment, jobs are always changing. Even shop-floor jobs are under constant
change, in many cases requiring more decision-making and other new responsibilities. This
constant evolving means that the specifics obtained in job analysis can become dated. A more
general focus of competencies is advantageous to such ever-changing jobs.??

Using competencies makes it easier to identify the emotional aspects of work performance.
For example, organizations increasingly focus on issues such as “meeting customer expecta-
tions.” This area of the job, which requires dealing with people rather than producing goods,
requires a broad view of good performance. Many argue that this broad view is easier to obtain
using competency models.

Finally, in the process of developing the job competencies, a great deal of effort is made
to understand the business context and competitive strategy. Competencies are then devel-
oped with a focus on these broader goals of the organization in conjunction with the specific
job in question.?
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TABLE 4-7

Demonstration of the Competency

Competency First Level Mid Level Senior Level
Customer Orientation Develops customer Understands customer Establishes a relationship
consciousness in others needs and translates to the  at the strategic level
goals of the organization
Communicates and Fosters process Gains trust of customers
resolves conflict improvement and change

Formulates strategies

Ensures work (own and with linkages to customer ;. 1 aat identified and

team) exceeds customer groups anticipated requirements

expectations Instills and maintains Is considered by customers
customer focus of to be an extension of the
work unit

organization

How You Develop Competencies Several methods have been used to develop compe-
tency models.?* According to Maxine Dalton of the Center for Creative Leadership, some are not
very effective. She indicated that about 70 percent of competency models are just a list of posi-
tive attributes obtained in a half-day meeting with senior management.

Generally, more methodologically sound procedures entail the following process:

* Meet with upper management to
* determine strategies, goals, specific challenges, or specific focus, and
* generate some tentative competencies.
e Identify specific jobs.
* Meet with high performers of those jobs and their supervisors to
e determine critical incidents that make “high performers” different from
average performers,
e focus on the aspects that tie into the strategic direction of the company, and
e formulate some tentative competencies.
® Determine the competencies that overlap with upper-management competencies.
* Verify the preceding information with another group of high performers and their
supervisors.
e Link this information to job analysis information obtained from the job to articulate spe-
cific KSAs that make up the competency.

Regarding the last point, competency models are more general and fit several jobs. Linking these
competencies to the KSAs of the job will ensure that the competencies are not only valid but also
able to stand up in court. This linkage also provides the information needed to develop training,.
Having the KSAs that make up the competency helps determine what the training should look like.

Issues Related to Competencies When carried out correctly, a job analysis is scientific
and defendable in court. It reflects what is required to do the job, thus making selection, train-
ing, and performance appraisal relevant and valid. However, sometimes organizations develop
competency models with little understanding of the process outlined above (see Training in
Action 4-3). This can lead to the identification of inappropriate competencies and possible prob-
lems should they be challenged in legal proceedings. Competency models continue to be devel-
oped, particularly for training and development, for the following reasons:

e Training based only on task analysis can become dated quickly as the nature of work un-
dergoes constant dynamic change.

e Hourly paid employees are expected to participate much more in decision making and
ensure customer satisfaction, rather than simply produce a product.
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Development of Competencies

The consultant was discussing a training need with a cli-
ent. As they finished, the client said “I'd like to ask you a
question about competencies? The consultant said OK and
the client indicated that she had just completed a survey of
her company’s managers, asking them to identify the com-
petencies that would be required for the various manager
positions. She indicated that so far she had gathered over
50 and wondered if the consultant would mind looking at
them. “Perhaps,” she said, “you might be able to think of
some important ones that they had not thought of.” The
consultant, whose training firm deals with these issues all
the time, thought it might be useful to provide her with a
mini lecture on what competencies are and are not. He sug-
gested that rather than go through the list they go for coffee
and discuss it. Once they sat down with their coffee, the
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consultant began, “The problem is that most managers and
many trainers do not understand what a competency is.”
When managers are asked to think of all the competencies
necessary to be effective in their job, often what is obtained
is a list of what managers believe is important to effective
performance. The managers usually identify things like
initiative, decisiveness, leadership, analytical ability and so
forth. In fact, the list really ends up being what you would
like a person to be like and not what is required to be effec-
tive on the job, which of course is the problem. Too often
determining competencies is not done in a methodologi-
cally sound way to obtain the information you really want;
and so you get wish lists of traits, characteristics, skills, and
attitudes with little organization to them. “Well,” said the
client, “I guess we better talk a bit more about this.”

¢ Corporate downsizing forces a move away from tight job design to more flexible job design.
e Competencies help the HRD department focus its training.

This latter point is particularly important. Competencies not only are related to each managerial
level in the organization but also are tied to the strategic direction of the organization. Furthermore,
by definition, competencies are what separate high performers from others. With limited resources,
decisions related to what needs to be provided in the way of management training are clear.

In very well run organizations, the HR department has a human resource information
system (HRIS). This system provides information on individual managers in terms of what po-
sitions they have held, what training they have received, their performance levels related to the
competencies, and, of specific interest to the HRD department, required competency training
for managers. This system makes the task of identifying what training needs to be offered much
easier. Examination of the HRIS tells the HRD manager how many need training in each of
the competencies. Use of competencies also makes it easier for managers to identify employee
strengths and weaknesses, thereby facilitating employees” developmental goals. The easier and
clearer the process is, the more likely managers will take the time to do it.2

Some concern might be raised that competencies are not developed with the rigor of job
analysis, and the lack of specificity might not be able to withstand possible court challenges. We
argue that as with any tool, proper methodology will result in relevant and definable competen-
cies. Organizations that decide to use competencies should not abandon job analysis, but use its
methodology to demonstrate the link between the relevant KSAs and key competencies of the job.

Now let’s go back and consider the total operational analysis process, whether KSAs or
competencies are used. Data related to the job are gathered to determine standards for accept-
able performance. From these standards, criteria are developed. Developing criteria is an im-
portant but complex process, so an examination of the issues involved in criterion development
is presented in Appendix 4.1. Understanding this information will also help you understand the
criterion issues related to evaluation presented in Chapter 9.

Person Analysis

There is a long-standing rule in carpentry that says “measure twice, cut once.” The point of this
is that if you don’t have your measurements right, then you just waste your time and material.
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The same applies to the person analysis. If you don’t measure your KSAs well, you will waste
time and resources. The operational analysis determines the tasks (or competencies) and KSAs
necessary to reach or exceed EP. It is also where the measures for these things are created. A
person analysis will identify those incumbents who are not meeting the performance require-
ments and will determine why. Those not meeting performance requirements are relatively easy
to identify. What is more difficult is determining whether they have KSAs needed to meet EP.
Here, each employee is examined to determine if they have the necessary KSAs to meet perfor-
mance expectations. Imagine that the EOP for a department that assembles widgets is five re-
jects per month. This department’s AOP is 20 rejects per month. This triggers a TNA. The opera-
tional analysis identifies the KSAs necessary to build the widgets properly. A person analysis is
conducted to identify those not meeting the EP and to determine which, if any, of the employees
do not have the required KSAs. Those employees will be sent to training. Recall from the needs
analysis model at the beginning of the chapter that the formula for a PG is:

Expected performance — Actual performance = Performance gap”

A PG is most often thought of in the reactive sense, as the difference between EP and AP.
For example, assume that the standard number of snowmobile trailers that a “Builder Class 2”
is expected to produce is 1.5 per day. For the last three weeks, three employees in this class are
averaging 0.6 trailers per day. The PG is 0.9 trailers per day (1.5 — .6 = .9).

In the proactive analysis, the EOP is what is needed in the future and AOP is the likely
performance level with current KSAs. Suppose that the trailer manufacturer in the preceding
example decides to purchase equipment that will bend the trailer frame to the correct shape,
eliminating several welds. The engineering studies indicate that this change in production pro-
cess will increase the “Builder Class 2” output to three trailers per day. At the present KSA level,
“Builder Class 2” employees are expected to produce 1.5 trailers per day. Here, the PG is the
“future” required performance level (three trailers per day) minus their predicted performance
level in the future, given their current level of KSAs. This PG will be 1.5 trailers per day. In addi-
tion to collecting information regarding the PG, you should also examine individual differences
that might be present in the trainee population, which might affect the type of training you
offer. Self-efficacy of trainees, for example, has been shown to be an important variable related
to successful completion of training. Refer back to Figure 3-6 (page 95) for a number of areas to
consider related to individual differences.

WHERE TO COLLECT DATA (AP) Table 4-8 shows sources for person analysis information. The
decision of what to measure and how to measure it is made in the Operational Analysis. Once
these decisions are made the measures themselves need to be developed. The development
of the measures also occurs in the Operational Analysis. We discuss them here in the Person
Analysis because of the close connection between what evaluative measures are used and what
is learned about the people who are evaluated.

We will discuss two of the more commonly used sources, performance appraisal and pro-
ficiency tests, in some detail. We will also address the less commonly used attitude survey.

Performance Appraisal Supervisors are the ones who most often complete perfor-
mance appraisals.?” If supervisory ratings actually provided an accurate assessment of an
employee’s performance gaps, other assessment tools would hardly be necessary. But these
ratings often suffer from a lack of reliability and validity for a number of reasons:

® Lack of supervisor training on how to use appraisals
e Lack of opportunity for the supervisor to see substantial amounts of a subordinate’s
performance

*Recall that this “performance gap” is different from the “organizational performance gap” in that it is obtained through
comparing the operational analysis (what is required) with the person analysis (how the person actually performs). It is
the combination of PGs that create the OPG.



TABLE 4-8

Sources for Obtaining Data

1. Supervisor Performance
Appraisals

2. Performance Data
a. Productivity
b. Absenteeism and tardiness
¢. Accidents
d. Grievances
e. Waste
f. Product quality
g. Downtime
h. Customer complaints

3. Observation—Work Sampling

4. Interviews/Questionnaires

5. Job Knowledge Tests

6. Skills Tests
Simulations
¢ Role-play
e Case study
e Business games
e In basket

7. Assessment Centers

8. Coaches

9. Individual’s objectives

Data Sources for Person Analysis

Training Need Implications

Useful if done specifically for TNA.

Shows who is not meeting
performance standards, but
not why.

More subjective technique but
provides both employee behavior
and results of the behavior.

Used here to focus on employee’s
perception of her training needs
and attitudes. Also involvement in

TNA motivates employees to learn.

Shows specific KSA levels.

Certain knowledge, skills, and or
attitudes are demonstrated in
these techniques.

Combination of several of the
above techniques into an
intensive assessment program.

Have extensive interactions with
trainee and can get a good feel
for gaps in competencies.

Shows the relationship between
performance data and the
individuals’ goals.
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Remarks

Supervisor ratings often not just for
TNA, and often not done well.

Useful, easy to analyze and quantify
for the purposes of determining
actual performance.

This is done effectively in some
situations such as customer service
where employees know that the
telephone calls employees answer
from customers can be monitored.

Need to be sure employee believes
it is in her best interest to be honest;
otherwise, she may not be forth-
coming as you would like. Also she
may not know what her needs are.

Care in the development of tests and
scoring keys is important and difficult
to do if not trained in the process.
Can be tailor-made or standardized.

Care must be taken so that they
measure job-related qualities.

Useful, but again, care in
development of scoring criteria
is important.

Although expensive, these are very
good as they use multiple raters and
exercises to assess employees. Also,
criteria for performance are well
developed.

Coaches must be competent to assess
training needs.

Good process when implemented
properly.

e Rater errors such as bias and halo and leniency effects, among others
e Poorly developed appraisals and appraisal processes

If appraisal instruments are developed properly and the process of completing them is fol-
lowed conscientiously, performance appraisals can be a valuable source of employee training

needs. The literature, however, suggests that this is not often the case.
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Supervisor ratings provide less-than-accurate assessments of the incumbent’s KSAs for
both political and interpersonal reasons.?® This inaccuracy is less likely to occur if performance
appraisal information is gathered specificallg/ for employee development, where the climate in
the organization fosters such development.?

Several things can be done to minimize problems with supervisor ratings, such as:

* Have the appraisal system be relevant to the job. Sometimes appraisals are too generic to
meet specific needs. Also, they need to be acceptable to both supervisor and employee.*’

* Be sure that the supervisor has access to relevant information to make accurate apprais-
als. As noted earlier, in some cases, supervisors are not in contact with subordinates often
enough on the job to be aware of their performance.’!

¢ Provide incentives for supervisors to complete accurate ratings. One way to do this is to use
the performance appraisal for the TNA only. As Murphy and Cleveland note,

“It is likely that a supervisor experiences little conflict when information from a perfor-
mance appraisal is being used for providing feedback to employees on their strengths and
weaknesses and to recommend employees to training programs.”>?

One way to obtain better supervisor assessments is to provide training on how to complete
such appraisals. Training should address how to avoid various types of rater bias, such as
halo®® and leniency®* effects.

Another concern is that for some jobs, such as teaching and sales, supervisors do not often
get to see the employee in action. Sometimes the supervisor is unfamiliar with the job details.
Perhaps the best way to deal with these concerns is similar to the method suggested for dealing
with gathering job analysis data: The more the perspectives, the better the picture. For this rea-
son, it is useful to consider additional potential raters of employee performance.

Self-Ratings A possible way to determine employee needs is through self-ratings. Much of
the research on self-ratings suggests that the individual tends to overrate her capabilities. However,
evidence also indicates that the inflated ratings are a function of the rating instruments rather than
the individual attempting to sound better.® Also, when self-raters understand the performance
system, they are more likely to agree with supervisor ratings.3® These findings suggest that self-
ratings are accurate if subordinates are more involved in the development of the appraisal process.

McEnery and McEnery examined self-ratings and supervisory ratings gathered for a needs
analysis related to training.”” They noted that self-ratings were inflated but were also more dis-
criminating in identifying different needs than were supervisory ratings. Furthermore, the re-
sults suggested that supervisory assessment of “subordinate needs” more closely resembled the
needs of the raters themselves. More recent research noted that self-ratings actually have lower
measurement errors than supervisor ratings on some performance dimensions.>® In short, self-
ratings are an important part of any needs assessment.

Generally, the more sources used to gather information, the higher the reliability and valid-
ity of the results. This tendency supports use of the 360-degree performance review, by which
an employee rates himself on a number of dimensions and receives ratings on these dimensions
from his supervisor, peers, subordinates, and sometimes even customers.® This information
is fed back to the individual. This broader view takes pressure off the supervisor, especially
when others in the loop agree more with the supervisor than with the individual. Such data
provide a springboard for dialogue between the supervisor and the subordinate regarding the
subordinate’s needs. Also, there is evidence that those being appraised view this process more
positively than they do the traditional methods of appraisal.*’

The advantages of this process are that the various groups see the person under different
conditions, maintain different relationships with the individual, and also have different expec-
tations regarding performance. Evidence indicates that ratees find feedback from peers and sub-
ordinates particularly useful in planning their developmental goals.*! As noted before, the more
the sources of such information, the better. The disadvantages of the 360-degree performance
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Most managers at United Parcel Service (UPS) participate
in a 360-degree feedback process. They are measured on a
number of critical skills such as “customer focus,” “people
skills,” “business values,” and so forth. To be effective,
however, managers need to understand why this 360 de-
gree feedback is useful, and how it will work. To assure
this happens, HR trainers hold short training sessions to
explain the purpose and process of 360-degree feedback
to all involved, as well as to provide them with training in
feedback skills.

Each manager that has received the training will then
begin to rate peers, supervisors and subordinates as well
as be rated by their peers supervisors and subordinates
on a semiannual basis. After receiving their ratings, the
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managers and their supervisors will have a discussion
about the feedback. Objectives for improvement over the
next six months are set, and the manager has the option
of attending programs that provide skills training and
practice in areas identified as requiring improvement. This
process is repeated every six months to determine where
improvement has occurred and setting new objectives
based on the new 360 degree feedback data. What has been
the reaction by those being rated? According to one of the
trainers at UPS most employees have responded very posi-
tively. But the trainer goes on to say that an important part
of the implementation was making sure all those affected
understood the purpose of the process and were given ap-
propriate training in how to give and receive feedback.

review are the amount of time it takes and the cost of implementation. If not properly integrated
into the company’s HR system, it can also lead to negative results.*? So, for it to be effective, a
supportive climate is necessary for development in general,*> and, as always, support from top
management is helpful.**

To summarize, performance assessments designed to focus on development are more likely
to provide accurate data than are more generic or all-purpose appraisals. Also, to determine de-
velopmental needs, both supervisory ratings and self-ratings should be gathered. Both parties
need to be involved in the assessment process. As McEnery and McEnery suggest, the supervisor
provides a valuable perspective on the subordinate’s needs. The subordinate gains insight into
his needs through discussion with the supervisor. This process will also improve communication
between the supervisor and the subordinate and will serve to improve the accuracy of the assess-
ment. The 360-degree feedback data are also very useful in determining an employee’s needs.
These data will allow for an examination of the performance from a broader perspective. It is im-
portant, however, that if 360-degree feedback is being used, it must be incorporated properly into
the organization. United Parcel Service, in Training in Action 4-4, seems to be doing it properly.

Rather than rely on ratings of job performance an alternative is to test individuals under
controlled conditions. Testing can measure either knowledge (cognitive) or skills ((behavior).

Job Knowledge (Cognitive) Tests A cognitive test measures a person’s knowledge.
Every job has a knowledge component. Plumbers need to understand government regulations for
installing water and drainage systems in a house, supervisors need to understand the procedures
for assigning overtime, and salespeople need to understand the procedures for accepting returned
merchandise. A cognitive test to measure that job knowledge can be developed or found in the
marketplace. For example, there are paper and pencil tests that are available in the public domain.
The Mental Measurements Yearbook,™ a publication produced by the Buros Institute of Mental
Measurements at the University of Nebraska, provides users with a comprehensive guide to over
2,700 contemporary testing instruments. Typically, the type of knowledge examined in the TNA is
declarative knowledge. But remember that there are also two higher-level knowledge outcomes:
procedural and strategic. One final note about cognitive (and other) tests: A common belief holds
that a specific time limit needs to be given for a test. Understand that speed tests provide different
information than power tests.*> Speed tests should be given only if speed in retrieving and using
information is an important job characteristic. If, however, the critical component is accuracy of re-
trieval and use of the knowledge, time limits should not be used. In general, however, power tests
do need some sort of time limit, as without one, some trainees will remain for twice the time of
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others to check and recheck their answers. A good approach is to indicate a general time limit (e.g.,
about one hour). When the time is up, ask, “How much time do you need to finish?” This question
is usually enough incentive for those who are simply reluctant to hand the test in.

Declarative Knowledge Tests If the job requires some sort of factual knowledge, such
as “rules covering search and seizure” or “understanding the type of question that cannot be
asked in an interview,” a test can be developed to determine whether trainees have this declara-
tive knowledge. Paper-and-pencil tests such as the multiple-choice test are often used. One
concern in using such tests is that they might reflect the reading level of the participant when
reading is not an important skill for the job. If you are concerned about the knowledge level of
incumbents and reading is not a required KSA, paper-and-pencil tests would not be appropri-
ate. In such cases, these tests could be given orally.

Multiple-choice tests offer many advantages. They can assess the knowledge of a large num-
ber of employees at a lower cost than most other forms of measurement. They are easy to admin-
ister and score and, when skillfully developed, can accurately measure knowledge.* A big advan-
tage of multiple-choice tests is that their reliability is typically higher than other types of tests. This
is especially true when they are well constructed. Also, because of the number of questions that can
be asked, it is possible to cover a broader range of the content than with other methods. Some train-
ees indicate that they are not good at taking multiple-choice tests. However, evidence suggests that
such tests consistently correlate highly with other forms of testing. The major difficulty with this
type of test is in the construction of the items. A complete discussion on how to write good multiple-
choice questions is beyond the scope of this text, but some general rules to consider in constructing
questions are found in Table 4-9. Table 4-10 provides some examples of common errors in the de-
velopment of multiple-choice tests and how to fix them. More comprehensive information can be
found in Evaluating Training Programs, a book published by the American Society for Training and
Development.*” It might be wise to contact a local university and discuss the project with someone
who has the appropriate background. Even small companies with limited budgets should be able
to obtain such help from a supervised graduate student eager to get some real-world experience.

Procedural Knowledge The second type of knowledge is procedural knowledge. Here, the
learner begins to develop meaningful ways of organizing information into mental models. Mental
models are also known as cognitive maps, knowledge structures, and task schemata. As mentioned
earlier in the chapter, experts develop more complex mental models for the way they organize their
knowledge than do new learners. As a result, the expert can access a solution strategy more quickly.

There are several techniques for assessing how someone has organized procedural
knowledge.*® One method uses paired comparisons to determine how the person sees the
relationship between topics. For example, trainers could be asked to indicate the relationships
among several training concepts, such as instructional design, criterion development, needs
assessment, organizational analysis, and so on. Then, these relationships would be compared
with the relationships identified by an expert. Another method (see Figure 4-5) uses a con-
figuration of concepts that are linked. Some of the links are blank, and the trainee must place
the appropriate concepts in the blanks next to the one that makes a best fit. Strategies for mea-
suring these structures are too comprehensive to be discussed here, but several publications
deal with this topic.*’

Strategic Knowledge The category of strategic knowledge deals with the ability to de-
velop and apply cognitive strategies used in problem solving. It assesses the trainee’s level of
understanding about the decisions or choices a trainee must make. Determining a person’s stra-
tegic knowledge is more difficult than the other two types of knowledge. One process that is
useful is called Probed Protocol Analysis.”” First, subject matter experts define a problem and
the strategies necessary to solve it. Trainees are then asked to explain step-by-step what they
would do to solve the problem. Questions such as “Why would you do that?” “What would it
mean if it did not help?” and “What other test could you do?” help determine the trainees’ strat-
egies. Once again, for more detailed information, several excellent publications are available.’!
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TABLE 4-9 Guidelines for Developing a Multiple-Choice Test

1.
2.
3.

Examine objectives to gain a clear understanding of the content area to be tested.
Write the questions in a clear manner. Shorter is better.

Choose alternatives to the correct response that are plausible, take from typical errors made during training. Make
alternatives realistic.

4. Do not consistently make the correct response longer than incorrect responses.

. Limit the number of alternatives to the amount necessary to measure the knowledge or opinion. For measures of
knowledge, it is difficult enough to write three reasonable alternatives along with the correct answer. For other types of

measures (such as the one below), too many alternatives ask the respondent to make unnecessarily fine discriminations.

Bad: What percentage of the time are you sure of what your compensation will be?
1 2 3 4 5 6 7 8 9 10

135

0%-10% 11%-20% 21%-30% 31%-40% 41%-50% 51%-60% 61%-70% 71%-80% 81%-90% 91%-100%

Good: What percentage of the time are you sure of what your compensation will be?
1 2 3 4 5
0%-20% 21%-40% 41%-60% 61%-80% 81%-100%

6. Place the correct answer randomly among other options.

10.

11.

12.

13.

14.

. Avoid double negatives. Also avoid as much as possible negatively worded questions and alternatives. If it is necessary

to use negatives, put the negative words in capital letters and underline them. For example, such a question might look
something like this: Which of the following alternatives is NOT correct?

. Try to avoid the use of alternatives such as “None of the above” and “All of the above.” As much as possible, the

alternatives should contain only the correct response.

. Pretest items by giving the test to those expected to know the material. Ask them for feedback on clarity. Note any

questions that many of them get wrong.

Give revised items to a group of fully trained (experienced) employees and a group of not trained (inexperienced)
employees. The former should score well, and the latter should do poorly.

Write simply and clearly, and make the meaning obvious.

Bad: To what extent do supervisors provide information regarding the quality of performance of people at your level?
Good: How often does the person you report to give you feedback on your job?

Ask one question at a time.

Bad: Both the organization’s goals and my role within the organization are clear.
Good: The organization’s goals are clear.
My role within the organization is clear.

Provide discrete response options.
Bad: During the past three months, how often did you receive feedback on your work?
1 2 3 4 5
Rarely Occasionally Frequently
Good: During the past three months, how often did you receive feedback on your work?

1 2 3 4 5
Not once 1-3 times About once a week More than once a week Once a day or more

Match the response mode to the question.
Bad: To what extent are you satisfied with your job?

1 2 3 4 5
Strongly disagree Disagree Agree Strongly agree
Good: To what extent are you satisfied with your job?

1 2 3 4 5
Not at all A little bit Quite a lot Very much
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17:\:{35 (08 Examples of Mistakes in Developing Multiple-Choice Questions

Example 1
The stem of the original item below fails to present the problem adequately or to set a frame of
reference for responding.

Original Revised

Who do you go to when you have Who should you go to when you
a conflict? have a conflict at work?

a. Superior/Supervisor a. Superior/Supervisor

b. Subordinate b. Subordinate

c. Colleague c. Colleague

d. Customers/Stakeholders d. Customers/Stakeholders
Example 2

There should be no grammatical clues to the correct answer (a = a).
Original Revised

Barack Obama was a: Barack Obama was:

a. senator from lllinois a. a senator from lllinois
b. eastern European b. an Eastern European

¢. Arabic prophet ¢. an Arabic prophet

d. Imam d. an Imam

Example 3

Alternatives should not overlap (e.g., in the original form of this item, if either of the first two
alternatives is correct, “C"” is also correct.)

Original Revised

How old were you when you How old were you when you first started

first started smoking? smoking?

a. While in grade school. a. Less than 10 years old.

b. While in middle school. b. Between 10 and 15 years old.

¢. Before | graduated from high school c. Between 16 and 19 years old.

d. After | graduated from high school d. Over 19 years old.

Example 4

Example of how the greater similarity among alternatives increases the difficulty of the item.

Easier Harder

Which of the following statements about Which of the following statements about

training in different cultures is true? training in different cultures is true?

a. Europeans will resist training that a. Europeans require training to be
requires trainee involvement. attention grabbing.

b. Russians require training to be b. Russians require training to be
attention Grabbing. attention grabbing.

c. Asians look forward to the “flash” c. Asians require training to be attention
of North American-style training. grabbing.

d. Greeks require lots of technical d. Greeks require training to be
components to be successful. attention grabbing.

Skills (Behavioral Tests) Behavioral tests measure skills and are an important means of
determining an employee’s training needs. Such tests can incorporate work samples, which are
simply work situations designed to reflect what actually happens in the workplace. Standardized
rating methods are developed so that everyone is presented with the same situation and mea-
sured according to preset criteria. For example, a welder might be required to measure and
cut three pieces of channel iron and then weld them at right angles to make a U; a salesclerk
might be required to respond to an irate customer who provides standardized antagonistic re-
sponses to the salesclerk’s handling of a situation; or a manager might be required to make a
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The following list of concepts is related to road construction. Use them to fill in the appropriate
blank boxes in the map. Try to fill in the boxes so that related terms or concepts are clustered
together. Concepts can be related because they occur at the same time, one is necessary for the
other, or one leads to the other.

Each of the listed concepts is used only once. Note that some of the concepts are already mapped

for you.

Concepts:

Asphalt placement Prime/tack coat Striper

Compaction/rolling Rollers Striping
Cut/fill Signage Survey
Dump truck Site access Traffic

Hot materials

compaction
| H |
——
[heavy eampment | | | [ ]
I
| — | ]
]
safety
/

| | | road access

FIGURE 4-5 Test of Knowledge Organization for Civil Engineers®?

presentation to a boss on the advantages of going global. An important part of the development
of these types of tests is determining the criteria for successful performance. In the case of the
welders test noted above, what amount of error in measurement is still considered acceptable;
1/8 inch, 3/16,3/8? Also, what error in terms of the 90 degree angles is acceptable? And finally
how strong does the weld have to be? These data would all be used in grading the welders test,
and where she was not up to standards would be the PG for that welder. Assessment centers
are an expansion of the work sample approach. They often involve several work samples and
other tests along with assessors who evaluate individuals in different situations. Although as-
sessment centers are costly to develop and administer (they often require two to three days
off-site), they provide a comprehensive analysis of needs, especially for managerial positions.

In addition, there are many simulations that can be used to assess an employee’s skills.
Equipment simulators, role plays, business games and so on can be used to determine a per-
son’s skills in particular situations. As indicated in the first chapter, skills can be broken down
into two levels, compilation and automaticity. The focus of the person analysis will depend on
the level of skill required that was determined in the operational analysis.

Compilation Developing behavioral tests and standards for scoring such tests can be dif-
ficult. A number of situations need to be created in which the trainee is required to demonstrate the
target skill(s). The difficultg lies in developing scoring standards. Consider a study that examined
the training of machinists.” It was noted that passing the training was more a function of the trainer

137



138

Chapter Four ¢ Needs Analysis

who was running the course than of the trainees. Different trainers used different standards for pass-
ing. This problem should have been addressed in the TN A where the performance standards for the
job were identified and the employee’s skills were measured to see if they met expectations. Criteria
based on tolerance requirements and finished specifications should have been used to determine
who needs training. These criteria, once developed, are incorporated into the training objectives that
will be developed to guide the training. They also become clear standards from which to evaluate
the effectiveness of the training. For skills that have a specific output, such as a part for an automo-
bile, assessment simply compares what was produced with what was required. For other skills, such
as those required for conflict resolution, assessment could occur through the use of a structured role-
play scenario in which a person acts in an angry and aggressive manner and the employee responds.
These types of tests can be scored using multiple raters or standardized forms. Achieving inter-rater
agreement is important in developing such tests. This consistency is accomplished through stan-
dardized methods of rating that are clear to the trainer or whoever is required to conduct the testing.

Automaticity In some cases, the skill must be so well learned that it can be done quickly
and without much thought. For this level of skill, the assessment would need to use more strin-
gent criteria for what constitutes successful performance. One method for determining whether
the trainee reached automaticity would be the speed that required performance was completed
and the quality of the response. Emergency procedures for commercial pilots would be an ex-
ample of skills that are actually periodically tested using aircraft simulators.

Attitude Measures Attitudes are an important part of organizational effectiveness. If, for
example, the team approach is an organizational objective, then attitudes toward this approach are
important. Some organizations routinely conduct various attitude surveys. In such a situation, a scale
related to the attitude toward teamwork could simply be included. If this practice does not exist, it
might be useful to consider instituting one. At the very least, organizations could survey trainees be-
fore training to determine how they feel about teams and teamwork (if teamwork was a PG).

Developing attitude scales requires a great deal of skill; therefore, it is much better to use
well-developed scales found in the literature. Numerous attitude scales are available through jour-
nals (Personnel Psychology, Journal of Applied Psychology, Academy of Management Journal, Academy of
Management Review, Academy of Management Executive) and books (Assessing Organizational Change,
The Experience of Work, Buros Book of Mental Measurements). Another source that publishes such
scales is the Institute for Social Research at the University of Michigan.>* Contacting a local uni-
versity’s psychology department or business school for help in this area would likely yield good
results. Graduate students are always anxious to apply their knowledge in real-world situations.

Developing attitude scales requires care, and you should use existing scales whenever
possible rather than attempting to develop one yourself. However, items in the survey might
need to be reworded to reflect the specific training being done. An example of an attitude scale
(attitude toward empowerment) can be found in Table 4-11.

Gathering Data for the TNA: Final Thoughts

For a conceptual understanding of the types of data required to conduct a TNA, it is useful
to divide the TNA input phase into three distinct stages: organization, operation, and person.
Practically, however, they are highly interrelated, can be conducted the same time and usually
require some amount of moving back and forth among the levels of analysis. The sources for
each of these analyses, as found in Tables 4-1, 4-3, and 4-8, have a great deal of overlap. For ex-
ample, if you were interviewing incumbents regarding operational analysis, you would at the
same time obtain information regarding roadblocks to getting the job done, which is part of the
organizational analysis. When you examine the performance data for the person analysis, it is
useful to determine any structural reasons for the poor performance, which is part of the organi-
zational analysis. This gathering of multiple levels of information at one time is again illustrated
in the Fabrics, Inc. example at the end of this chapter.

Once the operational analysis data determine the KSAs for the job, the person analysis will
determine whether each of the relevant employees possesses these KSAs. For those who do not,
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:G SRR Examples of Attitude Questions

Attitudes toward Empowerment
Please indicate the degree to which you agree or disagree with the following statements.
1 = Strongly disagree

2 = Disagree
3 = Neither agree nor disagree
4 = Agree

5 = Strongly agree

=
N
wi
N
(8,11

1. Empowering employees is just another way
to get more work done with fewer people. [Reverse scored]

2. Empowering employees allows everyone 17 2 3 4 5
to contribute their ideas for the betterment of the company.

3. The empowerment program improved my relationship with 1 2 3 4 5
my supervisor.

4. Empowerment brought more meaning to my life at this 1 2 3 4 5
company.

5. Empowerment interventions should be introduced in other 1 2 3 4 5

plants in this company.

=
N
wi
N
(8,11

6. The empowerment process provided a
positive influence in labor-management relations.

the PG between what is required and what the employee has serves as the impetus for design-
ing and developing necessary training.

For the TNA to be effective, it is important that employee development be of high concern
to both the individual and the organization. This is more likely to occur when an organization
does the following:

¢ Puts procedures in place that allow for developmental appraisals to take place regularly
and separately from appraisals used for other personnel decisions

¢ Allows the individual to provide input into the process through self-appraisal

¢ Places a high value on developing subordinates by rewarding supervisors who spend time
doing so

* Provides systematic opportunities for employees to receive the training and mentoring
necessary for development

Although having these procedures in place will serve the organization well, it is still not
enough! Numerous stories recount supervisors who simply go through the motions of a per-
formance appraisal and employee development and then get on with the “real work.” Such at-
titudes on the part of supervisors are likely to undermine any employee development system.
Subordinates’ perceptions of the process must also be positive, and they must believe that trainin;
will be useful in their development, particularly when self-assessment is being used in the TNA.

Recall from the analysis phase of the training model that the organizational, operational,
and person analyses are the inputs. The process is the identification of the gap, which is done by
comparing the AP with the EP. The resulting PGs become the output of the TNA.

OUTPUT OF TNA

As noted in the training model at the start of the chapter, outputs include both training and
nontraining needs. Training needs are dealt with by designing appropriate training programs,
which are discussed in Chapter 5. Here, we examine nontraining needs.
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Nontraining Needs

Nontraining needs include those that show no gap in required KSAs and those characterized by
a KSA gap but for which training is not the best solution. First, let's examine those that show no
KSA deficiency, as depicted in Figure 4-1.

NONTRAINING NEEDS THAT HAVE NO KSA GAP These PGs are not a result of a lack of KSAs, but
a result of the following:

* Performance consequence incongruence
* Inadequate or inappropriate feedback
¢ Barriers to performance in the system

No amount of KSA development will improve performance in situations where these PGs
exist. The causes of these PGs will be uncovered in the organizational and operational analysis.

Performance Consequence Incongruence Can working at the expected level of per-
formance be punishing? The answer is yes, it can. Consider Nancy, the employee who al-
ways has her work done on time and done well. The other three employees in the depart-
ment often complete assignments late, and their work tends to be done sloppily. Now the
supervisor has a very difficult assignment that must be done in record time. Whoever gets
the job will need to work late for the next few weeks. Who is assigned to the job? Nancy, of
course. Nancy’s reward for being a good performer is to get the difficult assignments that
require staying late to complete. Soon Nancy catches on and begins acting more like the
rest of the employees in her department. When Nancy is not working at the expected level,
providing her with training will not help. Her lower performance is not a KSA problem.
So, although training for Nancy will not help, training her supervisor how to motivate all
department employees might be useful. It would also be useful to have systems in place to
motivate the supervisor to reward employees appropriately.

Inadequate or Inappropriate Feedback Another nontraining need comes from employ-
ees not receiving appropriate feedback. Numerous examples tell of employees who believe they
are good performers, but their supervisors believe otherwise. Supervisors generally dislike pro-
viding negative feedback.”® In fact, some suggest that it is the most disliked of all managerial
activities.”” So they simply do not say anything to the employees. Once again, the problem is not
a training issue for the subordinate, but it could be for the supervisor.

Barriers to Performance Conditions in the workplace that obstruct the desired perfor-
mance level are a third reason for deficiencies in performance. Receiving material too late, using
worn-out machinery, and being constantly interrupted are but a few of the possibilities that could
hinder performance. Once identified, these roadblocks need to be removed, a complex task that,
in some cases, might require high-level support. Suppose a supervisor has too many reports to file
each week and this responsibility takes away from the time needed to help subordinates; how-
ever, middle management needs these reports. The only way to reduce the amount of paperwork
is to request that middle management reduce the number of reports they receive or find another
way to generate them. This problem is not an easy one to solve, but as you can see, providing the
supervisor with training related to helping subordinates will not solve the problem.

NON TRAINING SOLUTION CHOICES FOR A KSA GAP Nontraining needs can exist where a gap
in required KSAs is also present as shown in Figure 4-1. As noted in the figure, the nontraining
causes of the performance gap need to be corrected before any solutions to the KSA deficiency
can be effective. After all nontraining causes of the PG have been corrected, then using Figure
4-1, the answer to the each of the first three questions is “no.” and you can move on to the ques-
tion of whether there is a gap in KSAs. Note that training is not always the appropriate solution
to a KSA gap. Other solutions are discussed next.
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Training Is Not Always the Answer: So Do a TNA First

A few years back, a Fortune 500 durable goods manufac-
turer decided to increase its design engineer complement
by about 40 employees. They wanted to get these new
hires up to speed as quickly as possible, so they called
Bill Stetar, president of Performance Technology Group,
to assist in the development of an appropriate training
package.

On arrival at the company, Bill learned that the company
had already decided that the training should consist of a se-
ries of lectures and seminars and other formal learning pro-
cesses. However, Bill suggested that before deciding to use a
particular type of training, it would be useful to do a TNA.
The company was initially reluctant to do a TNA because
they wanted to get the training set up as quickly as possible.
However, Bill was able to convince them that it would be a
useful step.

The TNA indicated that much of the required learning
could be completed without any formal classroom train-
ing. Instead, job aids (task-specific job instructions) and
supplementary self-help information was put online for

access by the new hires at their convenience. Much of it
was related to

¢ what the person needed to do,
* how to do it (self-help instructions were provided), and
* where to go for help if you needed it.

The results were that new hires got up to speed faster,
made fewer mistakes than in prior years, and did not have
to spend any time in the classroom.

How much did the company save? Well first of all, they
saved approximately 50 percent of what they had originally
budgeted for the training. But there was more. Learning of
the material was faster. Management expected it to take about
90 days for a new engineer to be up to speed; it only took on
average about 45 days. Without the TNA, traditional training
clearly would have been less efficient. So, as Bill would say:
“Training is not always the answer, do a TNA first.”

Source: By permission of Bill Stetar.

Job Aids A job aid is a set of instructions, diagrams, or other form of providing information
that is available at the job site. Its purpose is to provide guidance to the worker. A job aid is useful
if the worker’s task is complex, if it requires a number of steps, or if it is dangerous to forget a step.
Airline pilots use job aids—a list of things they must do prior to takeoff—so that they do not forget
any of the steps required. Another example of a job aid would be a diagram. Rather than teaching
someone a number of steps in wiring an automobile, a picture depicting where the wires should
go should suffice. It is often cheaper and more efficient to use job aids when practical, rather than
developing elaborate training packages, as Bill Stetar notes in Training in Action 4-5.

Practice with Coaching Regarding tasks that are important but are performed infrequently,
employees can easily forget or become less proficient at them. For this reason, police officers are
required to practice on the firing range each month. Schools conduct fire drills as practice for an
important incident that might never occur. In these cases, providing the practice is meant to pre-
vent a PG. If a PG in an infrequently performed task is discovered, periodic practice sessions with
coaching should be considered to ensure that the gap does not continue to occur, particularly if its
occurrence can have serious consequences. If the skill has been lost, a coach is needed to provide
the guidance to regain the skill. In addition, having a coach work with the person, helps speed the
acquisition of the desired performance level. This is discussed at greater length in Chapter 6.

Redesign the Job This approach might seem extreme, but it is sometimes worth consid-
ering. Several years ago, salespeople in automobile dealerships were completely responsible
for the job of selling a car, from meeting the customer through to closing the deal. The most
difficult part of selling is closing the deal, which requires certain KSAs that are difficult to im-
part through training. As a result, many car salespeople did not last long in the business. This
deficiency led the dealers to change the job. They provided the salesperson with the skills to
show the car, discuss various options, and negotiate to a certain extent. Then, when it came to
closing the deal, the salesperson could send the customer to the sales manager. Thus, the job
was changed so that the salesperson no longer needed to know how to close the deal.
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Termination or Transfer Sometimes neither training or any of the other options we’ve dis-
cussed are the best answer to eliminating the PG. Sometimes it is necessary to remove the employees
from the job. If lack of motivation is the reason for the PG, and the employee has been given ample
opportunity to improve, then termination needs to be considered. If it is that the employee is unable
to grasp the KSAs necessary to do the job, then transfer to a more suitable job may be the answer.

TRAINING NEEDS For those PGs that result from the employees’ lack of KSAs, and for which
training is a solution, the KSAs need to be listed and described clearly and unambiguously.
These KSAs will be used to develop training objectives (discussed in detail in Chapter 5).

It is important to understand that in most cases, even if a training need is identified, non-
training needs are usually also present. We cannot emphasize enough the importance of these
nontraining factors. Even if training results in the employee gaining the required competen-
cies, these will not be used on the job, unless any nontraining causes of the performance gap
have been removed. For training to be successful and transferred to the job, these “nontraining”
factors must be aligned with the training and the desired employee performance. As Robert
Brinkerhoff, an internationally recognized expert in training effectiveness said,

The reality is that these non-training factors are the principle determinants [for transfer of training],
if they are not aligned and integrated they will easily overwhelm the very best training [inhibit trans-
fer]. ... Best estimates are that 80 percent or more of the eventual impact of training is determined by
performance systems factors [nontraining needs].”® (p. 304)

APPROACHES TO TNA

Now that we have examined the general approach of conducting a TNA, we examine more
closely the distinction between proactive and reactive approaches.

Proactive TNA

The proactive TNA focuses on future HR requirements. From the unit objectives resulting from
the organization’s strategic planning process, HR must develop unit strategies and tactics (see
Figure 2-1 on page 46) to ensure that the organization has employees with the required KSAs in
all of its critical jobs. Two approaches can be taken to develop the needed KSAs:

1. Prepare employees for promotions or transfers to different jobs.
2. Prepare employees for changes in their current jobs.

An effective, proactive procedure used for planning key promotions and transfers is succession
planning. Succession planning is the identification and development of employees perceived
to be of high potential so they can fill key positions in the company as they become vacant. The
first step in the development of a succession plan is to identify key positions in the organization.
These positions, if left vacant for any length of time, would affect organizational functioning
negatively. In practice, these positions are often high-level management positions such as vice
president of finance or plant manager, but they could be at any level (e.g., mold maker, if the
position is key to the operation and difficult to fill). Once the key positions are identified, em-
ployees with the potential to fill these key positions are identified. Then information is provided
on employees’ readiness to fill the position if it becomes vacant. Employee readiness, of course,
is the difference between what is expected in the new job versus what the employee is currently
capable of doing. Organizations with this type of system in place have a ready-made TNA.
When preparing employees for changes in their current jobs, it is important that the TNA
identify the expected changes in performance. Once the performance expectations are deter-
mined, the new KSAs required for that job can then be identified. These future KSAs are com-
pared with the incumbent’s current KSAs, and any resulting PGs are addressed through training.
Consider Heinz in Leamington, Ontario (see Table 4-6). When they determined that they would
be moving to a high-tech ketchup machine, it was necessary to determine what KSAs would be
necessary to operate it. Training in these KSAs occurred before the new equipment was in place.
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ORGANIZATIONAL ANALYSIS The proactive approach starts with expected changes and any
new objectives. As an analyst, try to determine the best fit between the organization’s current
internal environment (structures, policies, procedures, etc.) and future expectations and objec-
tives. As an example, questions regarding the formal structure might include the following:

® Are pay practices congruent with the new direction taken by the company? Example: Would
a strict hourly pay structure fit if the plan were to treat each department as entrepreneurial?

e [s the emphasis of the new priorities congruent with the performance appraisal system?
Example: If the priority is quality, does the performance appraisal have a dimension to
measure this?

e [s the strategy congruent with the current practices? Example: The new strategy is to move
to a more positive union—-management relationship. Currently, a policy does not allow any
union business to be conducted on company time. Should this policy be revisited?

* Are enough employees available to accomplish the objective? Example: The plan is to improve
quality to meet ISO 9000 standards, but employees are constantly rushed because of a lack of
personnel. Does the company need to consider massive hiring or training of current employees?

Informal procedures might be evaluated with the following questions:

* Do norms that would restrict output exist?

e Will workers believe that changes in performance are required?

e What formal procedures are short-circuited by informal procedures, and what are the im-
plications (perhaps the formal procedure is inappropriate)?

These questions need to be asked at all levels in the organization, but specifically at the de-
partmental level, where more meaningful data will be found. Often, those in higher levels
of management take a different view of the effect of various policies on behavior.

OPERATIONAL ANALYSIS Job analysts gather information not only on what tasks are carried out
currently, but also on what tasks will be required in the future. Strategic job analysis is defined as
the identification of the KSAs required for effective performance in a job as it is expected to exist
in the future.”” Data gathering is identical to that in traditional job analysis, with the addition of a
section called “gather information on the future.” For this section, it is necessary to look at changes
in areas such as societal values, political and legal issues, economics, market, labor, and technology,
and also how those changes would affect the job in question. In this case, input from more than just
incumbents and supervisors is necessary. Information from the following people is necessary:®

¢ Atleast one person involved in corporate strategy and closely tied to the job in question
¢ Someone who is aware of how the competition structures the job (technologically and
from an HR standpoint)

An efficiency expert (internal technology/communication expert)

Someone who worked his way up through the job in question

A forward-thinking incumbent (one willing to suggest new ideas)

This list is not exhaustive and serves only as a guide. Once these data are gathered, a revision of
the tasks and KSAs based on these changes can be determined. The training function then uses
this information, coupled with person analysis, to determine future training needs. The previ-
ous discussion about what to do if no job incumbents are available is helpful here. In reality, no
job incumbents exist if the job will change in substantial ways.

At first this task might seem rather daunting; however, it does not need to be. The first step
is to identify the critical jobs. For example, if the primary function of the organization is writing
software, the computer programmer’s job will be more critical to the effectiveness of the organi-
zation than the file clerk’s and should be examined first. Likewise, if the organization is making
parts for the automotive industry, mold making might be a critical job.

PERSON ANALYSIS Assessment of the person (for the required KSAs) is identical for both the
proactive or reactive TNA, so the information presented earlier on person analysis is applicable.
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LET'S DO IT In the Multistate Health Corporation (MHC) at the end of Chapter 2, a strategic
plan was outlined, and from it a number of potential objectives were developed for HR related
to developing a human resource planning system (HRPS). The main focus of the HRIS objec-
tives was that MHC was having financial problems, and it seemed as if the trouble could be
traced to the competency of the chief executive officers (CEOs) at their hospitals. Unfortunately,
no clear documentation exists describing the required KSAs for the 30 CEOs; as a result, no one
knows the KSAs needed to be successful or to be promoted to CEO. To deal with this lack of
KSA documentation for CEOs and other key positions in the organization, the MHC executive
committee developed six objectives. The first step in addressing these objectives (as they affect
the position of CEO) is to conduct an operational analysis of the CEO position. Recall how the
job analysis was conducted for the large computer firm (Table 4-4). You could use a similar pro-
cess here and conduct interviews, given the small number of incumbents. You can interview all
incumbents (four or five small group meetings), or hold one meeting with six CEOs: two from
each region, one from the largest and one from the smallest hospital in that region.

At the meeting, ask the CEOs to list all the tasks and subtasks they perform, or prepare a partial
list from previous conversations to use the time available most efficiently. Then, using a scale similar
to the one in Table 4-4, ask each of them to rate each task on its importance for the job. On the basis of
the ratings provided, determine which are important. You need to examine these tasks to determine
whether any differences distinguish between geographical locations or large versus small hospitals.
If any differences are noted, they need to be resolved. If a large number of critical tasks are different,
the jobs themselves could be different and may need different titles. It might also be that the task was
not identified as important by some because it never was required. The task of “effective cost cutting”
might not have been identified in some smaller hospitals because it was not used. It is still an impor-
tant task for CEOs (assuming that CEOs in larger hospitals indicated it as important), and would be
included, although some CEOs might not have the KSAs to do it effectively, as noted in the case. Once
you identify all the tasks, it is useful to classify them into broader duties, as outlined in Figure 4-3.

Next, you need to identify the KSAs necessary to perform each task. These KSAs will be
used to make either selection or training decisions, depending on where they were classified
concerning “need at the time of hire.” Publishing the ones required at the time of hire for the
recruitment process makes the selection criteria clearer to all.

A team of subject matter experts on the position of CEO (see the discussion of strategic
job analysis in “Operational Analysis” of the preceding selection) should be consulted to de-
velop the strategic part of the job analysis (how the job might look in five years). This informa-
tion, when compared with the information on current requirements, highlights what the future
requirements would likely be. At this point, executive development programs could be put in
place to develop the KSAs needed for the future job of CEO at MHC.

Let’s look at one duty. From the job analysis, one duty might be defined as the “devel-
opment of subordinates.” You might identify the following tasks related to that duty:

e Initiates action to identify developmental needs

Provides timely feedback to help subordinates improve

Provides subordinates with opportunities to develop

Meets with subordinates to discuss performance and development
Coaches subordinates in a manner that allows them to improve their skills

Several other duties (and relevant tasks) would, of course, be identified. Finally, the KSAs
necessary to perform the tasks would be identified. From the preceding list of tasks, KSAs that
would be relevant include the following:

Knowledge of the performance review process

Knowledge of basic coaching skills

Skill at providing feedback in an effective manner

Skill at interviewing

Positive attitude toward the participative approach to problem solving
Positive attitude toward helping others
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Based on the assessment of the skills of the 30 CEOs at MHC, some or all of these KSAs might
be lacking, and training might be necessary. To determine which CEOs need which KSAs, the
person analysis is conducted.

For the person analysis, let’s just focus on the specific KSAs necessary to appraise perfor-
mance. Here you want to know about CEOs” knowledge of the appraisal process and their skill
in providing effective reviews. This information is obtained in part by asking CEOs directly (a
subpart of your job analysis meeting). If managers have no confidence in a performance ap-
praisal system, they will have no compunction about telling you that “it’s not worth the time”
or “it’s never used anyway so why bother.” If they do not believe that they have the skill, they
might also tell you that. Another place to obtain such information is from the CEOs’ subordi-
nates. You might get information from the CEOs” subordinates such as “She really tries to do a
good job but is constantly telling me what I need to do and never asks my opinion” or “He tells
me I have a bad attitude. I'm not sure what he means but am in no mood to ask either.” These
types of comments suggest a lack of skills on the CEO’s part, or it is possible that the CEO has a
negative attitude toward the process. Again, asking the CEO directly could determine which it
is. You can also use the option of behavior testing to assess the skills. Put CEOs in a role-play sit-
uation where they must provide feedback to an employee, and score them on how well they do.

For the organizational analysis part of the TNA, some information has already been
gathered from interviews conducted by the consultants. One of the objectives based on those
findings was the inclusion of a succession plan. It provides the mechanism for supplying in-
stant information on who should be considered for the next promotion, rather than relying
on individual CEOs to make that determination. Of course, you need a standardized perfor-
mance review system in place to make such determinations.

The job analysis provides relevant data for developing standard performance appraisals
necessary in both promotion and developmental decisions. With such a system in place, each
CEO would be responsible for completing performance reviews on his subordinates and pro-
viding developmental plans for them. This process would help address the lack of interest in
some CEOs for recommending their subordinates. Although not explicitly noted, one important
measure of the CEOs’ performance appraisal would need to be how well CEOs prepare and de-
velop their subordinates for promotion. This measure, specifically as part of their performance
review, along with the use of a succession plan in general, will serve to encourage all CEOs to
work toward developing their subordinates for promotion.

Reactive TNA

The reactive TNA begins with an existing discrepancy in job performance. In this sense,
Figure 4-1 represents a more complete picture of the reactive process. A middle manager
might notice that production is dropping, a supervisor might see that a particular employee’s
performance has declined, or HR might note an increase in grievances from a particular de-
partment. Once you identify a performance gap, you need to determine whether it is worth
fixing. Although this decision may be based on financial implications, it does not have to be.
For example, the company notes that one department has lower ratings of supervisory con-
sideration (as rated by subordinates) than the organization expected. The cost of this lower
rating would be difficult to assess. It might take a long time (if ever) to notice any significant
effect on the company’s bottom line. If the company makes a strong commitment to develop-
ing a good employee-management relationship, it may decide to try to alleviate the problem.
In the reactive TNA, you still conduct the organizational analysis, operational analysis, and
person analysis, but the distinction among them is even more blurred, for the following reasons:

® The focus is primarily on the one department.

* Those who demonstrate the discrepancy (and their peers and subordinates) are the key
persons to be interviewed about all three components.

e The discrepancy focuses the issue on a particular part of the job (e.g., interactions with
subordinates, as previously noted).
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ORGANIZATIONAL ANALYSIS Organizational analysis can uncover the three issues identi-
fied earlier the KSA gap in Figure 4-1 (Incongruent Consequences, Feedback Problems, and
Performance Barriers). Once the decision has been made that there is a positive cost/benefit
to fixing the PG, a complete analysis of all causes of the PG is needed. Even if a lack of KSAs
is identified as a problem, additional roadblocks might exist that would prevent performance
even if the KSAs were learned.

OPERATIONAL ANALYSIS/PERSON ANALYSIS In the reactive approach, the performance dis-
crepancy is already identified; it triggers the analysis. Operational and person analyses
are aimed at identifying the cause of the current gap between EP and AP. These analyses
are conducted in a manner consistent with our earlier descriptions. Note that the opera-
tional analysis may also uncover performance barriers that were not visible at the orga-
nizational level.

LET'S DO IT When a reactive performance gap is identified, it is best to work from the gap and
deal only with those issues indicated from the gap analysis. Instead of moving step by step

through this analysis, let’s look at Training in Action 4-6, an actual example of this process.

4-6 | Training in Action

Where Do You Start When You Have a Performance Gap?

Students in a training and development class decided that
for their class project, they would like to determine why
some professors are interesting and informative, whereas
others are not. The needs analysis of this performance gap
(PG) would help determine whether the issue is training or
something else.

They examined the PG using operational analysis (ex-
pected performance) and person analysis (actual perfor-
mance). As is noted in Table 4-3, one way of obtaining ex-
pected performance data is to observe the job. The group
of students had observed the job (lecturing) of professors
for two years, and also using data from other students they
interviewed, they developed a list of behaviors that they
believed made lectures interesting and informative.

For person analysis (actual performance), the students
used observation and performance data (see Table 4-7).
Using the observation method, the students identified six
professors who were considered as having a performance
discrepancy. These data were compared with OTHER per-
formance data (published student surveys) about the pro-
fessors’ teaching skills, which verified the observations.
An attempt to verify this information further was made by
asking the dean to provide student (customer) complaints
about professors over the past two years. The dean de-
clined to provide such information.

The organizational analysis was then conducted.
Because of the nature of the PG (only business school
professors were identified), the organizational analysis
focused primarily on the business school. Examining the

university-wide mission and other documents was not
necessary. From Figure 4-1, questions about the perfor-
mance consequence incongruence, inadequate feedback,
and barriers to performance in the system were exam-
ined. This was done through an interview (management
interrogation as noted in Table 4-1) with the dean of the
business school. Questions related to adequate feedback
were as follows: (1) Are there other performance ratings
of professors? (2) Do the professors receive feedback on
their performance? The dean’s answer was that the only
measure of their teaching performance is student surveys
and any unsolicited complaints from students. Regarding
feedback, the professors receive the student evaluations
along with a ranking of themselves and all other faculty
members based on these data. Any student complaints
would also be made available to the professor. The dean
noted that the same professors tended to be rated low
each year but again declined to provide specifics. A ques-
tion related to performance consequence incongruence
was as follows: What happens to those who are rated
high and low? The answer was nothing; there are no ex-
trinsic rewards or punishment for being a good or poor
teacher. Finally, in response to a question about perfor-
mance barriers in the system, the dean emphasized the
pressure for publications. “Publish or perish” were the
words he used. Promotions, tenure, travel, and other re-
wards were all provided to those who were publishing
on a regular basis. These were the overall findings of the
needs assessment.
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From the information provided in Training in Action 4-6, will training help? You cannot re-
ally determine the answer yet, although some factors identified suggest that few external forces
are acting on the professors to change their teaching.

Let’s suppose that you did talk to the professors, and they told you that they always teach
this way and suggested that their job was not to entertain, but to teach. Through some subtle
questioning, you determine that they do not seem to understand some basic skills about mak-
ing a lecture interesting and effective. They evaded questions about how an effective slide show
should be set up, how questions can be used to create interest, and so on. Thus a KSA deficit is re-
vealed. Would training alone be enough? It might, if the training were designed in a way that was
interesting and it motivated the professors to go back to the classroom to try some different ideas.
They would more likely try these new ways of teaching if organizational changes were made that
encouraged them to improve. For example, when they reached an average on teacher evaluations
of 3.5 on a 5-point scale, the professors could be offered a bonus (in the form of travel money or
computer equipment if a cash bonus were not possible). Changes in the way pay increases are
offered, with heavier emphasis on the importance of student evaluations in getting tenure or pro-
motion, would encourage professors to be more concerned about their teaching. Even personal
interest by the dean could be effective. The dean might meet with the professor and indicate a
concern with the performance; they could set goals for improvement and then meet on a regular
basis to encourage the change. All these changes, combined with a well-designed training pro-
gram that would also motivate the professors, should result in an improvement.

Reactive versus Proactive

From a systems perspective, it makes sense that a proactive approach would be better than a re-
active approach. Obviously, anticipating needs is better than waiting until they cause problems.
Companies that integrate the training function with strategic objectives are more readily able to
respond to the rapidly changing technology and business conditions that are an everyday part
of corporate life.° However, even when operating proactively, the organization will at times
need to react to changes in the environment. Strategic plans are not cast in concrete but must be
adapted to current events. Using a combination of proactive and reactive strategies allows an
organization to be most effective. It is, in fact, possible that a proactive approach is more impor-
tant for market leader organizations than for cost leader organizations.®* Market leaders need to
be much more aware of their environment and anticipate how they will respond to that environ-
ment; otherwise, they will not survive.®® In reality, however, many organizations operate from a
reactive perspective when it comes to training.

FOCUS ON SMALL BUSINESS

Some suggest that the small business is not simply a miniature large organization but a unique
entity in itself.° So what is true for large organizations might not be relevant for small ones.
This assessment might be true in some areas but not necessarily in the area of HR practices.
Research has shown that small firms with high-quality HR practices are generally higher per-
formers than those without such practices.®® Also, small firms with higher amounts of training
consistently demonstrate more innovativeness than those with lower levels of training.%® What
is unique about the small firm is that the HR procedures that management decides to imple-
ment are likely much more critical (compared with the large organization) because errors in
judgment that create challenges for large companies (such as the building of the Edsel car by
Ford) could destroy a small business. Therefore, the proactive approach to training would seem
to be more important for the small business. Furthermore, in smaller organizations, it is easier to
integrate a proactive approach because fewer employees are involved.

The top management of a small business is usually the owner, who is usually responsible
for any training.” However, this person likely does not have any HR background and might
not understand how a proactive approach to training can be advantageous.®® In fact, much
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4-7 | Training in Action®

Training: Where Is the Return?

Metro Tool & Die of Mississauga, Ontario, Canada, has 42 em-
ployees, most of whom have little education or training. Mr.
Pantano, the owner, was interested in improving the qual-
ity and efficiency of his shop. He contacted Fabian Hogan,
a consultant with the Ontario Skills Development Ministry.
After an assessment, Mr. Hogan suggested that all employees
receive training in basic literacy skills, blueprint reading, and
instrumentation die setup. Doing this would entail a consid-
erable expense, but the consultant convinced Mr. Pantano
that the investment was, in the long term, a good one. At 3:30
every day, training sessions were held on company premises
and company time. Was this commitment to training worth-
while? Since completion of the training, rejects dropped from
7,500 per million to 325 per million. The company won the
prestigious Xerox Quality Award in a worldwide competi-
tion. Metro recently provided one of its customers with a
$9,600 cost savings. In the owner’s own words, “Training has
paid for itself. There is no tool and die company like us. We
are a small company using big-company tactics.”

That was in the early 1990s. Today, the company has
grown to 100 skilled employees, and their market ex-
panded from business machines to the auto industry,
appliances, computers, etc., and they have clients all
over the world. They have become ISO 9000 and QS
9000 certified. These certifications were very time con-
suming and costly in terms of training, but as Anna
Pantano said, “We are committed to having a highly
trained workforce. One of our niches is being able to
meet unreasonable deadlines and last minute changes
to specs, while still meeting deadlines. This is accom-
plished because we believe in cross-training and have a
number of our employees capable in more than one op-
eration, making us very adaptable to last minute chang-
es by our customers. On top of that each employee must
receive a specific amount of training each year. Without
the training commitment we have, that simply would
not be possible.”

of the dissatisfaction with training in the small business sector is a function of the reactive
approach, which responds to a crisis with a “quick fix.” The small business owner/manager
needs to realize that sound training practices tied to the strategic plan will pay off in the long
run, as Metro Tool & Die discovered in Training in Action 4-7.

Other evidence indicates that more small manufacturing businesses are undertaking TNA.
One reason for this is the wish to become ISO certified. David Alcock works for the Canadian
Plastics Training Centre (CPTC) in Toronto, which provides training to many of the small mold-
making companies in the region. He says that because of the investment required in becoming ISO
certified, companies are requesting a TNA to obtain the maximum effect for their training dollars.
He noted that in the last few years, more than half of the company’s customers, many of which are

small businesses, requested a TNA.

The time factor is always a concern for any business, but particularly for small business.
For small business, the TNA often seems a waste of time. Techniques can speed up the process
of working through a TNA, but generally these techniques require using a trained analyst to be
effective.”’ Here are some tips for the small business HR person or manager to consider when

faced with conducting a TNA:"!
Be clear on what is to be done.
Examine existing available data.

Collapse the steps.
Use technology.

Develop some ideas related to the issue and test them in the data gathering.

The most important thing is to clarify what type of OPG you have, and then map out a plan of
what to do for the TN A before venturing out to do it. Examine records, minutes, and any other docu-
mentation related to the gap. Determine who needs to be talked to and what questions will need to
be asked. (A reexamination of Tables 4-1 and 4-2 might be helpful here.) Sometimes it is difficult to
help employees understand exactly what is being sought.
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Consider Fred, the only salesperson in the organization who consistently gets letters of praise
from customers and high repeat business. When Fred is asked what he does that makes him so
successful, his response is, “I do not know, I just treat them well.” To explore this more, outline a
scenario that you think might be correct. Such a scenario might look like this: When customers come
in, Bill greets them by name, asks about the family, asks questions about themselves, then asks what
he can do for them today, and so forth. Once Fred hears the scenario, he can correct or amend it so
the scenario fits what he actually does. You provided Fred with a template from which to provide
information to you. Clearly, one way to speed up the process is to collapse the steps. For example,
meet with everyone at once and give them a possible solution to the problem. Now ask for candid
responses to questions such as, “Is this an adequate description of the problem? Is the proposed
solution the best one? What would you do differently?” or “What would prevent the successful
implementation of this solution?” Of course, it is necessary to be sure that everyone at the meeting
is willing to be open and honest. Finally, the use of e-mail, discussion boards, and so forth, can help
to gather information from several employees, with minimum time spent actually meeting them.
Place the problem or issue on a discussion board and ask for comments. Return to it from time to
time to review comments and questions and pose new or follow-up questions. E-mail is also a way
of soliciting input. Simply get a group on an e-mail list, and conduct meetings using the technology.

However, problems can arise when you do not do the full TNA, which can lead to less-than-
ideal solutions. Still, the shortcut is better than not doing a TNA at all. Often the ramifications of
not doing a TNA are time and money wasted on things unrelated to solving the problem. Even for
a small business, it is important to do something, rather than nothing, even if it is less than ideal.

Assistance for Small Business

Small-business owners can access resources to aid them in training their employees. The dif-
ferent levels of government assist in various ways to help fund training. For example, most
states have small business development centers (SBDCs) that provide assistance in training. In
California, customized training programs assist companies in becoming ISO certified and are
available from the California State Department of Education at no cost. Instructors with factory
experience conduct a TNA and develop training on the basis of the analysis, making the train-
ing organization-specific. As a result, employees can see its advantages to their job. The major
hurdle to these programs is convincing management of their value. Also, the training must be
integrated into the overall plan of the organization, or it is not successful.

When the small business does not have time or expertise, government-sponsored con-
sultants can provide support. Furthermore, in most universities, graduate students in psychol-
ogy or business would welcome the opportunity to become involved. These individuals often
operate under the watchful eye of highly trained professors and are willing to do the work,
at a fraction of the cost a professional would charge, simply for the experience. In fact, if the
situation provided research possibilities, the project might be done for free. Moreover, many
business schools have professional training consultants associated with their continuing educa-
tion or executive education programs who also provide seminars and/or consulting. For those
who argue that small businesses simply cannot afford the time to do a comprehensive TNA, we
argue the opposite; they cannot afford not to. It is better to do something rather than nothing.

TNA AND DESIGN

We return now to the opening case, Westcan. Remember that Chris was all set to begin develop-
ing an “effective meeting” training program. As you read the rest of the case, think about the
things you learned about conducting a TNA. Note that the TNA Westcan uses is much simpler
and less formal than some we discussed. However, the value of doing the TNA is quite obvious.

The needs assessment at Westcan shows that training was required but not the training that
Chris first imagined. Her problem was that she did not have enough information to understand
the types of needs the managers had. Without this information, she began to design what she
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thought would be a good “effective meeting” training session. What would have happened if
she had gone ahead with her original plan? After conducting the TNA, she is now in a much bet-
ter position to design an appropriate training program. The next step is to develop a clear set of
training objectives that will drive both the design and evaluation of training. The importance of
sound training objectives cannot be overstressed. Chapter 5 provides a step-by-step procedure
for developing these objectives and meshing them with training design issues and constraints.

Connection to Training Evaluation

One of the critical byproducts of identifying training needs is that you will have also identi-
fied the measures you will use for evaluating the effectiveness of training (did they acquire the
KSAs they needed). This will be covered more thoroughly when we discuss the development of

CASE

DEVELOPING A TRAINING PACKAGE AT
WESTCAN (CONCLUSION)

Chris told Karen about the conversation with Irven and what she had put together. Chris
said, “What remains is to develop the simulation. Can you help?”

“Sure,” said Karen, “but it’s too bad you are so far along. I might have been able to help
you design the training.”

Chris indicated that she had not put a great deal of time into designing the training and
was open to any suggestions.

Karen suggested that Chris consider doing a needs analysis. “In a way, you complet-
ed a partial operational analysis by determining what is required in running an effective
meeting. What we do not know is where the managers are deficient; we call that a person
analysis. One way to obtain that information is to ask the managers to describe how their
meetings currently run and the areas they see as ineffective. Their answers should reflect
the areas in which they are deficient. Also, by asking the managers what training they
want, we could ensure that the training is relevant. Another method would be to sit in and
observe how they run their meetings. It would allow us to identify performance and KSA
gaps they might be unaware of,” said Karen. Karen noted that in her brief time at Westcan,
it seemed that premeeting information was well distributed and understood, agendas were
given, and notice of meetings always contained the relevant information.

“You might be right,” said Chris. “I simply never thought of asking them.” Together they
developed a questionnaire asking questions related to effective meetings, such as, “What would
you like to see contained in a one-day effective meeting workshop?” and “How well do the meet-
ings with your staff stay on track?” They also got permission to sit in on a number of meetings.

The returned surveys and meeting observations indicated that most managers understood
the rules of effective meetings. All had, at one time or another, attended a lecture or read
material on running an effective meeting. The problem was that they had never been able to
turn the knowledge into action. They knew what to do, just not how to do it. They wanted
practice, with feedback from a professional. They also wanted the training to be for the exact
teams they continually operated in, which required that management and nonmanagement
from a team attend the same training and learn the behaviors required for effective meetings
together. After going through the TNA with Karen and documenting all the information,
Chris said to Karen, “Well, it looks like the training I was going to provide was way off the
mark compared with what we now know they need. I owe you a dinner.”
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training objectives. However, a brief summary of the interconnections will be useful here to give
you a framework as you move through the rest of the text. Once training needs have been identi-
fied and the organization decides that it will provide training to address them, the training de-
sign process begins. As stated earlier, the first step in that process is to develop the objectives for
the training. The learning objectives will need to reflect the criteria that were used to determine
that a training need existed (employee KSAs were deficient). These objectives then serve as the
focus for the rest of the training process (design, development, implementation and evaluation).
After the training is conducted, it needs to be evaluated. One of the most important evaluations
is whether trainees learned what they needed to learn. The learning objectives specify how you
will measure if learning occurred and you will use the same measures (and instruments) that
were used to identify the KSAs that were training needs. So, there is a direct link between the
KSAs you identify as training needs and those you evaluate at the end of training. For example,
if you developed a multiple-choice test to assess needs, that test (or a similar one) would be used
to evaluate learning. If you used role-plays to assess training needs, then these role-plays or very
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similar ones would be used to evaluate the learning.

Summary

Training is a reasonable solution when a PG is caused
by an employee’s lack of KSAs. However, most prob-
lems identified by managers as requiring training
actually do not require training. Most such problems
are a function of organizational barriers (reward/
punishment incongruities, inadequate feedback, or
system barriers) to performance. A TNA will reveal
the location and reason for the problem.

When a gap in required KSAs creates a PG and
training is required, the TNA ensures that the KSA
deficiencies are identified. Training that is focused
on these KSAs will be relevant and therefore more
motivating for the trainees. The likelihood is higher
that training will be successful when a TNA is con-
ducted because

* the appropriate KSAs required to do the job are
identified (operational analysis),

¢ the KSAs of the employees in that job are de-
termined (person analysis) so that only those
needing training are trained, and

* the roadblocks to transfer of the training are iden-
tified (organizational analysis) and removed.

The TNA consists of organizational, opera-
tional, and person analysis. The organizational anal-
ysis is designed to assess the capital resources, HR
availability, and the work environment. It is impor-
tant to understand the amount and type of resources
available and what type of environment the affected
employees work in. Often, employees are not per-
forming at the expected level for reasons other than
a lack of KSAs. The organizational analysis identifies
these reasons so they can be rectified. Even where

KSAs are the problem, other remedies (job aids, prac-
tice, and so forth) can be considered before training.

The operational analysis provides information
pertaining to the KSA requirements for the job in ques-
tion. Observing the job, doing the job, and examining
job descriptions and specifications are some of the
ways of determining this information. The method
most often used, however, is to ask incumbents and
supervisors what is required in a systematic way.

The person analysis provides information on
each employee’s specific level of competence regarding
the KSA requirements. Several methods can be used
to determine competence levels, such as examining
performance appraisals, testing, or simply asking em-
ployees where they encounter problems. Each of these
approaches offers advantages, and the one you choose
depends on factors such as time and availability.

There are two types of TNA: proactive and
reactive. With proactive TNA, the focus is on
planned changes to jobs and performance expecta-
tions. Typically, these changes evolve from strate-
gic planning, but also might occur from other pro-
cesses. Because the proactive TNA anticipates future
changes, it also must anticipate the KSAs required
to meet or exceed performance expectations in the
future. As a result, some of the types of information
collected are different from those collected for the re-
active TNA.

The reactive TNA is far more common and is a
response to a current PG. Here, the TNA needs to be
completed more quickly because the gap is already
affecting productivity. An effective organization uses
both proactive and reactive types of TNA.
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I The Training Program (Fabrics, Inc.)

This section is the beginning of a step-by-step process for
developing a training program for a small fabrications com-
pany. Here, we examine the TNA for the program, and in
subsequent chapters, we will continue the process through
to the evaluation.

Fabrics, Inc., once a small organization, recently experi-
enced an incredible growth. Only two years ago, the owner
was also the supervisor of 40 employees. Now it is a firm
that employs more than 200. The fast growth proved good
for some, with the opportunity for advancement. The owner
called a consultant to help him with a few problems that
emerged with the fast growth. “I seem to have trouble keep-
ing my mold-makers and some other key employees,” he
said. “They are in demand, and although | am competitive
regarding money, | think the new supervisors are not treating
them well. Also, | received some complaints from custom-
ers about the way supervisors talk to them. The supervisors
were all promoted from within, without any formal training
in supervising employees. They know their stuff regarding
the work the employees are doing, so they are able to help
employees who are having problems. However, they seem
to get into arguments easily, and | hear a lot of yelling going
on in the plant. When we were smaller, | looked after the
supervisory responsibilities myself and never found a reason
to yell at the employees, so | think the supervisors need some
training in effective ways to deal with employees. | only have
nine supervisors—could you give them some sort of training
to be better?”

The consultant responded, “If you want to be sure that
we deal with the problem, it would be useful to determine
what issues are creating the problems and, from that, rec-
ommend a course of action.”

“Actually, | talked to a few other vendors and they in-
dicate they have some traditional basic supervisor training
packages that would fit our needs and, therefore, they could
start right away. | really want this fixed fast,” the owner said.

“Well, | can understand that, but you do want to be sure
that the training you get is relevant to the problems you ex-
perienced; otherwise, it is a waste of money. How about |
simply contract to do a training needs analysis and give you a
report of the findings? Then, based on this information, you
can decide whether any of the other vendors or the training
| can provide best fits your needs in terms of relevancy and
cost. That way, you are assured that any training you pur-
chase will be relevant,” said the consultant.

“How long would that take?” the owner asked.

“It requires that | talk to you in a bit more detail, as well as
to those involved; some of the supervisors and subordinates.
If they are readily available | would be done this week, with a
report going to you early next week,” the consultant replied.
The owner asked how much it would cost, and after negoti-
ating for 15 minutes, agreed to the project. They returned to
the office to write up the contract for a needs analysis.

The interview with the owner (who was also the man-
ager of all the first-line supervisors) was scheduled first and
included an organizational and operational analysis. What
follows is an edited version of the questions related to the
organizational analysis.

THE INTERVIEW
Direction of the Organization

Q: What is the mission of the company? What are the goals
employees should be working for?

A: | do not really have time for that kind of stuff. | have to
keep the organization running.

Q: If there is no mission, how do employees understand
what the focus of their job should be?

A: They understand that they need to do their jobs.

Q: What about goals or objectives?

A: Again, | do not have the time for that, and | have never
needed such stuff in the past.

Q: That may be true, but you are much larger now and do
need to communicate these things in some fashion. How
do employees know what to focus on: quality, quantity,
customer service, keeping costs down?

A: All of those things are important, but | get your point.
| never actually indicated anything about this to them. |
simply took it for granted that they understood it.

Q: What type of management style do you want supervisors
to have, and how do you promote that?

A: | assumed that they would supervise like me. | always lis-
tened to them when they were workers. | believe in treat-
ing everyone with dignity and respect and expect others
to do the same. | do not have any method to transmit
that except to follow my style.

HR Systems

Q: What criteria are used to select, transfer, and promote

individuals?

A: | hired a firm to do all the hiring for me when | was ex-
panding. | told them | wanted qualified workers. As for
the promotion to supervisor, | picked the best workers.

: Best how? What criteria were you using?

: Well, | picked those who were the hardest workers, the
ones who always turned out the best work the fastest,
and were always willing to work late to get the job done.

Q: Are there formal appraisal systems? If yes, what is the

information used for promotion, bonuses, and so forth?

A: | do not have time for that. | believe that people generally

know when they are doing a good job. If they are not, |
will not keep them.
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Job Design

Q: How are supervisors’ jobs organized? Where do they get
their information and where does it go?



A: Supervisors receive the orders for each day at the begin-
ning of the day and then give it out to the relevant work-
ers. They then keep track of it to see that it is done on
time and out to the customer.

Reward Systems

Q: What incentives are in place to encourage employees to
work toward the success of the organization?

A: Well, I think | pay them well.

Q: Does everyone receive the same amount of pay?

A: At the present time, yes, because they are all relatively
new supervisors. | do plan to give them raises based on
how well they are performing.

Q: But you indicated that you do not really have a method of
informing them what you are measuring them on. How
are they to know what is important?

A: Well, I will tell them. | guess | need to be considering that
issue down the road.

Performance

Q: How do the supervisors know what their role is in the
company?

A: | told them that they needed to supervise the employees
and what that entailed.

Q: How do they find out how well they are doing in their
job? Is there a formal feedback process?
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A: | talk to them about how they are doing from time to
time, but | get your point and will think about that.

Q: Are there opportunities for help if they are having
problems?

A: Take this problem with the yelling and getting employees
angry at them. | have talked to them about it and have
offered to get them training.

Q: How do they feel about that?

A: Actually, they thought it was great. As | said, none of
these supervisors have had anything in the way of super-
visory training.

Methods and Practices

Q: What are the policies, procedures, and rules in the orga-
nization? In your view, how do they facilitate or inhibit
performance?

A: | really do not think there is anything hindering their per-
formance. | am always willing to help, but | also have
work to do. That is why | promoted employees to super-
visors, so | would not have to deal with that part of the
business.

After gathering information on the organization, the
consultant gathered operational analysis data from the
manager (owner). The consultant used the method provided
in Figure 4-3. What follows is a portion of the completed form.

JOB TITLE: SUPERVISOR

TASKS SUBTASKS

Organize jobs in manner that
ensures completion on time

Sort and give jobs to appropriate employees

Monitor progress of work

Examine specific job products during

production to ensure quality

Listen effectively
performance

And so forth . . .

Examine jobs and assess time required

Talk to employees about their progress on jobs

Provide feedback to employees about

SPECIFIC DUTY: BE SURE WORK IS COMPLETED
AND SENT TO THE CUSTOMER ON TIME

KSAs

Knowledge of types of jobs we get
Knowledge of times required for jobs to
be completed

Organization and prioritizing skills
Knowledge of employees’ capabilities
Knowledge of proper feedback
Effective feedback skills

Helping attitude

Knowledge of quality standards
Quality assessment skills

Knowledge of effective listening skills
Knowledge of conflict styles

Conflict resolution skills

Knowledge of proper feedback
Effective feedback skills

Positive attitude for treating employees
with respect

(continued)
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I The Training Program (Fabrics, Inc.) (Continued)

Next, the consultant met with the supervisors, first as a
single group of nine to do an operational analysis and then
individually to discuss individual performance. He chose to
use a slightly different approach to the operational analysis
because he expected that they might have some problems
working from the form used with the owner. The following
excerpt comes from that interview.

To begin the meeting, the consultant said:

I am here to find out just what your job as supervisor entails.
This step is the first in determining what training we can provide
to make you more effective in your job. First, we need to know
what it is you do on the job. So | am going to let you provide me
with a list of the things you do on the job—the tasks. Let me give
you an example of what | mean. For the job of a salesperson,
| might be told a required task was to “sell printers.” This de-
scription is too general to be useful, or you might say you must
“introduce yourself to a new client,” which is too specific. What
we need is somewhere in between these two extremes, such as
“make oral presentation to a small group of people.” Are there
any questions? OK, let’s begin.

: Think of a typical Monday. What's the first thing you do

when you arrive at work?

: Check the answering machine.

: That is a little too specific. Why do you check the answer-

ing machine?

: | need to return any important calls from suppliers or

customers.

: What do these calls deal with?

: Complaints usually, although some are checking on the

status of their job.

: Anybody else do anything different from that?

No.

: What do you do next?

: Examine the jobs that have come in and prioritize them

based on their complexity and due date.

: The task, then, is organizing and prioritizing the new jobs

you received. What next?

: Meet with each subordinate, see how they are doing, and

distribute the new work.

: Tell me what “see how they are doing” means.

: | make sure that they are on schedule with their work. |

check their progress on the jobs they are working on.

: OK, so check on progress of subordinates is the task.

What next?

: After all the work is distributed, | check to see what or-

ders are due to be completed and sent out today.

: OK, but | guess that assumes everyone is on schedule.

What do you do if someone is behind in their job?

: Depends how far behind the job is. If it is serious, | may
simply take the job away and give it to someone | think
can do the job faster.

A: | do not do that. I find out what the problem is and help

the person get back on track.
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Q: So you spend some time training that person?

A: Well, sort of. It is not formal training, but | will see why
the person is having problems and give some of my
“tricks of the trade” to speed things up.

Q: Anybody deal with this issue differently?

A: | do not usually have the time to do any training. | will
give it to someone who can do it, or in some cases, just
do the job myself. Sometimes that is faster. After all, we
have all this useless paperwork that we have to do.

Q: | want to come back to the paperwork, but first, are you
saying that no standard exists for dealing with employees
who are having problems with particular jobs?

A: Sure there is. The boss expects us to train them, but with
the pressure for production, we often do not have time to
do that.

A: Well, | agree with that. Even though | do stop and spend
time helping, | often feel the pressure to rush and prob-
ably do not do a good job of it. | do try and tell them
what they need to do to improve in the particular area.

Although the format used in the session starts first thing
in the morning and continues through a typical day, clues
often emerge as to other tasks that are done. The mention-
ing of “tell them what they need to do to improve” causes
the consultant to focus on that task and what other tasks are
related to it, because the owner did indicate that providing
feedback was an important task.

Q: OK, let's look at the issue of telling them how to improve.
We could think of that as giving feedback to employ-
ees. What other tasks require you to discuss things with
subordinates?

A: We are supposed to deal with their concerns.

A: Yeah, that's right, and also we are supposed to meet one-
on-one with them and discuss their performance. Trouble
is, these new employees are know-it-alls and not willing
to listen.

A: You're right about that. On more than one occasion,
many of us resort to yelling at these guys to get them to
respond.

: Boy, is that ever true.

: What about the paperwork?

: Well, it is stupid. A clerk could do it, but we are expected
to do it. If we do not, then billing and other problems
come up, so we have to do it or else. ...

A: Yeah, it takes away from us being out here where we are

needed.

And so forth. ...

Other questions that might be asked:

What is the next thing you would do in the afternoon?

The next?

What is the last thing you do in the day?

That pretty much describes a typical day (Monday in
this case). Is there anything you would do at the
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beginning of the week (Monday) that is not done at
other times?

How about at the end of the week? Is there anything you
do then that is not done during the rest of the week?

Is there anything that you do only once or twice a week
that we missed?

Now think about the beginning of the month. What do
you do at the beginning of the month that is not done
at other times?

How about the end of the month?
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Is there anything that is done only a few times a month
that we might have missed?

The beginning of the year?

The end of the year?

Are there any tasks that we may have missed because
they occur only once in a while?

You will note that often it is necessary to redefine the

task statements for the incumbent. This art comes with
practice. The following list contains some of the tasks and
relevant KSAs obtained from the TNA.

TASKS

KSAs

Deal with customer complaints

Organize and prioritize jobs

Check on progress of subordinates’ work and provide
feedback on performance

Deal with concerns of employees

Knowledge of effective listening processes
Knowledge of conflict resolution strategies
Listening skills

Conflict resolution skills

Knowledge of types of jobs received
Knowledge of time required for various jobs
Organization and planning skills

Knowledge of proper feedback processes
Communication skills

Positive attitude toward treating employees
with respect

Knowledge of effective listening processes
Knowledge of communication strategies
Positive attitude toward helping employees

Next, for the person analysis, individual meetings with su-
pervisors and one with the owner (supervisor of the supervi-
sors) were conducted. The questions came right from the job
analysis and asked about the supervisors’ knowledge of the
areas identified, the skills needed, and their attitudes toward
issues identified as important in their job. The introduction to
the interview was as follows:

From the interviews, | have listed a number of knowledge,
skills, and attitudes that are necessary to be an effective su-
pervisor here at Fabrics, Inc. | would like to ask you how pro-
ficient you believe you are in each of them. By the way, do
not feel bad if you have no understanding of many of these
concepts; many do not. Remember, the information gathered
will be used to determine how to help you be a better super-
visor, so candid responses are encouraged. In terms of hav-
ing knowledge of the following, indicate to me if you have
no understanding, a very low level of understanding, some
understanding, a fair amount of understanding, or complete
understanding.

The results of the TNA identified a number of KSAs
(training needs) that were deficient, as well as some non-
training needs.

Addressing Nontraining Needs

The following nontraining issues need to be addressed to help
ensure that supervisory training will be transferred to the job:

Have owner (either with others or on his own) determine
the goals and objectives of the company and which as-
pects of performance should be focused on.

Set up a formal appraisal system where, in one session,
the owner sits down with each supervisor to discuss per-
formance and set objectives. In another session, perfor-
mance development is discussed.

Use objectives set for the year and clarify how rewards
(bonus, pay raises, and so forth) will be tied to the
objectives.

Set up similar sessions for supervisors and subordinates in
terms of developmental performance review (at a mini-
mum). Also, consider incentives based on performance
appraisals.

Hire someone to relieve the supervisors of some of their
paperwork so they can spend more time on the floor.

And so forth. . . .

(continued)
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Training Needs

Several training needs were evident from the needs analysis
beyond what was indicated by the owner. Specific to those
issues, however, supervisors were particularly candid in in-
dicating that they had never been exposed to any type of
feedback or communication skills. They had no knowledge
or skills in these areas. Attitudes in this area were mixed.
Some believed that the best way to provide feedback is to
“call it like it is.” “Some of these guys are simply not willing
to listen, and you need to be tough” was a typical comment
from these supervisors. Others believed that treating subor-
dinates the way you would like to be treated goes a long
way in gaining their support and willingness to listen.

Key Terms
* 360-degree ¢ Criterion
performance review contamination

* Actual criterion e Criterion deficiency
¢ Actual organizational =~ e Criterion relevancy

performance ¢ Declarative
(AOP) knowledge
* Actual performance ¢ Error (measurement)
(AP) * Expected
¢ Assessment center organizational
* Behavioral test performance (EOP)
* Bias ¢ Expected
* Bias in performance performance (EP)
ratings ¢ Group characteristic
e Capital resources bias
¢ Cognitive test e Halo effect
¢ Competency ¢ Human resources
¢ Content validity e Job aid
¢ Criteria ¢ Job-duty-task method

Questions for Review

1. Describe the role played by TNA in identifying the lo-
cation and nature of problem in an organization.

2. List the differences between proactive and reactive
need analysis approaches.

3. What are the situations that favor proactive need
analysis?

Exercises

1. In a small group, analyze the job of “student.” What
are the duties and tasks required? From these tasks, list
the KSAs that students need. Are any in your group
deficient in any of these KSAs? Now identify and list
the workshops offered to students to help them be

A partial list of training needs includes lack of knowledge
and skill in:

Effective listening

Communication

Conflict resolution

Effective feedback

Employee performance measurement

Employee motivation . . . and so forth
At this point, we will leave “the training program” with the

needs identified. The next step is the design phase. We will
return to Fabrics, Inc. at the end of Chapter 5.

* Job expectation ® Reactive TNA
technique * Reliability

e Knowledge of e Self-ratings
predictor bias ¢ Simulations

* Operational analysis e Split half reliability

¢ Opportunity bias e Strategic job

* Organizational analysis
analysis ® Succession planning

* Organizational ¢ Task-oriented job
environment analysis

* Organizational ¢ Test-retest reliability
performance gap ¢ Training needs
(OPG) analysis (TNA)

e Performance gap (PG) e Ultimate criterion

® Person analysis e Validity

® Proactive TNA ¢ Work sample

® Procedural e Worker-oriented job
knowledge analysis

4. Describe the relationship between need analysis and
evaluation of training.

5. To obtain person analysis data, why not just use the
performance appraisal completed by the supervisor?
How can you obtain the best information possible if
performance appraisal data must be used? How do
self-ratings fit into this approach?

successful. Are these relevant to the KSAs you identi-
fied? What additional programs would you recommend
be offered?

2. Do the same job analysis for students in another field,
and compare it with yours. Are the KSAs the same for



a student in science and arts? In law or engineering?
What, if anything, is different?

3. Talk to someone you know who is currently working
and see whether it would be possible to do a TNA on

Fabrics, Inc., Questions

1. Compare the information provided in the Fabrics, Inc.,
case with the sources for locating gaps in performance
in Table 4-1 and identify which sources were used.
Are there any other sources that would provide useful
information?

2. In collecting information, did the training analyst ask
the correct people for the relevant information? Explain
your answer. Hint: Examine Table 4-2.

Web Research

Conduct an Internet search to identify a needs analy-
sis model that is different from the one presented in this

CASE
ANALYSIS

Fred recently became a manager at a local hardware
store that employs six managers and 55 nonmanage-
ment employees. As new, larger chains such as Home
Depot come to the area, the owner is concerned about
losing many of his customers because he cannot com-
pete on the basis of price. The management team met
and discussed its strategic response. The team arrived
at a strategy that would focus on high volume items
and make personalized service the cornerstone of its
effort. Fred’s responsibility was to train all nonman-
agement employees in good customer relations skills;
for that he was given a budget of $70,000. Over the
past six months, Fred has received a number of train-
ing brochures from outside organizations.

One of the brochures boasted, “Three-day work-
shop, $35,000. We will come in and train all your em-
ployees (maximum of 50 per session) so that any cus-
tomer who comes to your store once will come again.”

Case Questions

For the purpose of these questions, focus only on the
training aspect of the case.

1. Do you agree with Fred’s decision to conduct
the training and use the third vendor? Using
concepts from the chapter, explain your
answer.

2. What else might Fred do before choosing a
training package? Use information provided in
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a particular job classification or on that person’s job.
Even interviewing only a few employees would pro-
vide enough information to give you an idea of how to
conduct the TNA.

3. How would you go about dealing with the nontraining
needs? Why is this important?

4. What sources of data were used in the operational anal-
ysis? Indicate how closely they correspond to the ideal
model presented in the text.

5. What sources of data were used in the person analy-
sis? Indicate how closely they correspond to the ideal
model presented in the text.

chapter. Summarize the two models and describe how they
differ. Provide a critical analysis of these differences.

Another said, “One-day seminar on customer
service skills. The best in the country. Only $8,000
(maximum participants 70).”

A third said, “Customer satisfaction guaran-
teed on our customer satisfaction training for sales
clerks. Three-day workshop, $25,000. Maximum
participants 25 to allow for individual help.”

Fred liked the third one because it provided
personalized training. He called the company to talk
about its offering. The consultant said that by keeping
the number small, he would be able to provide actual
work simulations for each of the trainees. He also in-
dicated that he would tailor the simulations to reflect
the hardware store. Fred noted that they would need
two sessions and asked the consultant if he could
take a few more per session to accommodate the 55
employees. The consultant agreed. The training went
ahead, and the cost was under budget by $20,000.

Chapters 2, 3, and 4 to describe your approach.
Make sure to provide enough detail to dem-
onstrate your understanding of the key issues
and approaches to determining how to proceed
once a triggering event has occurred.

3. If training went ahead as indicated, how suc-
cessful do you think it would be? Explain your
answer using concepts from this chapter.
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Appendix 4.1

One of the most critical components of training is
the development of appropriate tests (criteria) to ac-
curately measure success in training. These criteria
can be used for assessing KSAs during the TNA, pro-
viding feedback during training, and evaluating the
training once it is completed. This section provides
both a conceptual framework for understanding cri-
terion measures and a practical guide for developing
sound criteria.

CRITERIA

Criteria are measures of expected performance. The
data gathered in the operational analysis describe
what the expected performance is for the job. From
this, ways to measure both the level of job perfor-
mance and the employees” KSAs will have to be de-
veloped. Development of sound criteria is important,
as they will be used not only to measure how em-
ployees are doing but also as a measure of training
success. So let’s examine this issue of criteria devel-
opment in more detail. Two critical components of
good criteria measures are that they should be both
reliable and valid.

Reliability

Reliability is the consistency of a measurement. It is
often calculated using a correlation coefficient. It can
be measured in the following two ways: across simi-
lar measures (split half reliability) and across time
(test-retest reliability).

For the split half method, let’s assume that 100
multiple-choice questions are used to test students’
knowledge of this course. To determine the reliability
of the test, the instructor splits the test into two sec-
tions: even-numbered questions and odd-numbered
questions. He considers them as separate tests, even
though the 100 questions are given at the same time.
Adding up the score of the odd-numbered and even-
numbered questions provides two scores for each
student. Correlating the two scores, the instructor de-
termines how reliable the test is. A high correlation
would suggest that the test is highly reliable.

In the test-retest method, the instructor gives
the test today and again in three days. He correlates
student scores from the two time periods. Again, a

high correlation between the two sets of scores would
indicate a reliable test.

Highly reliable criteria measures are important.
Consider a criterion for a machinist who has com-
pleted training. He must produce a shaft exactly four
centimeters thick. A test is constructed requiring the
trainee to produce a shaft with the correct specifica-
tions. To pass the test, the trainee must produce a
shaft with a measurement that can be off by no more
than 2/1,000ths of a centimeter. The evaluator mea-
sures the shaft with a micrometer (a measurement
instrument able to detect differences in thousandths
of centimeters). She finds it 1/1,000th of a centime-
ter too large. If she measured it tomorrow, she would
find the same results. If another instructor measured
it using the same procedure, he would find the same
results. This criterion is highly reliable. If a ruler is
used instead of a micrometer, the results still might
be reliable but less so, because the less accurate ruler
makes judgment errors in reading the scale more
likely. Developing well-designed instrumentation,
therefore, is important to obtaining a reliable mea-
sure, whether it is for a machinist or a measure of in-
terpersonal skills.

Although developing a reliable instrument is
important, the reliability in the use of the instrument
is of equal importance. Both the instrument and the
procedure used in applying it affect the reliability of
the results. Without training, the evaluator in the ex-
ample above would not know how much to tighten
the micrometer around the shaft before obtaining the
measurement. If one evaluator tightened it as much
as he could and another tightened it just until she felt
the first sign of resistance, the difference in results
could be more than the 2/1,000ths of a centimeter tol-
erance allowed.

Validity

Validity is the degree to which a measurement actu-
ally measures what you say it measures. Compared
with reliability (the consistency of a measure), valid-
ity is more difficult to assess. Consider the question,
“Has training resulted in learning?” Learning is a
physiological process that takes place in the brain.
We cannot assess this process directly, so we test
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individuals and, on the basis of their scores, we infer
whether learning takes place. It is not a direct mea-
sure of the learning process but an inference based
on behavior.

To better understand the problems associated
with validity, let’s look at what we call the ultimate
criterion.! The ultimate criterion is what we would
like to be able to measure if it were possible to do so. It
would include the exact indicators of the object being
measured. However, we are never able to measure
the ultimate criterion, because it is simply a theoreti-
cal construct. We must settle for what we are able to
measure, which is the actual criterion.? Examining the
relationship between the ultimate criterion and the ac-
tual criterion provides us with insight into the prob-
lems associated with criteria development. The actual
criterion, what we settle for, can be thought of in terms
of its relevance, deficiency, and contamination in rela-
tion to the ultimate criterion (see Figure 4-6).

CRITERION RELEVANCY Criterion relevancy is the por-
tion of the actual criterion that overlaps the ultimate
criterion (see Figure 4-6) and represents the validity of
the actual criterion. However, given that we can never
measure the ultimate criterion, an empirical measure
of this validity (a correlation between the ultimate cri-
terion and actual criterion) is not possible. This prob-
lem illustrates the need for logical and rational analy-
sis in developing the actual criterion to obtain the best
approximation of the ultimate criterion.

Let’s look at an example in which training is de-
signed to improve interpersonal relationships. Raters
evaluate the learning by rating a trainee’s behaviors
in a scripted role-play. The degrees to which the rat-
ers are trained, to which the scales to be used in rating
are well developed, and to which examples of accept-
able and less acceptable behavior are clear to the rat-
ers are all factors that contribute to the validity of the
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criterion (overlap of actual with ultimate). Because
these will never match the ultimate criterion per-
fectly, deficiencies and contamination will always be
factors. The more rigorous the development of crite-
rion measures and processes, however, the more the
actual criterion will approach the ultimate criterion.

CRITERION DEFICIENCY Criterion deficiency is the part
of the ultimate criterion that we miss when we use
the actual criterion or the degree to which we are
not measuring important aspects of performance.
The factors that make up a trainee’s ability to pro-
duce parts with a tolerance of a few thousandths of a
centimeter are more complex than simply being able
to do it under ideal testing conditions. Factors such
as noise in the plant, climate in the plant, different
types of parts that need to be machined, and supervi-
sor-subordinate relationships contribute to making
a machinist successful. Our measure of success (pro-
ducing one part in a training room) will obviously be
deficient when compared with an ultimate measure
of a successful machinist, which takes into consider-
ation all the above factors (the ultimate criterion).

CRITERION CONTAMINATION Just as any measure will
miss some important aspects of true success (criterion
deficiency), so too will it contain some part that mea-
sures aspects not related to the true measure of suc-
cess (criterion contamination). This part of the actual
criterion does not overlap with the ultimate criterion.?

The two main categories of contamination are
error and bias. Error (measurement) is random varia-
tion. It is, by definition, not correlated with anything,
and, therefore, not as great a concern as is bias. Error
lowers validity but does not cause misrepresenta-
tion of the data unless the error is too large. Then, of
course, error can be a problem. Poorly trained evalu-
ators, poorly developed instruments, or other factors
could also cause high error content.

When the contamination is bias rather than
error, it means you are measuring something other
than what you want to measure. A large amount of
contamination will lead to erroneous conclusions
about the object you are measuring. Four sources of
such bias are opportunity bias, group characteristic
bias, bias in ratings, and knowledge of predictor bias.*

When certain individuals have some advantage
that provides them with a higher level of performance,
irrespective of their own skill level, opportunity bias
occurs. Suppose, for example, you wanted to know if
knowledge gained during training predicted perfor-
mance on the job. To do this, you would correlate the
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scores on the training exam with performance one year
later. If the correlation is positive and strong, this sug-
gests those scoring highest on the training test also pro-
duced the most product and best quality (i.e., a high
correlation between success in training and overall per-
formance after training). However, those who scored
the highest in training received the newest machines
to work on as a reward. The relationship between the
two scores was contaminated by the fact that the better
trainees received the better machines. These machines
might have provided the opportunity for success.

If something about the group creates higher (or
lower) performance, irrespective of an individual’s
capability, that is called group characteristic bias. For
example, trainees who did well in training are placed
with Supervisor A, who is progressive and partici-
pative in her approach. Those who did less well in
training are placed with a more authoritarian super-
visor, Supervisor B, who will “keep an eye on them.”
Once again, those who did better in training might
produce more and better-quality products as a func-
tion of the climate created by Supervisor A, not the
training they received.

Bias in performance ratings is another pos-
sible contaminant. Bias in performance ratings is that
portion of the actual criterion which is not correlated
with the ultimate criterion but correlated with vari-
ables used by raters in their subjective judgments.
Supervisors often use subjective ratings in evalua-
tions. These ratings can be tainted because even in
areas where objective data are available, it might not
reflect the actual skill level of the worker. Some work-
ers have better territories (sales), better equipment
(machinist), or a better (clean, well-lit) environment.
In many cases, the supervisor does not take these dif-
ferences into account when rating subordinates. One
of the most frequent biases in performance ratings is
the halo effect. This is a powerful force in rating sub-
ordinates. It occurs when a supervisor rates a subordi-
nate on all dimensions of performance on the basis of

knowledge of only one dimension. For example, Susan
is well organized, so she is rated as a great performer.
Supervisors need to be trained to avoid these biases.
The final possible contaminant is knowledge
of predictor bias. The criterion for success in train-
ing could be thought of as a predictor of later per-
formance on the job; successful training should con-
tribute to successful performance. But knowing each
employee’s success level in training could influence
the supervisor’s ratings at some time in the future.

RELATIONSHIP BETWEEN RELIABILITY AND VALIDITY
Reliability is the consistency of a measure, and valid-
ity is the degree to which you are measuring what
you want to measure. As an example, imagine that
a rifle manufacturer has two new rifles he wishes to
test for their ability to hit the bull’s-eye. He places
the first rifle in a vise-like mechanism to prevent
deviation, which occurs if a person were doing the
shooting. For the purpose of this discussion, we will
change the terminology for validity slightly. We will
say that validity is “doing what you want it to do”
rather than “measuring what you want to measure.”
Conceptually, these notions are the same. In the vise,
the first rifle is aimed at a target 50 yards away, and
five shots are fired. Each shot hits the target (see
Figure 4-7A). Is the rifle (instrument) consistent (re-
liable)? As you can see, the five bullets struck the
target but they are all over the place. The rifle is not
reliable. Nor is it valid (doing what you want it to do:
hit the bull’s-eye). There is no point trying to make
the rifle valid (doing what you want it to do) because
it has no reliability; you need reliability before you
can have validity. The next rifle is placed in the vise.
This time the five shots are all in the upper left-hand
corner of the target (Figure 4-7B). Is the rifle reliable?
Yes, because it consistently hit in the same place for
all five shots. Is it valid? No, it did not hit the bull’s-
eye. We now adjust the sight and fire; all five hit the
bull’s-eye (Figure 4-7C). Is this rifle reliable? Yes, the

A

B

FIGURE 4-7 A Comparison of Reliability and Validity



bullets were all in relatively the same place (consis-
tent). Is it valid? Yes, all five hit the bull’s-eye as well.

From this example, it should be clear that you
can have a reliable test that is not valid, but you can-
not have a valid test that is not reliable (Figure 4-7).
You need consistency of a measure before you even
consider expecting all the bullets to hit the bull’s-eye.
Reliability, therefore, is a primary concern, but only
because you need it to have validity.

Development of Criteria

It might seem that developing sound criteria is im-
possible. Not so. As we discussed previously, the
operational analysis identifies the level of acceptable
performance and the KSAs required to meet this per-
formance level. From this analysis, criteria can be de-
veloped. Once criteria are established, the next step is
to carefully develop instruments to measure the crite-
ria. The instruments should leave as little as possible
to the judgment of the rater.

Consider the job of internal auditor. One of
the tasks identified from the operational analysis is
“knowledge of which reference books to use for au-
diting problems.” A part of the knowledge required,
then, is to know what is contained in the various ref-
erence manuals. Training would require the trainee
to learn what was contained in the various reference
books. A criterion for success would be demonstrat-
ing this knowledge.

If you want to develop a reliable and valid
measure of the criterion “understanding what is
contained in the reference manuals,” an excellent
method would be a multiple-choice test of the ma-
terial. The advantage of a well-designed multiple-
choice test is that minimal judgment is necessary. So
no matter who scores the test, the outcome will be the
same, making it highly reliable. Taking care to choose
a cross section of questions from all the material will
provide a level of validity. Given that well-designed
multiple-choice tests can accurately measure any
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type of knowledge,” we strongly suggest their use
when possible.

Developing sound criteria for skills is more diffi-
cult and may not be as reliable. However, instruments
to measure skills, if carefully developed, can still meet
reliability requirements. Some examples of such mea-
suring instruments are presented in the discussion of
evaluation in Chapter 9, under “Fabrics, Inc.”

In the internal auditor example provided ear-
lier, an expected behavior might be “calm an irate
department head.” The skill required to accomplish
this behavior could be “active listening.” A measure
of the criterion would be how a trainee behaves in a
role-play situation in which the role-player becomes
angry at something the auditor says.

In the case of measuring the criterion “calming
an irate department head,” it is critical to develop
clear rules and examples of what is and is not ac-
ceptable. Also, it is important to train raters in the
use of the rules and to provide examples. The more
familiar the raters are with good, average, and poor
responses, the more reliable the measure can be.

Validity in such instances is called content
validity, when an expert examines the criteria on the
basis of her knowledge of the TNA.® It is important,
therefore, to conduct a good TNA, for everything that
follows from it (both training content and evaluation
instruments) is based on that analysis.

The time and effort spent developing a sound
criterion are critical to the training process. Once
developed, the criterion is used to determine the
following:

e Expected level of performance (operational
analysis)

¢ Likelihood that the incumbent can reach it
(person analysis)

¢ Training needs for those who cannot reach it (a
training objective)

* Measures of training effectiveness (training
success).
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Training Design

DESIGN PHASE
Input Process Output

Learning

Theory + +

Determine factors
that facilitate
learning & transfer

Y

Develop +

Training - . Identify alternative
Needs > e method of instruction
Chapters 6 & 7
Objectives
Evaluation
> objectives
Chapter 9
A
Organizational

Constraints

Learning Obijectives

After reading this chapter, you should be able to:

Identify three constraints a human resources department (HRD) might face in the
design of training, and what might be done to deal with each.

Describe the purpose of learning objectives, the criteria for evaluating such
objectives, and the advantages of developing these objectives.

List the reasons that learning objectives are a benefit to the trainee, training
designer, trainer, and training evaluator.

Use expectancy theory to explain how to motivate a trainee to attend training.
Describe social learning theory and how it helps in the design of training.
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Identify what to include in training to facilitate transfer of training to the workplace.

Identify the help that supervisors, peers, and trainers can provide back on the job to assist in
the transfer of training.

Explain the relationship between the Gagné-Briggs theory of instruction and social
learning theory.

Use elaboration theory and the Gagné-Briggs theory of instructional design to design a
training session.

Describe the advantages a small business has to facilitate the transfer of training.

CASE

THE REAL WORLD OF TRAINING . .. WHAT IS
WRONG HERE?

Case 1

Mechanics from dealerships across the country attended a three day training session put on by
the manufacturer. The cost of the training, including travel and lodging was split between the
manufacturer and the dealerships. The focus of the training was on the electrical systems in three
lines of automobiles. Given the number of trainees, it would have been too expensive to provide
three automobiles for each mechanic to work on and it would be nearly impossible to find a facil-
ity large enough to do so. So the training was designed for the instructor to give instruction on
the various systems and then to pose various problems that might occur. The trainees would then
try to identify the symptoms that would result. For example, the problem might be given as “The
car has a burned-out capacitor.” The trainees would then try to identify the symptoms that would
appear (e.g., High current surge demands on the vehicle’s electrical systems can damage the elec-
trical system, including the battery, alternator and voltage regulator.). The training covered a
wide range of electrical problems and the mechanics rated the program highly as they left. When
doing a follow-up evaluation, the training director was disappointed to learn that the dealerships
reported that their mechanics showed no improvement in trouble shooting electrical problems.

Case 2

You are the training director for a training program designed to prepare people to become
certified as program managers. The training is divided into five sections. Each section con-
sists of two days of training for each of four weeks. Each section has a different trainer who
is an expert in the content of that section. At the end of each week, the trainees take a test to
measure what they have learned. You've just reviewed the results of the last four cohorts to
have completed the training. You are surprised to notice that the trainees did poorly on the
first exam but then did considerably better on the second and third exams. Then the trainees
did poorly on the fourth, but improved on the fifth and sixth. This trend continued through-
out the 20 weeks, even for the brightest trainees. You wonder “What is going on here?

INTRODUCTION TO THE DESIGN OF TRAINING

The design phase of training is a process of identifying the set of specifications that will be used
in the development phase for creating the training modules. It creates the guidelines that need
to be followed when creating the content, delivery process and materials to be used for the
training. In the simplest terms, the design phase answers the following questions:
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Why is training needed?

Who will be trained?

What are the training objectives, and what methods will be used?

When and where will training take place?

What are the overarching guidelines that need to be followed to facilitate the learning of
the material and its transfer to the job?

The model of the design phase at the start of the chapter provides an overview of the process
and guides our discussion in this chapter. The training needs analysis (TNA) results, along with
organizational constraints and learning theories, are the inputs into the design phase. These
inputs are used to determine the learning objectives—the process part of the model. The first of
the three outputs for this phase is to determine the factors that facilitate learning and transfer of
training, which is discussed in this chapter. Learning theory is used for identifying how to best
facilitate learning and transfer. The other two outputs that come from the design phase are dis-
cussed in separate chapters. Identifying the most appropriate method of instruction is discussed
in Chapters 6 and 7. Determining the methods for evaluating the training is discussed briefly
here, and in much more detail in Chapter 9.

In summary, training needs, and an understanding of the constraints placed on the train-
ing process are the inputs into the first step of the design phase—developing objectives. The
objectives you develop are then used to drive the rest of this phase and subsequent phases
(development, implementation, and evaluation). Decisions we make about how best to facilitate
learning and transfer integrate what we know about how people learn (learning theory) with
what they need to learn (training objectives). From there, we move on to the next phase and
develop the appropriate training, taking into consideration the constraints (money, time, facili-
ties, etc.) we face. Suppose that an HRD department completed a TNA that identified that
supervisors need training in effective communication skills. Objectives for the training would
be developed on the basis of specific KSAs that were required for effective performance. These
objectives would identify what the training is to achieve. But, before developing the objectives,
the organizational constraints need to be addressed (you need to know the constraints in order
to develop realistic objectives). So, we must address the following types of issues:

Time allotted for the training

Number of trainees to be trained at the same time
Timing of the training—regular hours or overtime
Voluntary or mandatory training

Location of the training

Identification of training program personnel
Financial resources needed

Organizational constraints will influence many of these decisions. For example, if the HRD
department does not have the resources to develop the program, or if supervisors cannot be off
the job for more than a half-day, then these factors will help shape what the training will look
like and how it will be offered.

ORGANIZATIONAL CONSTRAINTS

In a perfect world, it would be possible to develop the perfect training program for every train-
ing need identified. For supervisors who need effective communication training, you could
develop a two-week intensive training package using the most effective methods with plenty of
practice built in. Reality prevails, however, and you must consider the constraints on training
design. Many of these constraints influence the type of training that can be offered. Table 5-1
provides a list of some of these constraints and various ways to approach training design on the
basis of these constraints. This list is not exhaustive and serves only as an example of the ways
in which organizational constraints affect the methods and approaches used to meet the
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Some Organizational Constraints and Ways of Dealing with Them
Constraint Suggestion for How to Handle
Need high level of simulation® because:
Law (fire drills)
Task is critical to the job (police Incorporate longer lead times to prepare simulations/
firing a gun) role-plays.
Mistakes are costly (airline pilot) Purchase simulators.
Differences among trainees
Trainees vary in amount of experience Consider modularization.
Trainees have large differences in Use programmed instruction—Have high level of trainer-
ability levels trainee interaction.
Mix of employees and new hires trained Consider different training programs because of possible
on a new procedure negative transfer for employees but not for new hires.
Long lag between end of training Distribute practice through the lag. Provide refresher material
and use of skill on the job or models for the employees to follow.
Short lead time Use external consultant or packaged training.
Bias against a type of training Develop proof of effectiveness into the training package. Use
(e.g., role-play) another method.
Few trainees available at any one time Use electronic-based training.”
Small organization with limited funds Hire consultant or purchase training—Join consortium.

3This constraint results when you are forced to provide a more costly training program involving simulators or costly practice ses-

sions, and so forth.
bThere are a variety of e-learning approaches discussed in Chapter 7 that provide self-paced learning.

training needs. We discuss two major categories of constraints: organizational/environmental
and trainee population. Each affects the issue of whether to train and the type of training that
can be offered.

Organizational Priorities

Budgets generally are limited, so choices must be made about who gets trained and what type
of training they receive. One way of making these decisions is to use the strategic direction of
the organization to set priorities. The strategic plan provides a rationale for determining who
gets how much of what kind of training. Recall the Domtar case presented in Chapter 1. The
“Domtar difference” was “tapping the intelligence of the experts, our employees.” The tactic for
doing this was the introduction of Kaizen. Clearly, then, training dollars will be marked for
such training given that it is a primary operating principle. The next decision is to determine
whether Domtar plans to use internal resources for the training or hire outside consultants.
Here, they decided to hire someone with the expertise and bring them in-house to oversee a
major undertaking—the training of all employees in the Kaizen method. This is again based on
an organizational constraint since the required expertise was not present in Domtar.

Even if the organization does not have a clear strategic plan in place, the top managers in
human resources (HR) can establish priorities by meeting with senior executives. Such meetings
help define HR and HRD priorities and determine how to put resources in line with the direc-
tion of the company. A side benefit is that the process might stimulate top management to
engage in strategic planning.

The technological sophistication of the organization affects the type of training that can be
offered. If, as in the Domtar case, there are many locations, and each location has access to
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computer networks or videoconferencing, the type of training you can offer will be different
from that offered by an organization without these capabilities.

Decisions about training priorities also must follow the law. As discussed in Chapter 1,
some training is mandated by law. For example, a 2010 study noted that 90 percent of organiza-
tions surveyed provided mandatory or compliance type training and 13 percent expected the
amount they provide to go up.! A little over 60 percent of this training is provided on line.

Budgeting for Training

The budgeting process presented here is from the perspective of the HRD department that
charges its customers (departments in the organization) for the services that HRD provides.
Charging for services is occurring more frequently in organizations because HRD departments
are being asked to justify their existence just like other departments. In fact, in some cases, they
are expected to market their training outside and inside the organization.” This budgeting pro-
cess is, for the most part, similar to that used by an outside consultant bidding on a project. So,
when providing estimates, understand that departments are competing for resources and that
the estimate must be as accurate as possible. Otherwise, the department could lose the training
to an outside consultant or have the training cancelled due to cost.

In creating a budget for a particular training program, estimates of training cost can be dif-
ficult to determine accurately. Because the budget estimate is often expected before a needs
assessment is completed (or even begun), providing budgets for several scenarios is helpful to
decision makers. Before a TNA, there is not really a clear idea of what, or how much, training is
required. So how to start? Begin with the triggering event, as explained in Chapter 4. Provide
budget estimates for different training scenarios or deal with this issue the way it was done in
the Fabrics, Inc., example presented at the end of Chapter 4. In the Fabrics case the consultant
offered to do a TNA at a given cost, providing the company with a clearer idea of what would
be required. To avoid any ethical issues the consultant offered to bid on any training that might
result from the TNA in competition with any other consultants Fabrics might consider. The
resulting bids would be more accurate because the issues were identified and the type of train-
ing required would be clearer.

Once the objectives of training are determined, it is necessary to estimate the amount of
time it will take to design and develop the training for delivery. The more accurate this estimate
is, the more accurate the costing will be, and the more credibility the department will have with
clients. The length of the training program (how long it takes to actually deliver the training) is
often used for estimating the length of time to prepare. However, the ratio of preparation time
to training time varies a great deal. It can range from 10:1, if much of the material is in some
form of readiness, to 300:1, if it is computer-based, multimedia training with little already pre-
pared. In many cases, when training is requested, the client wants a proposed training solution
and its associated costs quickly.

We have provided a relatively easy and quick way to estimate the time required in devel-
oping a training program. This guide is shown in Table 5-2. To make a rough calculation of the
length of time it will take to develop the training, begin by estimating the number of days of
training that will be required. Typically this will be based on the amount of material that needs
to be covered. However, sometimes a company will place a limit on the number of days or hours
of training. Multiply that number by 2 as a starting point for the time it will take for designing
and developing (D/D) the training. Then you need to factor in how skilled the person is who will
be doing the D/D and how well they understand the subject matter. Circle the number in the
right-hand column of rows 2 and 3 that is your best estimate of these characteristics. Then multi-
ply the numbers in rows 1-3 together to get the minimum D/D estimate and enter that number
in row M. Then go through items 4-10 and write down the number; this is your best estimate for
that factor. Now, add up the numbers you have written down for rows 4-10, and put that num-
ber in the space next to Additional (A) Design/development Days Required. Add this number to
the number you calculated for M. That is the approximate number of days it will take. Obviously,
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TABLE 5-2 Estimating the Time Required to Design and Develop Training

For lines 2-11, circle the number in the right hand box that reflects the level of the factor for the training you are
developing.

10.

11.

Factors to Be Considered

Number of Days of Training

Determine the amount of material that must be
covered and convert that into the estimated days
of training needed.

Designer/Developer’s Skill in Training Design/
Development

Designer/Developer’s Understanding of Subject
Matter

Multiply the numbers for items 1, 2 and 3 and enter
the result in the box to the right. This will give you
an estimate of the number of days required.

Size of Largest Group to be Trained

(Little to no additional design/development time
is needed when delivering the same training to
multiple groups)

Group's Diversity of KSA in Topic Area

Diversity of Learning Styles in Group

Amount of Participation Needing to be Designed
& Developed

Complexity of Training Material

Requirements for handouts and other AV material.
Determine the number appropriate for your
training, with “0” being the lowest and “3"

the highest.

Degree of Client Collaboration and Input

Now Add items 4 through 10 and place total in the
box to the right next to A This will give you the
additional days necessary to complete the design
and development of training.

Level of Time Required
(SMALLER NUMBERS = LESS TIME)

Typically you should figure on 2 days of design/
development (D/D) work for every day of delivered
training.

Enter D/D days here
1 = high

1.5 = medium 2 = low

1 = high 1.5 = medium 2 = low

Minimum (M) days
M =

0 = small (less than 10)
1.5 = medium (10-25)
2 = large (26 or more)

= very homogenous
moderately diverse
very diverse

very homogenous
moderately diverse
very diverse

none 1 =some
a moderate amount
a great deal

= not at all complex
moderately complex
2 = complex

3 = highly complex

- O WNO N=O N=O
Il

0 = simple Xerox sheets and basic AV material
3 = many professionally developed high grade
manuals handouts and AV presentations

0 = none

1 = minimal

2 = approval of each module

4 = multiple levels of approval needed.

Additional (A) Design/development Days Required

Total required time to design and develop the
training is: M + A =

Note: Total D/D days required are arrived at by adding M (items 1,2, and 3 multiplied together) to A (total sum of lines 4-11).
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TABLE 5-3

this is just an estimate, and the actual time required will depend on the accuracy of your esti-
mates as well as other issues not addressed here. But it should give you a good general idea of
the amount of design and development time you'll need in order to deliver the program.

Imagine calculating the bid on a one-day workshop on effective communication and the
training designer is relatively inexperienced. Using Table 5-2, you check “low” for rows two
and three. Your DD score will be 2 X 1 = 2, and your M score will then be 8 (2 X 2 X 2). Now
let’s move down to box 4, the largest group you will train is 16 people (= 1.5). For box 5, you
know the trainees are moderately diverse in their communication KSAs (= 1.5), and for box 6,
you believe there are a very diverse range of learning styles (= 2). To improve skills you are
going to have to have design/develop numerous ways of generating active practice as well as
trainee participation in discussions. So, for box 7, your number will be three. For box 8, the
training will be moderately complex (1). Your A/V materials (box 9) are going to be basic (slides,
training manual, and handouts) so you would circle a 1 in this box. You will need to get approval
(box 10) from the client on each module of the training (= 2). So, adding these together you have
12 additional days. Add this to the minimum you estimated at 8 days and you have 20 days of
design and development work to produce a single day of training. As you can see it can take
quite a bit of time to design and develop an effective day of training from scratch. However,
your estimates will depend on the experience and resources available to your D/D person. A
seasoned training design specialist has the advantage of her past efforts and a considerable
amount of D/D time can be reduced by drawing on and using past efforts, or the efforts of other
training designers within the organization. For example, the training might require a lot of par-
ticipation and activities, but the seasoned designer wouldn’t have to design and develop these
because she has already done this for previous training programs. All she will need to do is
make some minor modifications to adapt them for this specific training. The point here is that
judgment will need to be exercised in assigning the numbers to the boxes.

A simple calculation on overall cost could be done on the basis of this information, but it
might seem high to those not knowing what is involved in the development of training. So it is
useful to have some sort of breakdown, as depicted in Table 5-3. With such estimates, it is a
good idea to build in a contingency fund of about 10 percent, to help cover unforeseen costs.
This portion is indicated under “miscellaneous.” The “rate” should include both the trainer’s
fee and overhead costs. In the example depicted in Table 5-3, if the training were presented only
once, the cost of designing and developing the training package would be $3,400. Remember

Proposal for Developing a One-Day Workshop on Effective Communication

Action Time (Days) Rate ($) Total Amount ($)
Interview relevant employees to determine issues and context 1 200 200
to develop training (or review needs analysis and follow up

where necessary).

Develop objectives and guidelines for developing training, 3 200 600
including identifying appropriate strategies to facilitate

learning and transfer; also develop evaluation objectives.

Create content, organize module sequencing, organize content 3 200 600
within modules, and so on.

Develop training materials on the basis of objectives. Develop 7 200 1,400
exercises and activities to engage trainees and reinforce

learning.

Develop basic training manual, handouts and so on. 1 200 200
Collaboration and miscellaneous expenses 2 200 400

Total cost for design and development 17 3,400
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TABLE 5-4 Training Costs for Grievance-Reduction Training

Developmental Costs

1. 20 days of director’s time at $50,000 per year $ 4,000
2. 5 days of trainer’s time at $30,000 per year $ 600
3. Materials $ 1,000

Direct Costs

1. 5 days of trainer’s time at $30,000 per year $ 600
2. Training facility rental for 5 days at $150 per day $ 750
3. Materials and equipment $ 2,000
4. Coffee, juice, and muffins $ 600
Indirect Costs

1. 1 day of trainer preparation at $30,000 per year $ 120
2. 3 days of administrative preparation at $20,000 per year $ 240
Participant Compensation

1. 30 supervisors attending 5-day workshop (average $35,000/year) $ 21,000
Evaluation Costs

1. 6 days of evaluator’s time at $30,000 per year $ 720
2. Materials $ 800
Total Training Costs $32,430

Note: Calculations for the personnel costs are based on a 250-day work year.

that this is only part of the cost for the training. However, this is a one-time cost. If it is to be
offered 10 times, then the total cost of the development can be amortized over the 10 sessions,
making its cost per session or per employee much less. The cost in the table is based on using an
internal design/development specialist making about $50,000/ year. If an external consultant is
used the cost would likely be five to ten times higher.

So far, we have dealt only with the developmental costs associated with training. Direct
costs associated with delivering the training (trainer compensation, travel, facilities, food and
beverages, and so forth), indirect costs, overhead costs, participant compensation, and evalua-
tion costs must also be included to determine the total cost. For an example of a more inclusive
estimate of the total costs associated with delivering a training program, see Table 5-4.

Trainee Population

What if the TNA identifies two or more subgroups with the same learning objectives but differ-
ent levels of knowledge, skills, and attitudes (KSAs)? It is difficult to develop a single training
program to meet all their needs. Going back to our supervisors who need the communication
training, what if the TNA indicated that half of them previously received training in active lis-
tening and were reasonably proficient in it? The effective communication model we plan to use
in the training of supervisors involves five steps, the first of which is active listening. The train-
ing could be designed in a modular manner to provide only the relevant modules to each sub-
group. In our supervisor example, the first module would be skill building in the active listening
process, and only those not already proficient would need to attend. Then all of the supervisors
would receive the effective communication training, with the understanding that all were profi-
cient in the active listening portion of the model.

Sometimes the needs analysis identifies a wide variability in the KSAs of the target popu-
lation. In this case, the training design could provide individualized instruction, accomplished
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TABLE 5-5

through computer-based or video instruction, although both take a long time to develop.
Another alternative would be to allow for small classes and a high level of interaction between
the instructor and each trainee.

Often your trainee population will have a wide variety of learning styles. This is an organiza-
tional constraint that we will discuss in more depth later in this chapter. You will have to take this
into account as you design your training. Likewise, in some instances you may find that trainees
hold negative feelings about a particular training technique. One way of dealing with this con-
straint is to use a different technique that trainees feel more positively about. Alternatively, if the
technique is the best approach to achieving the desired learning, the design could build in attitude-
change modules at the beginning. We found, for example, that many managers do not want to
role-play in training. We often hear arguments such as “This is silly,” or “These never work.” One
way to handle this resistance is simply to call it something different. The term play, for some, sug-
gests that it is not serious learning. Sometimes when we present the technique, we suggest it is time
for some “behavioral practice.” This simple change in terms causes the exercise to be received more
positively. The point here is that if, through the needs analysis, it is discovered that a particular
method of training is disliked because of past experience or word of mouth, the training design
should include a way of changing the perception or another method should be used.

While organizational constraints influence most aspects of the training process, they can
have a real impact on the development of the training objectives. As stated earlier, it would be
wonderful if we could always deliver the perfect training to satisfy the training needs.
Unfortunately, we face constraints on what we are able to do, thus the objectives we set for
training must realistically reflect what is achievable. The organizational priorities, the budget
available, the nature of the employees needing training, and so on, will place limits on what can
be achieved. Once you have general idea of how the organizational constraints will be accom-
modated and have a general understanding of what can be achieved, you will need to refine
that into clear objective statements and a set of specific guidelines for how the training program
is to be developed. The next section focuses on the development of objectives.

DEVELOPING OBJECTIVES

The term training objectives refers to all the objectives that are developed for the training pro-
gram. There are generally four types of training objectives: reaction, learning, transfer of train-
ing, and organizational outcome (see Table 5-5). Reaction objectives refer to the objectives set
for how trainees should feel about the training and their learning environment. Learning objec-
tives describe the KSAs that trainees are expected to acquire throughout the training program
and the ways that learning will be demonstrated. Transfer of training objectives describes the
changes in job behavior that are expected to occur as a result of transferring the KSAs gained

Types of Training Objectives

Trainee Reaction Objectives Describes the desired attitudinal and subjective evaluations of training by
the trainee
Learning Objectives Describes the type of behavior that will demonstrate the learning, the

conditions under which the behavior must occur, and the criteria that
will signify that a sufficient level of learning has occurred

Transfer of Training Objectives Describes the job behaviors that will be affected by training, the

conditions under which those behaviors must occur, and the criteria that
will signify that a sufficient transfer of learning from training to the job
has occurred

Organizational Outcome Objectives  Describes the organizational outcomes that will be affected by the

transfer of learning to the job and the criteria that will signify that
organizational outcome objectives were achieved.
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in training to the trainee’s job. Organizational outcome objectives describe the outcomes that
the organization can expect from the changes in the trainees’ job behavior as a result of the
learning. Ideally, a training program would develop objectives in all four areas.

Creating Objectives

The TNA is a critical part of determining what the objectives of training should be. As part of
the TNA you have integrated the results of the organization, operation, and person analyses to
identify the relevant performance gaps that should be addressed by training and the KSAs
causing those gaps.

From this information, we set the learning objectives, transfer of training objectives, and
organizational outcome objectives. Trainee reaction objectives can be linked to the person anal-
ysis but also to the key aspects of your training design and development such as satisfaction
with the value and relevance of the training. We will discuss what should be included in the
reaction objectives following our discussion of the learning objectives.

Although the content of the various types of objectives differs, the structure and process of
developing good objective statements is the same. Objectives are statements about what is
expected to be accomplished. A good objective has three components:

1. Desired outcome: What should be expected to occur?
2. Conditions: Under what conditions is the outcome expected to occur?
3. Standards: What criteria signify that the outcome is acceptable?

It is difficult to write good objectives. You must take care to ensure that the three compo-
nents are specified in unambiguous terms and that the full range of expectations is addressed.

Writing a Good Learning Objective
We focus attention on learning objectives for two reasons:

1. Learning objectives are often the most difficult to write.
2. Learning is training’s first priority. Unless trainees learn what they are supposed to learn,
the performance gaps will not be reduced or eliminated.

Clearly articulated learning objectives are a critical first step in developing an effective training
program. Learning can be observed only through its influence on behavior. Thus, when writing
a learning objective, think not only about what will be learned but also about how the learning
will be demonstrated.

DESIRED OUTCOME: BEHAVIOR The desired behavior must be worded clearly and unambiguously.
Anyone reading the objective should be able to understand what the learner will be required to do
to demonstrate that she learned the KSA. A learning objective that states, “After completing the
training, the trainees will understand how to splice electrical wire” is ambiguous. It fails to specify
what trainee behavior will indicate that the trainee “understands.” Recall that just a few sentences
ago we said—think not only about what will be learned but also about how the learning will be
demonstrated. A clearer learning objective would be: “will be able to splice electrical wires of any
gauge.” This statement indicates what the learner should be able to do at the end of training.
Consider another example: “The trainee will be able to differentiate (by sorting into two piles)
between computer chips that are within specification and those that are outside of specification.”
Here the behavior is clear, but not how the trainee is expected to differentiate between the computer
chips. Will the trainees have gauges to work with? Will they have to be able to tell the difference by
simply looking at the chips? The conditions under which the person will sort the chips are not stated.

CONDITIONS Explaining the conditions under which the behavior must occur further clarifies
exactly what is required. In the preceding example, it is not clear what, if any, aids will be
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available to the trainee to determine whether the computer chips are within specifications.
Providing the conditions makes the objective even clearer: “Using an ohmmeter and a chart, the
trainee will be able to differentiate (by sorting into two piles) between computer chips that are
within specification and those that are outside of specification.”

A description of the conditions (assistance or barriers) under which the desired behavior
will be performed should be provided when creating objectives. For example, the statement
“Using an ohmmeter and a chart” indicates the help that is provided. If the objective began with
the phrase “Without the use of reference material,” it is clear that the trainee must discriminate
between the chips without using any aids.

Writing in conditions is necessary in some cases but not in others. In the following example, it is
critical to know that the pie charts must be developed using a specific software package: “Present the
results of an accounting problem in pie chart form, using the Harvard Graphics software.” Objectives
often begin with the phrase, “After completing the training, the trainee will. . . .” This is a condition,
as it states when the behavior will occur. However, for transfer of training and organizational objec-
tives, the point at which the objectives are achieved and measured typically doesn’t occur until some-
time after training has ended, so this should be included in these objectives. For example, a transfer of
training objective might read as follows: “Six weeks after the completion of training, the rate of incor-
rectly sorted computer chips will drop from the pretraining rate of 3 percent to less than 0.01 per-
cent.” Conditions should be included only if they help clarify what is required.

STANDARDS Standards are the criteria for success. Three potential standards are accuracy,
quality, and speed. For example, a learning objective might define accuracy as “being able to
take a reading off an altimeter with an error of no more than three meters.” A quality standard
might be indicated by the statement “is within engineering specifications 99.9 percent of the
time.” Or, if speed is a critical concern, “will be completed in 15 minutes or less.”

Here are a few examples of learning objectives for a telephone repairperson. The desired
behavior is bolded, the conditions are italicized, and the standards are underlined.

Using a drop wire, bushing, and connector, but without the use of a manual, the trainee will
splice a drop wire meeting the standards set out in the manual.

Using a standard climbing harness and spikes, the trainee will climb a standard telephone
pole within five minutes, following all safety procedures.

The trainee will splice, according to code, six sets of wires in ten minutes while at the top
of a telephone pole wearing all standard safety gear.

THE FORMULA FOR WRITING THE OBJECTIVE The outcome specifies the type of behavior; the
conditions state where, when, and what tools will be used; and standards describe the criteria
for judging the adequacy of the behavior. Remember that a learning objective should state
clearly what the result of the training will be. Here are the steps to follow:

* Write out the “desired behavior.” Here, the verb needs to describe clearly what will be done: A
“doing” verb is used to indicate some action. Do not use the word understand. Always make
sure that the verb describes an action. Examples of “doing” verbs are provided in Table 5-6.

e Now add the conditions under which the behavior must be performed. This description
encompasses the use or nonuse of aids. So “using an ohmmeter,” “using reference mate-
rial provided,” “using a standard climbing harness and spikes,” “while at the top of a
telephone pole,” “without the use of a manual,” “without the use of a calculator” are all
examples of conditions that would be expected in certain situations.

¢ Finally, it needs to be clear what standards for success will be used. How will the trainee
know that he successfully completed the training? What level of accuracy is required? Is
quality or speed an important part of success? “According to code,” “following all safety
procedures,” “within five minutes,” “according to the manual” “within 15 minutes,” “with
no more than three errors,” and “obtaining a score of 80 percent” are all possible standards.

” o
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Knowledge Analyze, cite, compare, define, describe, distinguish, explain, identify, list,

provide, name, quote, reproduce

Skills Assemble, compute, construct, count, design, demonstrate, eliminate, install, list,
measure, operate, place, recite, replace, solve, sort

Attitudes Align, belong, choose, commit, criticize, decide, praise

Now, to test whether the learning objective is effective, ask someone to read it and explain
exactly what she believes a trainee needs to do, under what conditions, and how the trainee will
know if she is successful. If the person can articulate these factors, the learning objective is a

good one.

Table 5-7 provides some examples of poorly written learning objectives followed by an
improved version. For some practice in writing a good learning objective, cover the right

TABLE 5-7 Learning Objectives Improved
Before

Upon completion of training, the trainee

Will be able to apply theories of motivation to
different situations.

Will be able to recognize and identify different
personalities, and know how to motivate them.

Will understand what is necessary to have an
effective team.

Will have knowledge of three types of active
listening, and will be able to use the appropriate
one in a particular situation.

Will be able to say no to boss and peers when
asked to do extra work.

Will be able to give an 5-minute oral presentation
on a topic provided by the instructor using all
the skills taught

After

Upon completion of training, the trainee

Will be able, after reading a scenario of an unmotivated
trainee, to identify orally what she would do to
motivate the trainee, and explain which theory she used
and why. The explanation must identify at least three
motivators and tie them to correct theory. The trainee
must do the above on four of five scenarios, without the
use of any outside material.

Will be able to watch a fellow trainee role-play a
situation and correctly explain in writing what type of
personality is being exhibited and what to do to motivate
the trainee. Trainee must be 100% correct on the
personality and identify at least two motivators.

Will be able to correctly list five things that are required
for an effective team and explain why they are necessary.

Will be able to correctly identify in writing, three of
the active listening techniques that were identified in
training and match them with the appropriate situation.

In a role-play, will be able to respond verbally to an angry
comment using one of the appropriate active listening
types, and orally explain which was used and why.

After reading a scenario in which the trainee is asked to do
extra work which is not possible to complete, will be able to
correctly use an appropriate way of saying “no” and explain
which technique was used and why, with 100% accuracy.

After being given a topic by the trainer and 15 minutes
to prepare a presentation, will give an oral presentation
on the topic. The trainee will cover all the major points,
use no more than three 3 X 5 cue cards; have fewer than
five dysfluencies, maintain eye contact with the audience
for a minimum of 4 minutes 30 seconds, and follow the
guidelines for an effective presentation with an opening,
body, and closing.
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column of Table 5-7 and read the poorly written learning objective on the left side of the table.
Improve this objective using the formula. Now check the right side for an example of how the
objective can be improved. How did you do? Now do the remaining objectives, as this will pro-
vide good practice for writing effective learning objectives.

The other three types of objectives listed in Table 5-5 require similar components. For
example, a transfer of training objective might read as follows:

After completing training, participants, at their regular job station and using an ohmmeter and a chart, will
be able to separate acceptable (within specifications) from unacceptable (outside specifications)
computer chips with an accuracy of 99.99 percent while sorting a minimum of 10 chips per minute.

ATTITUDES Sometimes attitudes, in addition to knowledge and skills, are the focus of training.
How do you write a learning objective for an attitude? When the goal of training is attitude
change, the focus of training activities is to provide the trainees with information that contra-
dicts inappropriate attitudes and supports more appropriate attitudes. Thus, training does not
focus on changing attitudes specifically, but rather on providing new knowledge. This new
knowledge might consist of alternative views and information related to attitudes. Therefore,
learning objectives for attitude change should focus on acquisition of the relevant information
rather than on the resulting attitude change.

Consider training that is attempting to improve attitudes toward teamwork in a group of
trainees who all scored below the midpoint on a TNA teamwork awareness survey. In this case,
the learning objective might read as follows: At the end of training, trainees will demonstrate an
increased awareness of the positive aspects of teamwork (new knowledge) as demonstrated by
a 50 percent improvement on the team awareness survey.

Recall that the reason we want to affect an attitude is to influence behavior. In this exam-
ple, we want trainees to have positive attitudes so that once they are back in the workplace, they
will participate fully in team meetings and provide input. The transfer of training objective in
this case might be “Eight weeks after completing training, the participants will have attended
all team meetings and, using the skills taught, provide ideas and suggestions in those meet-
ings.” Another might be “Eight weeks after completing training, the participants” performance
rating in team meetings (as rated by other team members) will average one point higher than
before training.”

PURPOSE STATEMENTS At times you will need to communicate only a short statement of what
the training is intended to accomplish. This is called a purpose statement. The purpose state-
ment is used to synthesize the individual training objectives into one clear statement regarding
what the training will be all about. This can be useful when first communicating with trainees
or others about an upcoming training program (invitations, announcements, and the like). In
these initial communications, you want to convey the overall purpose of the training without
getting into the detail of the individual objectives. So, the purpose statement should describe
what the trainee will be able to do as a result of the training but should not contain all of the
detail in the formal objectives. For example, if the previous section of this chapter were to be
converted into a training workshop, some of the formal training objectives might be those
described next.

Given a set of training needs, organizational priorities, and constraints, the trainees, at the
end of training, using notes and materials from the training, will be able to

1. Identify all the training needs that should be met by the training

2. Write effective learning objectives for each of the needs that meet the guidelines specified
in the training (i.e., behavior, standards, and conditions)

3. Write effective transfer of training objectives for the needs that meet the guidelines speci-
fied in the training (i.e., behavior, standards, and conditions)

4. Write effective organizational objectives for the training that meet the guidelines specified
in the training (i.e., observable changes in outcomes, standards, and conditions)
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The purpose statement might read as follows: “The purpose of the Writing Training Objectives
workshop is to provide participants with the ability to construct training objectives that effectively
facilitate the design, development, and evaluation of training.” This conveys the essential purpose of
the training in a simple and straightforward manner. However, as we indicate in the following sec-
tion, there are significant advantages to communicating the specific objectives to various audiences.

WHY USE TRAINING OBJECTIVES?

Developing good learning objectives takes time, effort, and careful thought. Why not spend that
time constructively developing the actual training? In fact, some HRD specialists seriously
question the value of specific learning objectives.* Some concerns about the use of objectives
include the following:

* Waste of valuable time

Inhibited flexibility

Focus moved from other areas

Unrealistic for management training and other soft areas of training
Not practical in today’s workplace

We respectfully disagree with those HRD specialists regarding the first concern; the argu-
ment is that resources are often scarce and the time taken to develop the objectives takes away
from more important endeavors. On the face of it, this generalization might be true, but the
objectives guide the development of training. They might even result in less time to develop the
training because of the clear guidelines objectives provide. Go back and look at the objectives in
Table 5-7. Note in the “After” column how much clearer the focus is regarding “what will be
trained” as compared with the “Before” column.

Some suggest that objectives inhibit the trainer’s flexibility to respond to trainee needs.
The counterargument here is that a comprehensive TNA is designed to determine trainees’
needs and that the objectives focus specifically on those needs. They do, perhaps, inhibit the
trainer’s flexibility to go off on tangents that she might like to pursue, but adhering to a focused
direction is a positive thing. Moving the focus from other areas is again the point of having
objectives. The idea is to keep the focus on the topics identified in the TNA.

Some argue that concrete objectives are not possible in management training or areas such
as time management or interpersonal skills.> We note that whatever the training, the goal is to
achieve certain outcomes, and those outcomes need to be translated into objectives. With time
management, for example, you want trainees to gain some cognitive knowledge about strate-
gies for time management. The purpose is for them to develop skills to use in the workplace.
Trainees must know the skills before they can transfer them into the workplace. So articulating
an objective that states, “At the end of training, trainees will demonstrate time management
skills by completing an in-basket exercise within 45 minutes and be able to provide an appropri-
ate time management rationale for each decision” makes perfect sense.

Finally, some say that objectives have outlived their usefulness, and they are too specific
for today’s complex jobs.® They say that we need to find methods that are better at determining
what is required for effective performance. Although this reasoning might be true at a more
macro level, the purpose of objectives as a guide for training development is still valid. The
complexities of the job will surface during a TNA, but it is still necessary in any job to have com-
petence in specific KSAs to be an effective performer.

The majority of HRD specialists agree with us that training objectives are important from
the following stakeholders’ perspectives:

¢ Trainee
® Designer of training
¢ Trainer
e Evaluator of training
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The Trainee
Training objectives benefit trainees because they

¢ reduce anxiety related to the unknown,
e focus attention, and
e increase the likelihood that the trainees will be successful in training.

High levels of anxiety can negatively affect learning.” Not knowing what to expect in a situa-
tion creates anxiety. Training objectives provide a clear understanding of what will be taking place
over the training period. This reduces the anxiety felt from not knowing what to expect. The objec-
tives also focus attention on relevant topics to be trained, which, recalling social learning theory in
Chapter 3, is the important first step to learning. Thus, from a learning theory perspective, it is
important to let the trainee know what the performance expectations are and be able to refer to
them throughout the training. Also, as was indicated in Chapter 3, this information will assist the
learner in both focusing attention and cognitively organizing the new information. A key here is to
make sure that your objectives are easily understood. Recall the formula for writing good objec-
tives: You should check to make sure the objectives are clear and understandable. Finally, learning
objectives increase relevant learning® and the likelihood that trainees will be successful in training.
This makes sense according to goal-setting research,’ which indicates that when specific and chal-
lenging goals are set, the probability is higher that these will be achieved than when no goal is set
or an instruction to “do the best you can” is given.!” A goal is what a learning objective is.

The Training Designer

The learning objectives guide the designer of the training or the purchaser of a training package.
The objectives directly translate the training needs into training outcomes. With clear objectives,
training methods and content can be checked against the objectives to ensure that they are con-
sistent. Furthermore, evidence shows that following learning objectives results in the develop-
ment of better lesson plans.!!

Suppose the designer is told to “design training to provide salespeople with skills in cus-
tomer service.” Does the designer design a course in interpersonal skills so that salespeople learn
how to be friendly and upbeat? Does the designer design a course in product knowledge so that
the salesperson can provide information about the various products and their features to custom-
ers? Does the designer design a course in technical expertise so that salespeople can assist custom-
ers in getting the product to work effectively? Consider the learning objective that reads, “After
completing training, participants will, using paraphrasing or decoding and feedback (desired out-
come), respond to an angry customer (conditions), suggesting two alternative remedies judged by
the customer to be appropriate for resolving the problem (standard).” This learning objective pro-
vides a clear, unambiguous goal for the designer. The designer can then design a course in active
listening (paraphrasing, decoding, and feedback), with the focus on dealing with angry custom-
ers. Without that guidance, the training might not be designed appropriately.

The Trainer

With clear learning objectives, the trainer can facilitate the learning process more effectively.
Clear, specific objectives allow the trainer to more readily determine how well the trainees are
progressing and thus make the appropriate adjustments. In addition, the trainer can highlight
the relationship of particular segments of the training to the objectives. Some trainers might see
objectives as infringing on their freedom to train the way they want to. It is probably for those
trainers that objectives do the most good, keeping the trainer on the right track.

The Evaluator

Evaluating training is much easier when objectives are used, because these objectives define the
behaviors expected at the end of training. With no clear indication of what training is supposed to
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accomplish, an evaluator has no way to assess whether the training was effective. It is analogous
to the army sergeant who tells the private, “Dig a hole here.” The private starts to dig and the ser-
geant walks away. After digging for a few minutes, the private begins to worry because he knows
he’s in trouble. He doesn’t know how deep the hole should be, how long, wide, or anything else.
When the private sees the platoon leader walk by, he asks him, “How am I doing on this hole,
sir?” The platoon leader, of course, says, “How should I know?” When good objectives are devel-
oped, the evaluator simply needs to assess whether the stated outcomes and standards are met.

FACILITATION OF LEARNING: FOCUS ON THE TRAINEE

Recall from Figure 3-1 the formula for factors influencing performance (P = M X KSA X E).
Many issues exist within each of these factors that will make it easier or more difficult for the
trainee to achieve the learning objectives.

INDIVIDUAL DIFFERENCES IN KSAS The TNA supplies information not only on the need for
training but also on the trainees’ readiness for such training. Let’s take the example of employ-
ees recently hired or promoted. They were selected for their new job because of their KSAs, but
they need some initial training to get them ready to perform in their new job (processes, proce-
dures, and the like). Perfect selection techniques would ensure that these people have the requi-
site KSAs to be successful in training, but few selection techniques are perfect. Even the best
selection practices result in a certain number of individuals who are selected but subsequently
are not successful. If these false positives—those who are predicted to be successful but are
not—can somehow be identified in the TNA, the design of training might be able to address the
issues that would prevent them from being successful.

For example, some who are identified as in need of training might not have the requisite
KSAs to make use of the training methods and materials that would be effective for 90 percent
of the other potential trainees. Providing a preliminary training module for this group prior to
the regular training might increase the likelihood of them successfully completing training.

The selection process sets minimum criteria (based on a job analysis) that individuals must
meet to be selected. Even here, however, if all met those criteria, some individual differences in abili-
ties would be evident. Some will show higher levels of the KSA in question, and others might not
possess the minimum skills (e.g., false positive). Needs assessment data that show large differences
among the potential trainees indicate that the training design must be adjusted to address the differ-
ences, which relates back to organizational constraints (Table 5-1). If the variance in KSAs is large,
you need to consider a design that allows those with lower levels of the KSAs to “catch up.” Otherwise,
the training reduces motivation for many by being too boring for some and too complex for others.

By not accounting for trainee differences, companies can be the losers. For example, there
was an insurance company that hired a number of older workers for its call center.'? The com-
pany believed that an older voice could relate to older customers better. The older workers were
sent through the company computer-training program. Many of them quit before completing
training, and those who did stay were substandard performers. The company decided that it
was simply a bad idea to hire older workers, as they were not capable of learning the new tech-
nology. After discussions with a consultant, the company decided to try again. This time, the
training was extended. Trainers were able to work more closely with the older trainees. As a
result, performance on the job after training was on par with that of the younger employees.

Just how important is the individual difference issue? Consider the following:

¢ Increased ethnic diversity—Hispanics will become the largest minority group in the U.S.
workforce by 2016.13

e A very large portion of the workforce is made up of older workers.'

» Women will continue to increase as a percentage of the workforce.!®

e New technology and government legislation in North America is making it easier for peo-
ple with disabilities to enter the workforce.
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These facts suggest an increasingly diverse workforce in North America. With this increase
in diversity comes individual differences in ways of viewing the workplace and its norms and
values. Care in the needs assessment to understand these differences will help tremendously in
designing a successful training program.

Differences in Learning Styles

Individual differences also exist in how people learn.!® There are a number of different learning
style models to choose from. A recent Google search turned up over 80 different inventories.
Although each has a slightly different perspective based on the particular research premises of
the authors, they do have much in common. We chose the Felder-Silverman model to use as an
example of how different trainee learning styles can influence the effectiveness of the training.
We chose this model because it is consistent with many other models and the scale has reason-
able reliability and validity.!” In this model, there are four different dimensions of learner pref-
erence. Within each dimension, the learners will differ in their preference for how they like to
learn. The different learning styles are described next.

SENSING VERSUS INTUITIVE LEARNERS Your preference for one style or the other may be strong,
moderate, or mild. Everybody is sensing sometimes and intuitive sometimes. To be effective as
a learner and problem solver, you need to be able to function both ways. If you overemphasize
intuition, you may miss important details or make careless mistakes in calculations or hands-on
work; if you overemphasize sensing, you may rely too much on memorization and familiar
methods and not concentrate enough on understanding and innovative thinking.

® Sensing learners don't like training that doesn’t connect closely to practical application,
tend to like learning facts, and prefer solving problems by well-established methods. They
dislike complications and surprises. They are good at memorizing and are patient with
details. They like hands-on learning opportunities. Sensors are more likely than intuitors
to resent being tested on material that has not been explicitly covered in training.

e Intuitive learners often prefer discovering possibilities and relationships, like innovation,
and dislike repetition. They seem to be better at grasping new concepts and are often more
comfortable than sensors with abstractions and mathematical formulations. Intuitors don’t
like “plug-and-chug” courses that involve a lot of memorization and routine calculations.

How Can Trainers Help Sensors? Sensors remember and understand information best if
they can see how it connects to the real world. If you are training in an area where most of the
material is abstract and theoretical, you may have difficulty. You can be helpful by providing
specific examples of concepts and procedures and how they apply in practice.

How Can Trainers Help Intuitors? If your training requires primarily memorization
and plugging in formulas, you may have trouble with these trainees. Provide interpretations
or theories that link the facts, or ask these trainees to find the connections. You should also cre-
ate incentives for memorizing details and correct solutions (reinforcing the trainee for check-
ing her completed solutions). Some type of competition (either among a group or individual
improvement) might work well when the content of the training doesn’t match the intuitor’s
preferred approach.

VISUAL VERSUS VERBAL LEARNERS Visual learners remember best what they see—pictures,
diagrams, flowcharts, time lines, films, and demonstrations. Verbal learners get more out of
words—written and spoken explanations. Everyone learns more when information is presented
both visually and verbally.

How Can Trainers Help Visual Learners? The simple answer is to find diagrams, sketches,
schematics, photographs, flow charts, or any other visual representation of course material that
is predominantly visual. Even showing a short video of someone else presenting the material
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will help the visual learner. Prepare a concept map showing key points, enclosing them in boxes
or circles, and drawing lines with arrows between concepts to show connections.

How Can Trainers Help Verbal Learners? Have trainees write summaries or outlines of
course material in their own words. Put trainees into groups where they can gain understand-
ing of material by hearing others explain the concepts. The most learning will occur when the
trainee does the explaining.

SEQUENTIAL VERSUS GLOBAL LEARNERS

® Sequential learners tend to gain understanding in linear steps, with each step following
logically from the previous one. They are able to absorb and use material even though they
do not understand the big picture, but the material has to be presented in a logical order.

* Global learners are not able to absorb the details until they understand the big picture. Even
then, they may not be great with the details. They tend to learn in large jumps, absorbing
material almost randomly without seeing connections, and then suddenly “getting it.” They
tend to be able to solve complex problems quickly or put things together in novel ways once
they have grasped the big picture, but they may have difficulty explaining how they did it.

How Can Trainers Help Sequential Learners? One useful technique here is to provide
trainees with a copy of the lecture material with blank spaces in place of key terms and defini-
tions. Ask trainees to fill in the blanks as the training progresses. At the end of the module, as a
review, go through the blank spaces and ask the trainees to tell you what should be in the space.
You can help strengthen the trainees” global thinking skills by asking them to relate each new
topic to things they already know.

How Can Trainers Help Global Learners? Before beginning each module, indicate how
that module fits into the overall purpose of the training. Follow this up with how the module
fits into the world of the trainees. As indicated earlier, one way to do this is to get the trainees to
make the connection between the new topic and things they already know. This helps the global
learner to put the new topic into a familiar context and see the connections. Fortunately, there
are steps you can take that may help you get the big picture more rapidly.

ACTIVE VERSUS REFLECTIVE LEARNERS

* Active learners tend to retain and understand information best by doing something active
with it—discussing or applying it or explaining it to others. These trainees want to try it
out and see how it works because that’s how they most effectively process the new infor-
mation (e.g., symbolic coding, cognitive organization, and symbolic rehearsal). Because
they process information externally, these trainees like working in groups.

¢ Reflective learners prefer to think about the new information before applying it. They are
more comfortable processing the new information internally, before using it externally.
These trainees prefer working alone so that they can complete their internal processing of
the information.

¢ Sitting through lectures without any activity except taking notes is hard for both learning
types, but particularly hard for active learners.

How Can Trainers Help Active Learners? Create time for group discussion or problem-
solving activities as part of the training. If training requires work outside the classroom, have
the trainees work in teams.

How Can Trainers Help Reflective Learners? Before moving to group activities, have
the trainees engage in individual thinking. At the end of each module, ask trainees questions
about the content. Also, ask them to think of possible applications. It will also help this type of
learner if you allow some time at the end of the module for them to write down a summary of
the material in their own words.
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WHAT’S A TRAINER TO DO? Typically, a training class is filled with trainees that have a mix of
preferred learning styles. If the training is of short duration, this will not matter too much. As
noted earlier, everyone has the ability to learn material presented in their non-preferred style.
However, if the training is more extensive, this becomes a problem as learners will “turn off”
and stop learning because the cognitive load becomes too great (too much stress on the train-
ee’s cognitive processes). The most effective approach in this instance is to design the training
to tap into the whole brain. That is, design in components to each module that cater to each of
the learning styles. For example, your lecture covering the content of each module should be
accompanied by lots of diagrams, graphs, charts, and such. Organize the lecture so that you
start out with the big picture and then begin covering the details in a sequential manner.
Create sets of exercises that ask the trainees to use memorized facts and details and other sets
of exercises that ask them to identify relationships and possibilities. Some of these exercises
should have the trainees actually using the material, and other exercises should have them
thinking and reflecting on the material. As you can see, our advice here is to design the train-
ing to accommodate all styles of learning unless you have the luxury of limiting the trainees
to a certain learning preference.

The individual difference issue is complex, and interactions are not easy to generalize
to different situations.!® Note in Figure 5-1 that training design A produces better results
for those at all levels of the particular trait, suggesting that training design A is the method
of choice. In Figure 5-2, however, design A provides positive results for those high in the
trait but not for those low in the trait. In contrast, training design B provides positive
results for those low in the trait but not for those high in the trait. Ideally, those low in the
trait should receive training design B, whereas those high in the trait should receive train-
ing design A. When you are not able to create separate programs for differences in traits,
we are suggesting that you will want to design the training to accommodate the different
traits as much as possible. This method offers the advantage of covering the same learning
point in different ways, thus facilitating the learning process for everyone. Disadvantages
include increased time to complete training and higher costs to design and develop the
training than would be the case when simply providing one mode of instruction. However,
this expense must be weighed against the cost of putting people through training who can-
not learn the required KSAs.

An alternative is to create separate training programs designed around the traits of each
group. Here, the training is tailored to the individual trait(s), but multiple training programs
need to be designed, developed, and implemented. Time for each individual group to complete
training is minimized, but the time for everyone to complete the training is higher and cost of
development is high because the training is different for each group.
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Motivation of Trainee

As the performance formula (P = M X KSA X E) indicates, if motivation is lacking, no learning
is likely to occur. Thus, training should be designed not only to provide KSAs but also to moti-
vate trainees to learn those KSAs and apply them to their jobs.

SELF-EFFICACY Recall from Chapter 3, self-efficacy (as it relates to training) is the feeling we
have about our ability to successfully complete training. Those with high self-efficacy are not
only more motivated to learn, but also more likely transfer the learning to the job.!” An indi-
vidual’s self-efficacy is based on several factors. Recall from Chapter 3 that these factors are a
person’s prior experiences, feedback from others, behavior models, and emotional arousal.
Three of these can be influenced prior to training; the fourth (prior experience) can be influ-
enced during training, and will be discussed under “Elaboration Theory.”

So, how do we influence an employee’s self-efficacy prior to training? Let’s first look at
feedback from others. Both supervisors and peers can play an important role here. They need to
provide positive feedback regarding the employees skills, and indicate confidence in the
employee’s ability to complete the training successfully. This will enhance an employee’s self-
efficacy.’ How about behavioral models? We know self-efficacy can be improved through
vicarious learning.?! So what we need to do is have the employee observe peers that are similar
and who have successfully completed the training and transferred the learning to the job.
Finally, we need to reduce anxiety (emotional arousal). Recall that one of the reasons for devel-
oping clear behavioral objectives is to reduce the anxiety of trainees. Getting these objectives to
trainees early on (before actual training) would help to reduce anxiety, and improve an employ-
ee’s self-efficacy. Additionally, pre-training communications should be designed to put the
trainees at ease about their ability to learn the material. So, an important part of any TNA should
be to determine the trainees’ self-efficacy. For those who have low self-efficacy, consider using
the methods above help raise it before training.

Suppose one of your older supervisors has poor relations with her subordinates. Sending
her to training to provide her with better interpersonal skills is fruitless unless she believes she
can master the skills being taught. The person analysis of the TNA indicates she has low self-
efficacy. Being older, and set in her ways, she actually is quite sure that learning new interper-
sonal skills is hopeless. How can we help? First, have supervisors and peers tell her they are
quite confident she can master the skills taught. They can point out other new approaches they
have seen her learn. Second, provide her with the opportunity to observe and talk with some
older supervisors who have completed the training and are successfully using the skills. Third,
provide her with clear objectives for training ahead of time so she will not be anxious about the
unknown. These three interventions can help to improve her self-efficacy (and resulting moti-
vation) to succeed in the training.

EXPECTANCY THEORY IMPLICATIONS Let’s return to the intervention mentioned earlier. We
have a trainee who believes she cannot master the skills. The intervention before training pro-
vides her with information that shows that she can succeed in the training (increasing her self-
efficacy regarding the training). In expectancy theory terms, we are influencing Expectancy 1
(E1, the belief that effort will lead to desired performance). Also, by clarifying the positive out-
comes of training, we make trainees aware of what can be achieved by being successful in train-
ing. Finally, by showing that training increases the positive outcomes, we influence Expectancy
2 (E2, the belief that desired performance will lead to desired outcomes). Increasing the expec-
tancies (1 and 2) and also the number of positive outcomes will have the net effect increasing
motivation to be successful in training.

No one consciously goes systematically through all the steps suggested in expectancy the-
ory to make a decision, but unconsciously, such a process does occur. Understanding the pro-
cess helps focus on an important process that influences motivation. An example will illustrate
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the point. A TNA in the area that Bill supervises found productivity to be lower than expected.
It was also found that Bill’s subordinates were afraid to talk to him about problems they experi-
enced doing their work. An interview with Bill revealed that he believed that the best way to
supervise was to be tough. “If they are afraid of what I might do to them if they screw up, they
will work harder,” he said. Bill seemed to like the idea that subordinates were afraid of him. On
the basis of this information, Bill was encouraged to attend a training workshop. The workshop
covers active listening, effective feedback, and other skills designed to teach supervisors how to
interact better with subordinates, peers, and superiors. Will he be motivated to learn these
skills? Let’s look inside Bill’s head, as represented in Training in Action 5-1.

To answer the question of whether Bill will be motivated to learn, we need to examine the
factors in expectancy theory. What does Bill consider to be possible outcomes of successful
training, and what is the attractiveness (valence) of each of the outcomes? An examination of
Training in Action 5-1 indicates that he sees promotion as one outcome, and it is a fairly attrac-
tive outcome (7 on a 10-point scale). Less stress is another outcome, but one not especially attrac-
tive (4 on a 10-point scale). Altogether Bill identified six outcomes that might occur if he is
successful at training. If he is unsuccessful, he identifies three outcomes, and all three are attrac-
tive; the lowest is an 8 on a 10-point scale. Notice that Bill does not perceive that his training can
have any effect on the productivity of his workgroup.

Now examine the likelihood that Bill believes that the outcomes he identified will actu-
ally occur (E2) if he is successful or unsuccessful in training. If successful in training (improves
his interpersonal skills), the likelihood of his being promoted is low (0.2, or a 20 percent prob-
ability). The likelihood he will feel less stress is quite high at 0.8. All others are somewhere in
between. If he is unsuccessful (does not learn the new skills), the probability that he will not
have to change his behavior (he will behave in the same manner as before) is 1.0, or absolutely
guaranteed. If he is not successful in training, no one would expect him to change his behav-
ior. Similarly, because he has not changed his behavior, employees will still be afraid of him
(probability of 1.0); he will be the same old Bill, and his peers will not ridicule him. As for
Bill’s belief about his ability to complete training successfully, he believes that if he really
tries, it (E1) is 0.5. If he does not try, he believes that the likelihood of being unsuccessful is
1.0, or guaranteed to happen. Let’s determine whether he is likely to try in training through
the following calculations:

Formula
E1[(E25utcome1 X Voutcomel) + (E20utcome2 X Voutcome2) T+ * + (E2outcomes X Voutcomes)]
where V is the valence or attractiveness of the outcome.
Will try in training
0.5[(0.2 X 7) + (0.6 X 8) + (0.7 X 6) + (0.8 X 4) + (0.4 X 7) + (0.6 X 9)] = 10.9
Will not try in training
1.0[(1.0 X 10) + (1.0 X 8) + (1.0 X 9)] = 27.0

On the basis of these calculations, it is clear that Bill will not be motivated to learn in the
training. The motivation to not try is substantially higher than the motivation to try. What can be
done to influence Bill to learn? A number of approaches can be taken. First, recall from Chapter 3
that expectancies are beliefs about the way things are. They can be influenced in many ways (e.g.,
past experience, communication from others). If Bill heard from other supervisors that the train-
ing was not difficult, he might change his belief about how difficult it would be to complete the
training successfully (Expectancy 1). If Bill learned that supervisors who were successful in train-
ing were promoted more often than others, this information would influence Bill’s belief that if
he completed training, he would get promoted (Expectancy 2). If those who go to training gener-
ally receive higher pay raises and Bill is not aware of this fact, make him aware of the



5-1 | Training in Action

Analysis of Bill’'s Motivation

What are the outcomes Bill sees and their attrac-
tiveness (valence) to him (on a scale of 1 to 10)

Outcomes If Successful Valence
Promotion 7
Better at job 8
Less tension between Bill and 6
subordinates

Less feeling of stress 4
Better relationship with union

Fewer grievances 9

How likely is it that if Bill is successful or unsuccessful,
these outcomes will actually occur (Expectancy 2)? These
expectancies are based on Bill’s belief that they will occur

Outcomes If Successful Expectancy 2 Valence
Promotion 0.2 7
Better at job 0.6 8
Less tension between 0.7 6
Bill and subordinates

Less feeling of stress 0.8

Better relationship 0.4

with union

Fewer grievances 0.6 9

Finally, how likely does Bill think it is that he could learn
the new skills if he really tried (Expectancy 1)? This likeli-
hood is also expressed as a probability (0 to 1.0).

In this case, Bill believes that the skills will be difficult
for him to learn, and he also believes that “leopards cannot
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if he is successful in training versus if he is unsuc-
cessful?

Outcomes If Not Successful Valence
Does not have to change behavior 10
Employees still afraid of him 8
Not ridiculed by coworkers for being a 9

nice guy

and range from 0.0 (not at all likely to occur) to 1.0 (guar-
anteed to occur).

Outcomes If Not

Successful Expectancy 2 Valence
Does not have to change 1.0 10
behavior

Employees still afraid 1.0 8

of him

Not ridiculed by 1.0 9

coworkers for being a
nice guy

change their spots.” Therefore, Bill believes that if he really
tries, there is only a 0.5 chance that he will be successful.
On the other hand, if he does not try, he definitely (1.0) will
not learn or change his behavior.

relationship between training and the raise (Expectancy 2). This relationship will add an addi-
tional positive outcome to Bill’s calculations, with a high probability of occurring.

It is also possible that Bill did not consider some potentially positive outcomes such as
“Improved productivity in his area,” “Respect from upper management,” “Better relationship
with family and friends” (because he also will be able to use the skills in his personal life), and
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“Better able to persuade others of his point of view.” Once made aware of these outcomes,
depending on their attractiveness, the motivation may be altered to try rather than not. For
example, “Respect of upper management” might be a given (E2 = 1.0) for all those who success-
fully complete the training. If this outcome were highly attractive to Bill, it would go a long way
toward changing the decision to “try.”

Other ways to influence Bill’s motivation to learn can focus on enhancing Expectancies 1
and 2 and clarifying the types of outcomes that will result from successful training. As Bill’s
supervisor, you could do the following:*?

e Discuss Bill’s job performance and job-related goals and reach agreement that he needs to
improve some set of KSAs to achieve those goals. Providing focus on goals presents spe-
cific outcomes that the trainee might not have considered.

e Agree that this particular training program is the best alternative available for achieving
the desired improvement (Expectancy 1).

e Agree that demonstrated improvement in the identified KSA area will result in desirable
outcomes for him (Expectancy 2).

These steps should result in Bill’s realizing the advantages of successful training and
should make his attitude more positive. In the design of training, therefore, it is important to
include such pretraining interventions. An integral part of a training design might be working
with the supervisors to ensure that the suggested discussions take place. In large organizations
with well-organized HR functions, the trainee—supervisor discussions might take place in the
formal performance review. A portion of any thorough review is the developmental aspect,
which is useful for the supervisor to use with subordinates in determining training needs and
increasing the motivation to learn.

As noted earlier, it is not likely that anyone consciously goes through the expectancy
model process because many of the factors are not known. But the model is still useful. It pro-
vides evidence of the complexity of the motivational process and what factors to consider when
meeting with a subordinate to discuss their development and motivate them to improve.
Discussion regarding his desired outcomes, his belief in achieving them, and his beliefs about
successfully completing training can assist in helping change the person’s perceptions and
improve motivation, without resorting to the complex analysis mentioned earlier.

IMPLICATIONS FROM CONDITIONING AND REINFORCEMENT (THE ENVIRONMENT)

Classical Conditioning Recall from Chapter 3 that classical conditioning takes place
without awareness. We salivate when we smell something we like cooking because of prior
learning. Emotional responses can be conditioned in a similar manner. A trainee who had bad
experiences in school might feel anxious and even sick on entering a training room set up like a
school classroom. Trainees who experience high stress in their jobs become conditioned to feel
stressed when they arrive at work. Eventually, just seeing the building begins to create the stress
because the two events are so often paired. Having someone in such an emotional state does not
facilitate effective training, which might be a good reason to hold the training off-site for
employees of this type. The point here is that some situations are associated with unpleasant
emotional conditioned responses. Pleasant emotional responses are conditioned to other situa-
tions. When designing training, in most circumstances, you want to create situations that are
pleasant. When the trainees are comfortable both physically and emotionally, they are better
able to focus their attention on training. For these reasons, it is useful to know in advance as
much about the trainee as possible.

Operant Conditioning Recall from Chapter 3 that if a particular behavior is immediately
followed by a reward, the behavior is likely to be repeated. Also, punishment that immediately
follows a particular behavior will decrease the likelihood of that behavior continuing. The fol-
lowing are important points to consider in the design of effective training;:
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¢ Know the things your trainees will see as rewarding and those that will be seen as
punishing.

* Plan to reward at lower levels for effort and at higher levels for success using successive
approximations.

® Use both tangible and intangible rewards. Do not underestimate the power of trainees
learning how to self-reward. Sometimes trainers will give coupons to trainees as a recogni-
tion and reward for participating in training exercises. These coupons are then redeemed
at the end of the day for prizes such as books and/or other mementos related to the
training.

* Do not forget that feedback is a reinforcer and key element in learning. Design feedback to
show what the trainee did well and what needs improvement.

The following example illustrates these points.

Some trainees are reluctant to role-play. However, the role-play is an effective method
for achieving behavior change. If role-plays are incorporated into the training design, it is
important to ensure that positive reinforcement, rather than punishment, follows. For exam-
ple, the two trainers might first act out a simple role-play to demonstrate how it is done. After
it is over, the trainers thank each other and point out some positive things that each did dur-
ing the role-play. They might then indicate that they would like someone to volunteer to do
another simple role-play; when the trainee is finished, the trainer and the other trainees
applaud the efforts. Of course, this approach is successful only if the applause is seen as both
real and reinforcing. You might then give the trainee feedback, highlighting the positive
things done, and present the trainee with a “participation ticket” that can be exchanged later
for a training memento.

GOAL SETTING Goal-setting research consistently demonstrates that specific, challenging goals
result in higher motivation levels than do no goals or the goal of “do the best you can.” Specific
goals direct the individual’s energy and attention toward meeting the goal. Several conditions
related to goal setting affect performance:>>

¢ Individuals who are given a specific, hard, or challenging goal perform better than those
given specific easy goals, “do the best you can” goals, or no goals.

* Goals appear to result in more predictable effects when they are given in specific terms
rather than as vague intentions.

® Goals must be matched to the ability of the individual so the person is likely to achieve it.
Being able to achieve the goal is important for an individual’s self-efficacy, for that is how
individuals judge their ability to perform well on the tasks. For this reason, the analyst will
need to design intermediate goals that reflect progress.

e Feedback concerning the degree to which the goal is being achieved is necessary for goal
setting to have the desired effect.

e For goal setting to be effective, the individual needs to accept the goal that is set.

What is the application of this goal-setting research to training? Well, what better way to cap-
ture the interest and attention of trainees than to provide them with individual goals? Learning
objectives, discussed earlier, are a form of goal setting and could provide challenging, specific
goals. These goals provide the measuring stick against which trainees can evaluate their progress
and from which they derive self-satisfaction as they progress.

GOAL ORIENTATION Goal orientation, although studied in children for years, has only recently
been researched in an organizational context. It is the degree to which an individual is predis-
posed toward a learning goal orientation versus a performance goal orientation.?* Those with a
learning goal orientation focus on the learning process. They seek challenging tasks to increase
their competence, see negative feedback as important information to help them master the task,
and see failure as a learning experience. One result from this learning goal orientation is
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persistence when having problems doing a Com%olex task. Research shows that a learning goal
orientation is associated with increases learning.

Those with a performance goal orientation differ because they focus on the end result.
They wish to be seen as competent and, therefore, desire favorable feedback. They prefer easier
tasks where they are able to demonstrate their competence rather than learning something new.
A result of having this performance goal orientation is avoidance of complex tasks for fear of
failure, limited persistence, and a tendency to be easily distracted.?®

In an organizational setting, those with a performance goal orientation have a strong
desire to impress others and focus on the outcome of their performance. Those with a learning
goal orientation focus on mastery of the task to develop their competence, acquire new skills,
and learn from their experience.?” The research using goal orientation in an organizational /
training setting has only been going on for a few years, but much of it concludes that it is better
to have a learning goal orientation than a performance goal orientation in a training setting.?® In
other words, the focus should be on the process of learning new things rather than on some end-
product performance goal.

Although there is evidence that goal orientation is a trait, the trait can be influenced by the
situation. In fact, it seems that as long as there are situational cues suggesting a focus on learn-
ing rather than performance, the situational cues will override the goal orientation trait.?’
Furthermore, these findings tend to be supported when the task is complex and requires new
knowledge and strategies.*

What has this to do with design of training? First, it provides support for designing the
training of complex tasks with the simple examples before moving to the more complex. You
will see how to do this later in the chapter, when we discuss elaboration theory (ET), a macro
theory of training design. The use of simple tasks at the beginning will help negate the influence
of goal orientation. Also, getting trainees to experience success early in training will lessen the
effect of goal orientation. The use of practice and feedback will be useful in this regard. In active
listening, for example, using the easiest situation possible for beginning to practice a new skill,
providing positive feedback, and suggesting alternative methods of response keep the focus on
learning. In summary, goal orientation seems to be a personal trait that is influenced by cues in
the training environment. A training design that starts with the simplest examples and provides
positive feedback should negate the negative effect of a performance goal orientation.

So far, we have discussed getting and keeping trainees interested in the training. Now let
us examine how to facilitate the learning process. In this regard, a number of important factors
need to be addressed when you are designing a training program. These factors will be pre-
sented under two headings: facilitation of learning and facilitation of transfer. Facilitation of
transfer, of course, also helps facilitation of learning.

FACILITATION OF LEARNING: FOCUS ON TRAINING DESIGN

Developing effective training programs requires an understanding of how individuals learn.
Learning is at the heart of training. In order to facilitate learning, we must make sure our training
design accommodates the trainees’ learning processes. We do this by first looking at how effective
training practices correspond to social learning theory (SLT). We then look at instructional design
theory and see how the concepts from SLT are incorporated into an effective training design.

31

Social Learning Theory

As noted in Chapter 3, SLT provides a broad description of the process of learning yet is rela-
tively easy to understand. Let’s examine the parts of SLT as they relate to training. Specific
training events that correspond to the specific learning processes are illustrated in Table 5-8.

ATTENTION/EXPECTANCY Social learning theory (see Figure 3-5 on page 91) indicates that the
trainee’s motivation influences where attention is directed. Trainees attend to things in the
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TABLE 5-8 Learning Processes and Corresponding Training Events

Learning Process Training Events
Attention/Expectancy Creating the learning environment, pretraining communications, statement
of objectives and purpose, highlighting of key learning points

Retention

Activation of memory Stimulation of prior related learning
Symbolic coding and Presentation of various encoding schemes and cognitive images, associations
cognitive organization with previously learned material, order of presentation during training
Symbolic rehearsal and Case studies, hypothetical scenarios, aids for transfer of learning (identical
cues for retrieval elements or general principles)

Behavioral Reproduction Active and guided practice (role-plays and simulations)

Reinforcement Assessment and feedback (positive and/or negative)

environment that are most important to them. Thus, the learning environment and process
should be structured so that the most important things are the learning events and materials.
Attention distracters need to be removed and creature comforts attended to.

Eliminating Distractions The room should be at a comfortable temperature, not too hot
or too cold. People are generally comfortable at a temperature between 71 and 73 degrees
Fahrenheit, with a humidity level at about 50 percent. The walls should be a neutral but pleas-
ant color, free from distracting objects (e.g., posters, notices, and pictures unrelated to training).
The room should be soundproof. The room should have no view to the outside, but if the room
has windows, close the shades or curtains. Ideally, the learning facility will be away from the
workplace, so trainees can concentrate on learning rather than be sidetracked by what might be
going on at work. If the training must be conducted at the work site, establish a rule that no
interruptions are allowed (from bosses, subordinates, or others who “just need a few minutes
with . . .”). This rule also means no phones, beepers, or other communication devices while
training is being conducted. Communicating with the work area can be important, so the train-
ing facility should have a system for incoming messages that can be delivered to trainees during
breaks and after completion of training.

The seating should be such that trainees will not become uncomfortable over a two-hour
period, but not become so comfortable that they must fight off sleep. Choose comfortable, flex-
ible, cloth-covered chairs with armrests. Trainees will also need a surface on which to place
their training materials, for engaging in exercises and for writing. Sometimes it is not possible to
address some of the elements we identified earlier. In those instances, it is important to let the
trainees know that the situation prevents you from dealing with the issue. For example, if you
are unable to control the room temperature, you might say something like “The temperature in
the room is not adjustable and it might get a little warm. I've left the doors open so air can circu-
late, but if people walking by or talking in the hallway become a distraction I'll need to close
them. Please let me know if you are getting too warm and we’ll take a short break.”

Schedule training activities with the following rule in mind: “The brain can absorb only as
much as the seat can endure.” Breaks should be scheduled so that trainees do not have to sit for
too long at one time. Provide refreshments if trainees are likely to be hungry at the start of or
during training. A growling stomach is a significant force in taking the trainee’s mind off the
learning. Remember, food is a reinforcing, so it is important to create positive associations for
training while keeping trainees attentive. If lunch is provided, it should be light and not contain
large amounts of carbohydrates, which tend to make people drowsy. Also avoid turkey, because
it is sleep inducing. Remember how you feel after a turkey dinner? Obviously, alcohol should
not be available while training is going on.
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Attracting Attention The first steps in motivating your employees and setting their
expectations are to notify them that they will be participating in the training, inform them of the
nature of the training, and explain its job-related benefits. This pretraining communication
should, at a minimum, state the purpose and agenda, the type of attire that is appropriate, and
provide contact numbers in case there are questions. You should also inform them if refresh-
ments are going to be available. At the outset of training you should state the learning objec-
tives, and review them at strategic points throughout. Reiterating the objectives helps keep the
focus of training on the desired outcomes and attention on the important training activities.
However, it is not enough for the trainer simply to state the objectives from time to time. The
trainees must accept those objectives. To this end, at the beginning of training, ask trainees to
describe how accomplishing the objectives will lead to resolving job-related problems. This
exercise not only focuses trainees’ attention on the learning objectives but also builds commit-
ment that will facilitate the transfer of new KSAs back to the job.

In addition to accepting the learning objectives, trainees must also feel that the objectives
are achievable. This principle comes directly from both expectancy theory and goal setting. The
following is a way you can design achievable goals into the training. At the start of training, the
overall objective might seem difficult, if not impossible, to achieve. Point out that the overall
objective is just the final step in a series of obtainable sub-objectives. Research on goal setting
suggests that following this procedure will result in higher levels of trainee learning.>? Suppose
the purpose of a one-day seminar was to “use the conflict resolution model to calm an irate cus-
tomer, without giving in to his request.” The thought of calming an irate customer using a
method (conflict resolution model) that the trainees know nothing about might raise trainees’
anxiety level. An intermediate objective that stated, “Respond to a single angry comment using
active listening,” does not seem as imposing and would provide a view of one of the steps
toward reaching the overall objective.

Finally, the trainees” attention should be focused on the critical aspects of each step in the
learning process. Techniques for highlighting the important points should be built into the
learning activities so that the appropriate material is processed into permanently stored infor-
mation.*® The method of highlighting will vary according to the instructional method (e.g., case
study, lecture). In the example of conflict resolution training discussed previously, suppose the
training included a videotape of the correct steps. As the video progressed through the various
stages of the conflict resolution model, these steps would flash on the bottom of the screen. This
model begins with active listening, so as the video shows the person using active listening,
“Active Listening” will be flashed on the bottom of the screen. This device would give the
trainee an idea of how to perform each step and how the steps integrate into the total model.

RETENTION An individual goes through four stages in the process of retaining something she
is taught:

1. Activation of memory

2. Symbolic coding

3. Cognitive organization

4. Symbolic rehearsal and cues for retrieval

Activation of Memory The Social Learning model does not identify the activation of
memory as a separate process but includes this as a part of the symbolic coding process. We
have separated these two processes to show how each is an important consideration in the
design of training. Information that is attended to is transformed into symbolically coded (typi-
cally as language) long-term memory. From there, it is called up when the appropriate cues are
present.3* Before the symbolic encoding process can begin, relevant prior learning must be stim-
ulated, so connections between the new information and the old can be established. The trainer,
through stimulating the recall of the relevant prerequisite learning or prior supportive learning,
can facilitate this process.
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Assume that the trainer has already discussed the various management styles and now
wants the management trainees to learn the “relevant employee characteristics” for matching
managerial style to the needs of the subordinate. The trainer can stimulate the recall of the pre-
requisite learning by asking the trainees, “Which employee characteristics are important for
determining what management style to use?” Perhaps the trainees provide a few characteristics
that are related to a few of the styles, but seem to have run out of ideas. Recalling supportive
prior learning can be stimulated by asking the trainees to draw on related experience. In this
case, the trainer might say, “Think back to employees you’'ve dealt with in the past that seemed
to have given you problems. What were their dominant characteristics? What would be an
appropriate management style for you to adopt with them?” This activity would recall informa-
tion supporting the new learning, providing a context for the new learning to occur.

Symbolic Coding and Cognitive Organization Once the appropriate prior learning is
recalled, the trainee is ready to encode the new information. The trainer can facilitate the encod-
ing process through the technique of guided discovery. Typically, the trainer makes statements
and then asks a question. Assume that the trainees just watched a video of a supervisor and a
subordinate discussing the subordinate’s work performance. After watching the video the
trainer might say, “Remember, certain employee characteristics are more closely related to how
the employee approaches the work situation. In the video, how did the employee approach the
work situation and what characteristics are most likely to influence this approach?” The state-
ment is intended to stimulate relevant prior learning, and the question is designed to allow the
trainee to discover the appropriate rule from the cues provided. The question should not con-
tain all the information needed for the answer but should suggest a strategy for discovering the
answer. The trainee develops a coding scheme that relates the new learning to prior learning by
engaging in guided discovery with the trainer.

Encoding can be enhanced through the use of images, in addition to being coded as verbal
propositions. When symbolic coding incorporates both verbal propositions and images, reten-
tion of the information is improved, probablgl because image retention and language retention
occur through different cognitive channels.* The addition of visual material in support of the
oral and written language increases the trainees’ ability to remember the information. So, in
communication training, when you are explaining what active listening is, the showing of a
video of active listening being used will help the trainee to accurately code the concept.

Cognitive organization is intimately tied to symbolic coding. When you develop the
materials and the flow of a training program, you should make sure the new learning builds on
relevant older learning. This will help assure that the new learning is organized into the cogni-
tive structure correctly. Similarly, the use of visual models that show how the information fits
together will be very helpful in facilitating the cognitive organization of the new material.

As you design the flow of training, you want to help the learner organize the new material
by providing various organizational strategies. Imagine a training program on conflict resolu-
tion. The model of conflict resolution has four steps; active listening, indicating respect, being
assertive and providing information. The TNA indicated all trainees have had previous training
in active listening. The training, therefore, will build on this prior knowledge. You might ask
trainees to recall their active listening skills, and how using it might help in a conflict situation.
This will provide a background for the other three steps and how they integrate into the prior
learning, which helps in assuring cognitive organization.

Symbolic Rehearsal Symbolic rehearsal is a type of practice. It is practicing in your
mind, as when the trainer asks the trainees to imagine a hypothetical situation and discuss
how they would behave. At this point, the trainees are not actually doing what they have
learned to do—they are thinking, talking, or writing about it. Case studies provide one form
of symbolic rehearsal. Trainees read about a situation and describe how they would handle
the situation. See Training in Action 5-2 for a different way of providing an opportunity for
symbolic rehearsal.
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Training in Action

Using Symbolic Rehearsal to Facilitate Retention

The following is a transcript from a training class regarding
a Training Needs Analysis

Professor:

Professor:

Professor:

Burt:

Professor:

Jan:

Professor:
Helen:

That’s all I have to say about a TNA, does
anyone have any questions?

Silence

OK I want you to imagine you are going to
do a TNA for a small organization of about
50 employees. There is 1 manager (owner) 4
supervisors, and 3 clerical and 42 employees
made up of welders, metal workers and
laborers. The owner has asked you to come
in and train her supervisors as they have
had no supervisory training whatsoever.
What I want you to do is first create a list of
questions you would want to ask and who
you would ask. Once you’ve done that, then
in your groups discuss the questions and
come up with a list to share with the rest of
the class.

20 minutes elapse

So, how about Group 3, what have you come
up with?

Well, we have lots of questions for the opera-
tional and person analysis, but as a group,
we have disagreement as to the need to do
an organizational analysis, so we have no
questions in that category.

What about the other groups, is an organiza-
tional analysis necessary? Yes Jan.

We had the same argument, some of us think
you always need to do an organizational
analysis but a few of us disagreed. Those of
us that believe it is necessary have generated
some questions for the organizational analy-
sis but there is still the disagreement as to its
necessity.

What about your group Helen?

We have a number of organizational analysis
questions as we all believed it is necessary to
do all three levels of analysis whenever you
are doing a TNA.

Professor:

Pat:

Professor:
Helen:

Professor:

Jan:

Professor:

Alright let’s hear the reasons an organiza-
tional analysis is not necessary under these
circumstances. OK Pat let’s hear from you.

Well it is a small organization and clearly the
owner just wants us to provide some basic
supervisory skills.

Helen, you obviously disagree, why?

Well even in a small organization there may
be obstacles or poor feedback mechanisms in
place that could be preventing supervisors
from using effective supervisor skills they
may already know. Or, even if they don’t
have the skills these obstacles could be in
place. When we train the supervisors in the
appropriate skills, they would not be able to
transfer the training because the obstacles or
feedback issues haven’t been identified and
dealt with. In that case, we would have
wasted the company’s time and money.

Well does that make any sense to those why
thought one might not be necessary?

I see a lot of you nodding your heads yes. So,
do you see what happened here. By getting you
to symbolically rehearse what you might do,
and discussing this with your group, we identi-
fied an important issue that needed to be
resolved. In SLT jargon we have made sure that
all of you have symbolically coded and cogni-
tively organized the material in an appropriate
manner. I would think that now after this little
exercise, we all understand the importance of
the organizational analysis in all situations. Do
you agree? Does anyone have anything to add?
Well I am glad we did this in class as it is an
argument we would have definitely had in
our groups eventually, given our project.

Good, yes Jan I agree, and this is but one more
method to assure that symbolic coding and cog-
nitive organization have taken place accurately.
Now that we have accomplished that, let's go
through the questions you came up with for
each of the categories and discuss them.

BEHAVIORAL REPRODUCTION Behavioral reproduction is the transformation of the learning
into actual behavior. Pilot training provides a clear example of the difference between behav-
ioral reproduction and symbolic rehearsal. Pilots go through an extensive training process in
learning how to fly a new aircraft. They read manuals, attend lectures, watch videos, and engage
in computer-assisted, self-paced learning modules. Once a sufficient amount of learning occurs,
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the pilot trainees demonstrate their knowledge of procedures through discussions with the
trainer and one another about what they would do in specific situations. Trainees are given
written or visual scenarios and asked how they would respond. All of these activities are sym-
bolic rehearsal. When trainees demonstrate sufficient cognitive command of the aircraft’s sys-
tems, procedures, and capabilities, they are put into flight simulators, which allow them to
practice flying the aircraft. After they demonstrate competence flying the aircraft in simulation,
they fly the actual aircraft under the supervision of an experienced pilot. The simulation and
supervised flights are behavioral reproduction activities.

Design Theory

There are several theories related to the effective design of training. Some, such as component
display theory,% are specific only to cognitive learning, and others focus only on attitude
change.?” For more information on these and many others, you should consult Instructional-
Design Theories and Models, Volume III: Building a Common Knowledge Base by Charles Reigeluth.?®
For our purposes, we will examine two design theories with a broader application: elaboration
theory (ET),* a macro theory of design, and the micro theory of Gagné and Briggs.*’

Theories of training design are not theories in the traditional sense, because they do not
predict cause-and-effect relationships. They prescribe methods of presenting what is to be
learned in a way that enhances the likelihood that the learning will occur. So instructional
design theories offer guidelines for designing effective training in terms of what techniques to
use in what situations.*!

ELABORATION THEORY Elaboration theory is a macro theory of design. It is based on a holistic
alternative to the part/whole sequencing that is usually followed in training. This holistic
approach is more meaningful and motivational for learners, because from the start they see and
get to practice the complete task.* It is relevant only for complex tasks (and is not applicable for
the design of attitudinal training). To understand when to use ET, it is necessary to understand
the issue of sequencing. Sequencing is the process of how to group and order the content of
training. It is directed at facilitating the “cognitive organization” aspect of SLT.

If you are training employees in the use of several software packages (word processing,
spreadsheet, e-mail use), sequencing is not important, and it does not matter which you teach
first. If the operating system is Windows and it is a part of the training, it would be necessary to
present it first (because all other programs require its use). In this case, sequencing is important.
Sequencing is important only when a strong relationship exists among the topics of the course.
So, if your training included producing charts from the spreadsheet program and integrating
them into a necessary word processing document, some sequencing would be necessary.

For the purposes of training different topics, two sequencing strategies are possible: topi-
cal and spiral (see Figure 5-3). Topical sequencing requires the complete learning of one topic
before moving to the next task. Spiral sequencing requires learning the basics of the first task,
then the basics from the second task, and so on. After completing the basic understanding of all
tasks, the learner moves to the second level of the first task to do the same thing. The advan-
tages and disadvantages to each of these strategies are depicted in Table 5-9.

TABLE 5-9 Comparison of Topical and Spiral Sequencing

Advantages Disadvantages

Topical Concentrate on topic, no interference from Once learned, move to the next topic, and the

other topic first is forgotten

Spiral Built-in synthesis and review, Disruption of learner’s thought processes when

interrelationships are more obvious and moving to the next topic
understood
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FIGURE 5-3
Comparison of Topical and Spiral Sequencing

A training program is seldom all one or the other, but a combination of the two, depending
on the relationships among the tasks being taught. Consider a weeklong workshop for supervi-
sor training on topics such as effective feedback, effective communication, providing perfor-
mance reviews, running an effective meeting, problem solving, and so forth. In sequencing these
topics, it makes sense to have feedback and effective communication before performance reviews,
because they will provide help in doing an effective performance review. They can also be taught
separately, using topical sequencing strategy. Consider another topic—problem solving. If you
were teaching a six-step problem-solving process, you might combine the methods of sequenc-
ing. Learning to define a problem correctly and brainstorming might be taught topically before
the problem-solving model is presented because they are stand-alone topics. Then the six-step
model could be taught using the spiral method. The learning process is facilitated, because some
tasks are learned independently. The complexity of the overall problem-solving process and
interrelationship among the steps suggest the use of the spiral approach.

Here is where ET comes in. Recall that it is only applicable to complex tasks and is based
on what Charles Reigeluth calls the Simplifying Conditions Method (SCM). As he states:

Regarding complex tasks, the SCM sequencing strategy enables learners to understand tasks holisti-
cally. . . . Holistic understanding of the task results in the formation of a stable cognitive schema to
which more complex capabilities and understanding can be assimilated.*3
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SCM is based on the notion that for all complex tasks, simple and more complex versions
exist. Consider driving a car, which is considered a complex task. Driving in an empty lot is
much less complex than driving on a freeway during rush hour.

The SCM is based on two parts, epitomizing and elaborating. Epitomizing is the process of
identifying the simplest version of the task, which is still representative of the task as a whole.
Elaborating is the process of identifying progressively more complex versions of the task. In the
design of training, the epitomizing version of the task is taught first, followed by increasingly more
complex (elaborating) versions of the task until the desired level of complexity is reached. Consider
the job of air traffic controller. The task is complex; they must assist several aircraft landings under
various weather conditions. Training would take place in a simulator when the computer would
simulate aircraft landing at the airport. First, determine the epitome: the simplest version of the task
possible while still representative of the complex task. It would be where only one aircraft is on the
screen, no wind or other adverse weather conditions are present, and the pilot is responding per-
fectly to the trainee’s instructions (when told to turn to heading 040 and descend at 100 feet per
minute, the pilot response is exactly that). Once this epitome is mastered, a number of elaborations
of the task must be mastered, each more complex, until the complexity required on the job is reached.
In the air traffic trainee’s situation, the first elaboration is to add a light crosswind, then perhaps
errors in responses from the pilot (first regarding the heading, then both heading and descent). The
final elaboration would be matched to the expectation of air traffic controller in the field.

The major advantage of this approach to training is that the more complete tasks are pre-
sented immediately, which should foster better understanding and motivate trainees as they
immediately see the relationship between what they are learning and the job-related tasks.
Evidence indicates that ET is not only effective but also appealing to trainees.** Students want-
ing to know more about the theory and see actual examples of its use are referred to work by
Carson and Curtis and others.*

This process of presenting the simplest form of the task (Epitomizing) and gradually pre-
senting more complex forms (Elaborating) until the level of complexity needed is reached also
helps the trainee develop a higher self-efficacy. Recall that earlier in the chapter, we discussed
three of the four methods of improving a trainee’s self-efficacy. These could be done prior to
training. The final method was personal experience. Personal successes (experience) through
gradual presentation of the task to be learned; first in simplified form (epitome), and continued
successes through the gradual increase in complexity (elaboration), leads to an increase in a
trainee’s self-efficacy. So, using the elaboration theory to design your training accomplishes two
things. First, such a design makes it easier to learn the concepts. Second, in allowing for con-
secutive successes, such a design actually helps improve a trainee’s self-efficacy.

Let’s go back to the older female supervisor who did not have a good relationship with her
subordinates and was sure she could not learn the new interpersonal skills. Recall we suggested
some ways to improve her self-efficacy prior to training. This would give her more confidence
in believing she could in fact master the skills. Now, in training if we use epitome and elabora-
tion of the skills (starting simple and moving slowly to more complex) she should have some
early successes in using the skills, which will improve her self-efficacy even more. As a result,
she would be more likely to not only learn the skills, but also transfer the skills to the job.

GAGNE-BRIGGS MODEL AND SOCIAL LEARNING THEORY The Gagné-Briggs model of instruc-
tional design,*® discussed in Chapter 3, is applicable to cognitive, behavioral, and attitudinal
learning. It provides a set of procedures to follow for each instructional event to enhance learn-
ing. The model identifies nine events of instruction, which are tied to social learning theory (see
Table 5-10). Note that the first event in the theory of instructional design is “attention,” which
parallels that of social learning theory. The next event, “informing of the objectives,” further
activates a process of getting the trainees’ “attention” focused on training goals. Stimulating
recall of prerequisite learning is one aspect of activating relevant memory. The one aspect of
social learning theory (SLT) that is not addressed in the nine-step model is activation of motiva-
tion. As you may recall from SLT (see Figure 3-5 on page 73), motivation needs to be activated
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7A:18=CE (8 Relationship Between Revised Gagné-Briggs Nine Events of Instruction and Social
Learning Theory

Training Module
(name of module)

Beginning

During Module

Ending of Module

Social Learning Theory

Attention/Expectancy

Create/reinforce positive
attitude toward training

Activate Motivation
to Learn

Discuss the value/
relevance of
achieving the
goal.

Retention

Symbolic coding

Cognitive organization

Symbolic rehearsal

Behavioral
Reproduction/
Reinforcement

Reinforcement

Ensure that trainees

see results of training

Sensitize trainees to
difficulty in transfer
training

Gagné-Briggs Nine
Events of Instruction

Gain attention

Inform trainee
of goals

Not included

Stimulate recall of
prior knowledge

Make relevant
Present material

Make interesting
Provide guidance

for learning

Elicit performance
Encourage
learning

Provide feedback

Assess performance

Enhance retention
and transfer

Factors to Consider

Provide introductory comments to
develop a relaxed atmosphere.

Describe the objectives for this
module.

As you are discussing the objectives
for the module have trainees explain
how they are related to the job.
Draw out examples of how achieving
the objective(s) will be of value. Use
guided discovery technique if no or
few examples are forthcoming.

Focus material on training

Develop links between previous
learning and the new learning
(activation of memory).

Use multiple media and make interesting.

Ask questions to obtain trainee
involvement.

Get trainees involved (symbolic
rehearsal).

Use relevant examples, and offer many
of them.

Provide relevant activities that allow
practice with the material (including
maximum similarity and/or different
situations).

Provide time to evaluate performance
level accomplished and provide feedback.
Tell trainees how they are doing or
design activity to provide feedback

Use an assessment tool (written or oral
to determine if trainees have the KSAs).
Allow trainees to indicate their comfort
with the material. Ask for any questions.

Review objectives to show what was
accomplished. Ask trainees to describe
how this could apply to the workplace.
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before learning can occur. So, in our discussion of the Gagné-Briggs model we have included an
additional step that activates motivation to learn. This is why Table 5-10 is titled the “Revised
Gagné-Briggs Nine Events of Instruction.” Let’s examine our ten events of instruction in more
detail. Typically a training program consists of multiple modules that are integrated to meet the
training objectives. It is important to remember as you go through the ten events that they can
apply to each module of a training program.

Gain Attention Attention can be gained in several ways (raise voice, clap hands, or a
comment such as “Now watch me carefully”), but is best when tied to the training at hand. If
the training was in problem solving, for example, ask the question, “How do you go about solv-
ing a problem?” or “We have high absenteeism; what should we do about it?” These types of
questions focus discussion on the types of problems trainees face and their typical problem-
solving approaches. This initial focus leads nicely into the introduction of the problem-solving
objectives. Another way to gain attention is to have the CEO/president welcome the trainees
and indicate how important the training is to the future of the company. High-level support for
training is always important, and when a key decision maker takes time to convey this support,
it is especially effective in getting trainees’ attention.

Inform the Learner of the Goal or Objective We covered learning objectives and their
importance in depth. Clearly, this step is important in getting the trainee focused and aware of
not only what needs to be learned, but also what will be required when training is complete.
Also, it is useful to tie the training back to the job and how it will help trainees be better per-
formers. Having done a TNA, you will find this an easy task.

Activate Motivation to Learn This step is not included in the Gagné-Briggs model.
However, it is a key process in SLT. Trainers need to activate the trainees’ motivation to learn
the new material or learning will not occur. Remember that motivation is one of the three fac-
tors that determine whether someone will perform. In this case, performance is learning and
without motivation, learning will not occur. One way to get trainees motivated to learn the new
material is to tell them how relevant the training is to their job performance and how valuable
the training will be to them. A better way would be to get the trainees to describe the training’s
relevance and value. This can be accomplished in conjunction with the preceding step (inform-
ing of the goal) and the following step (recall of prior knowledge). For example, the trainer
could ask trainees to think about problems they have experienced in their job (in the areas the
training is targeting). She could then identify the training objectives and as she does, ask the
trainees how achieving that objective would be of value. Using this approach the trainer should
be able to provide the link between learning the new material and the on-the-job rewards that
will follow (i.e., elimination of problems, easier to do, better performance and so on).

Stimulate Recall of Prior Relevant Knowledge This step is important to ensure that the
trainee has accessed the information/knowledge necessary for the learning that is about to take
place. At the moment of learning, all relevant prerequisite capabilities must be highly accessible
to be part of the learning event.*’ Suppose “team problem solving” training is to be conducted.
Previously, some brainstorming training and problem-definition training had been completed.
Now trainees should be thinking about these topics so that the previous learning will be acces-
sible to the problem-solving training. Ask for an explanation of brainstorming from a trainee, or
focus a discussion on these two topics and show how they are related to the present learning
task. Or simply review the two topics with a high level of participation from trainees.

Present Material to Be Learned Material is presented in a logical and understandable
format. This point seems obvious, but recall that what the trainer might think is obvious might not
fit in the trainees’ schema. To ensure understanding, the method of instruction should include
several questions designed to elicit responses from trainees regarding their level of understand-
ing. Highlight important points with verbal emphasis (raise voice, slow down presentation for
effect). Use easel sheets with bold print to highlight important learning points. Also, eliciting
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examples from trainees serves to ensure that trainees understand the material. The trainer in team
problem solving should list the steps on an easel board for all to see, with the sub-steps provided
under each of the main headings. Some simple examples of problems and the procedures to solve
them could be on a video for effect. The video could be stopped at each step to highlight the step
and the preparation for the next step. These examples reflect ways in which the organization and
presentation of material assist the trainee in their symbolic coding and cognitive organization.

Provide Guidance for Learning The key here is to guide the trainees to the appropriate
answer/conclusion, not just to tell them the answer. Get trainees to examine the possibilities
related to the topic, both right and wrong. When the solution is reached, the overall discussion
will have helped trainees obtain an in-depth understanding of the topic. Provide them with a
problem and ask for possible alternatives. For example, in problem-solving training, give train-
ees a problem such as “absenteeism is high” and ask them to “define the problem” (the first step
in problem solving). This task gets trainees thinking and providing different perspectives. These
different perspectives are shared, and all can assess (depending on whether the response was
correct) their own level of understanding. Providing numerous examples allows the trainees to
see the generality of the material to many situations. Asking for their examples confirms that
the material is being put into the correct context.

Elicit the Performance Here, trainees actually do it. For example, in the case of learning a
problem-solving model, they now would work in teams to solve a real problem. The problem
should be similar to or even the same problem they have been discussing all along. It should also
be the simplest type of problem they are likely to come across. Until now, working through the
solution was piecemeal; now, as a team, they do it as a whole integrated process without interac-
tion with other teams or the trainer. Once they are successful, provide a more complex problem
to solve—even suggest that they use one they previously encountered in their workplace.

Provide Feedback Once the team completes a process, a feedback session as to how they
did is essential. Feedback can be provided in numerous ways. Videotaping the session and going
over it with the team (time-consuming), sitting in on parts of each meeting and providing feed-
back, or having another team watch and provide feedback are all methods used to provide feed-
back. The type you use will, to some extent, be a function of the time available and the number of
trainees. Of course, designing a program in which training is spread over a number of weeks
would allow for more individual feedback between training sessions, but the benefits must be
weighed against the cost of trainer time. The important thing is that trainees know what they are
doing right and wrong, and that they can make corrections before training is complete.

Assess Performance The Gagné-Briggs theory indicates that learning should be assessed
after each topic is taught. So, after training on effective feedback skills and before moving to
performance appraisal training, you need to assess the learning that took place regarding feed-
back skills. The assessment need not be formal, especially when a formal evaluation may be
planned for the end of the training program. But some method of determining whether the
trainees learned the material is necessary. Questioning (for cognitive knowledge) is one way to
assess this. Asking trainees for a behavioral response (a skill) is also a form of assessment. This
approach has two purposes: It confirms that learning took place and provides for additional
practice at recalling the knowledge or performing the skill.

Enhance Retention and Transfer An important part of any training program is the
transfer of the training to the job. Designing the program to facilitate retention and transfer is
one of the more critical components of the training design. If the purpose of the training is cog-
nitive knowledge, the opportunity for review (retrieval of the information) needs to be pro-
vided at spaced intervals after the training is complete. The same applies to skills. All of the
support processes discussed earlier are relevant here. For an example of using the Gagné-Briggs
design theory to develop training, see Table 5-11. This is an example of an introductory module
of a multi-module training program designed to teach supervisors how to give feedback.



TABLE 5-11

Event

Gain attention

Inform of goal

Activate motivation to learn:

Stimulate recall of prior knowledge

Present material

Provide guidance

Elicit performance

Provide feedback

Assess performance

Enhance retention and transfer

Strategic Knowledge
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Module for “Giving Effective Feedback” Using the Revised Gagné-Briggs Ten Step Model

Feedback Training

Ask questions of trainees to initiate interest in topic of feedback: “Who
has received constructive feedback that they actually appreciated?”

If some have, ask them what it was about the feedback that made it
better than other feedback they received. If no one has, ask what it was
about previous feedback that made them not appreciate it. Have a brief
discussion about what is wrong with the typical feedback received and
what would make it better.

Show objectives and discuss; tie to previous discussion.

Discuss the value/relevance of the objectives. Have the trainees identify
how achieving the objectives will improve their ability to work with
their subordinates, peers and supervisors.

Ask "How do you behave when you are trying to help someone

versus when you are disciplining them?” “How do you behave toward
someone you are trying to help (helping is what feedback is all about)?”
Get trainees to verbalize things they do such as “provide it in private,”
“do it as soon as possible,” and so forth, to put them in a helping frame
of mind with their rules for helping in their “working memory."”

Share a list of what makes for effective feedback—be specific, not
general; be descriptive, not evaluative; and so forth. Present it on an
easel sheet in bold. Provide examples for each item.

Provide trainees with multiple examples (some good, some poor) and
ask for input as to effectiveness. Give a handout sheet with a number
of feedback statements, and ask trainees to rate their effectiveness.
Get trainees in small groups to discuss their results and come up with a
group consensus as to which are good and which are not so good. Have
them provide a rationale. Now go through each and ask trainees to
discuss this in terms of their responses.

Performance here is cognitive knowledge about what is effective, and
not effective feedback. Ask trainees to form groups of three. Have
one of the three teach the others the rules of effective feedback with
examples. Then switch, so each trainee has the opportunity to show
that they know the information well enough to teach it to others and
provide their own unique examples.

The other two trainees receiving training complete an evaluation form
giving feedback to the one doing the training (in the groups of three).
The trainer also goes around to each group and provides feedback.

Conduct a quiz that asks trainees to recall the rules for effective
feedback. Go through a list of feedback examples (similar to the ones
earlier), and indicate which are effective, which are not effective, and
why they were not effective.

Trainees will be back to learn the behavioral component of training in a
week. At that time, review will take place to facilitate retention.

In the past, training was designed to provide trainees with only the KSAs needed for their par-
ticular job. Many organizations found that more broadly based training leads to greater organi-
zational effectiveness. In many cases, physical work is being replaced by knowledge work. An
examination of some of North America’s best-managed companies found that the use of
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management teams was a common approach. This use of teams is on the increase all over
Northern America. The Center for Study of Work Teams at the University of North Texas indi-
cates that about 80 percent of the Fortune 500 companies use teams with half or more of their
employees. To be effective in the team approach, employees need a broad understanding of
how their jobs interact with other jobs. In these companies, job-specific training is supported
with information about the job’s relationship to other parts of the organization. This type of
training incorporates aspects of strategic knowledge development because it allows trainees to
understand when and why to use their new KSAs.

Strategic knowledge development increases the breadth of what is learned by extend-
ing the training content to include learning when and why KSAs are appropriate and devel-
oping strategies for their use. The strategies that are developed revolve around the planning,
monitoring, and modifying of behavior. The trainee learns not only how to perform the task
but also how to behave strategically and adaptively. Table 5-12 compares a traditional skills
training format with a strategic knowledge training format. You can see that the main differ-
ence is that the strategic knowledge training provides information as to when the skill is used
and why it is important. Trainees are also provided with practice sessions in determining
when to use the skill.

FACILITATION OF TRANSFER: FOCUS ON TRAINING

Transfer of training refers to how much of what is learned in training transfers to the job.
Training can result in the following transfer outcomes:*

e Positive transfer: a higher level of job performance,
e Zero transfer: no change in job performance, or
e Negative transfer: a lower level of job performance.

The goal is to have training result in positive transfer to the job.

Research into factors that influence transfer of training focuses on three areas: conditions
of practice, identical elements, and stimulus variability. The research also provides evidence
that the nature of feedback, the strategies used for retention, and goal setting can influence how
well the training is transferred back to the job.

Conditions of Practice

Opportunities for trainees to practice can be designed in several ways. Each will facilitate the
transfer of training more or less effectively depending on the nature of the KSAs to be learned.

MASSED VERSUS SPACED PRACTICE Which is more effective—having trainees practice continu-
ously for four hours, for one hour on four different days, or for a half hour on eight different
days? Research demonstrated that material learned under the latter approach, spaced practice,
is generally retained longer than is material learned under the first ap}groach, massed prac-
tice.* This finding is one of the most replicated in psychological research,”® and additional su;sn-
port was found for simple motor tasks in a recent meta-analytic review of the research.”!
However, spaced practice requires a longer training cycle, and management generally resists it.
Training departments need to become more creative in developing their training to allow for
spaced practice. Instead of the traditional one-day workshop, eight one-hour sessions at the
beginning of the workday might be possible. Instead of a five-day workshop, consider once a
week for five weeks. This approach also gives trainees time to think about and even practice the
knowledge or skill on their own.

Regarding more complex tasks, the research is less clear. A recent meta-analytic
review suggests that using spaced practice for complex tasks is not as critical.>? Tasks that
are difficult and complex seem to be performed better when massedSE)ractice is provided
first, followed by briefer sessions with more frequent rest intervals.” More recent work
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Comparison of Traditional and Strategic Knowledge Training>*

Training Topic: Reading and Interpreting Quality Control Charts

Traditional Training

Step 1
Declarative Knowledge (what) is presented.

Trainees are told the purpose of the training and
given specific objectives.

The different types of charts that are used in the
work area and their purpose are explained.

The different components of the charts are
presented with a brief explanation

Step 2
Procedural Knowledge (how) is presented.

Trainees are guided in recalling required
mathematics skills.

Then the information and materials required to
master the task are presented. Trainees are shown
how to create the charts during production and
interpret them. Examples of charts with
explanations are provided.

Step 3

Trainees practice using the charts and interpreting
the results.

Step 4
Trainees are given feedback.

Strategic Knowledge Training

Step 1

Declarative Knowledge (what) is presented in the
same way as in traditional training.

Step 2

The context is presented. How the information from
each of the charts is used to make decisions about
production processes is explained. It is explained that
if the trainees could read and interpret quality control
data, mistakes would be caught earlier and

the product saved instead of scrapped.

Step 3

Procedural Knowledge (how) is presented in the same
was as traditional training, but with the following
addition.

The context for the procedures is added by explaining
why the procedures used to create the charts are
important and the appropriate times for applying the
procedures.

Step 4

Trainees practice using the charts and also are given
exercises to allow practice in determining when and
why to use them.

Workers are provided opportunities for rehearsal and
reinforcement of both declarative and procedural
knowledge.

Step 5

Trainees would be given feedback (same as in
traditional training).

suggests that although there is no difference between the two with regard to acquisition of
the complex task, spaced practice seems to inoculate trainees against skill loss over

extended periods of nonuse.>

WHOLE VERSUS PART LEARNING First we need to be clear that in most instances it is important
to provide an explanation of the whole before getting into the details of the individual parts of
the training material. The learner needs to understand the “big picture” to see how the facts,
principles, and concepts that will be presented in each of the “parts” of the training relate to
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each other and to the job. A wall chart that visually depicts the overall structure and individual
parts of the training will be useful to trainees as a reference as the training moves through its
individual modules.

Once the big picture is understood, the question still remains, should the training be
designed to teach everything together or should it be separated into its component parts? From
the learner’s perspective this is termed part learning and whole learning. Whether trainees
should learn parts of a task separately or learn the whole task all at once depends on whether
the task can be logically divided into parts. In many cases, it is just too difficult to design part
training.”® Whole training devices are much easier because the design can be modeled after the
real device (e.g., pilot-training simulators). James Naylor suggests that even when the task can
be divided into parts, the whole method is still preferred when

* The intelligence of the trainee is high,
® The training material is high in task or%anization but low in complexity, and
* Practice is spaced rather than massed.”

Task organization relates to the degree to which the tasks are interrelated (highly
dependent on each other). For example, in driving a car, the steering, braking, and accelera-
tion are highly interdependent when you are turning a corner (high organization). Starting
a standard-shift car, however, requires a number of tasks that are not as highly organized
(pushing in the clutch, putting the gear shift in neutral, placing the foot on the accelerator,
and turning the key to start). Task complexity relates to the level of difficulty of performing
each task.”

In the design of training, it is often not practical to attempt to subdivide the task into
meaningful parts. If it is possible to subdivide them, use the whole method if the task organiza-
tion is high and use the part method if task organization is low.

As an example of high-task organization, imagine training a backhoe operator to dig a
hole by first having her practice raising and lowering the boom, then moving the outer arm in
and out, and finally moving the bucket. This sequence simply does not make sense. Ultimately
the trainee has to learn how to open each of the valves concurrently and sequentially in the dig-
ging of a hole. An example of low-task organization is the maintenance of the backhoe. Here a
number of tasks (check the teeth on the bucket, check the hydraulic oil, and inspect the boom for
cracks) are not highly organized, so each could be taught separately.

A third option, progressive part training, can be used when tasks are not as clear in their
organization. Consider the training of conflict resolution skills. Imagine that the model to be
taught involves four steps (actively listen, indicate respect, be assertive, and provide informa-
tion). These tasks are interdependent but might also be taught separately. In this case, a combi-
nation of the two types may make sense. The process is as follows:

1. The trainees learn and practice active listening.

2. Then the trainees learn and practice active listening and indicating respect.

3. Then the trainees learn and practice active listening, indicating respect, and being assertive.
4. Finally, the trainees learn and practice the whole model.

Whole, part, and a combination of the two (progressive part) learnings are represented in
the following diagram:

Phases
Training Type Phase 1 Phase 2 Phase 3 Phase 4 Phase 5
Whole A+B+C+D A+B+C+D A+B+C+D A+B+C+D A+B+C+D
Part A B C D A+B+C+D

Progressive Part A A+B A+B+C A+B+C+D A+B+C+D
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As mentioned previously, “whole learning” is generally preferred. However, you will
need to take into consideration the cognitive load that is being placed on your trainees.
Cognitive load refers to the amount of mental processing that is needed for the trainee to learn
the material. The less familiar the trainee is with the material, the more complex the material,
and the more material there is to learn, the higher the cognitive load. Other factors such as
stress, fatigue, low self-efficacy, and so forth, can also increase the cognitive load. Perhaps
you’ve experienced the situation in which the instructor just presented a constant stream of
facts, principles and concepts until you felt that you just couldn’t take anymore. At that point
you probably shut down your processing of the information, feeling that your brain was over-
loaded. As a trainer you can avoid this type of situation by designing the material to be pre-
sented in organized and “right-sized” chunks. Allowing trainees to master smaller tasks
(overlearning) leads to better learning of the whole.

OVERLEARNING Overlearning is the process of providing trainees with continued practice far
beyond the point at which they perform the task successfully. The more a task is overlearned,
the greater the retention.”

Overlearning is particularly valuable for tasks that are not used frequently or if the
opportunity to practice them is limited. In a study of soldiers assembling and disassembling
their weapons, the overlearning group received extra trials equal to the number of trials it took
them to learn the task. The other group, called the refresher group, received the same extra
number of trials as the overlearning group, but at a later date. The third group received no
extra trials. The overlearning and refresher groups both outperformed the third group, but the
overlearning group also retained more than the refresher group.®® Even when information or
skills are overlearned, however, it is important to put mechanisms in place to reinforce the use
and practice of the learned behaviors on a continual basis, especially when it is a newly learned
knowledge or skill.®!

When trainees practice a skill beyond the ability to simply do the task, the responses
become more automatic and eventually do not require thinking. For this reason, overlearning is
most valuable for tasks performed in high-intensity or high-stress situations such as emergen-
cies. For example, one trainee recalls that numerous times during initial pilot training in the air
force, the instructor would pull back the throttle of the aircraft and yell, “Emergency!” He did it
frequently, and soon the trainee discovered that thinking was not even required—the emer-
gency procedures became automatic. This reflexive nature is important in a situation where
correct responses are critical.

In Chapter 1 we defined the concept of automaticity, a concept closely related to over-
learning. It could be thought of as an outcome of overlearning, although it could also occur
after a great deal of on-the-job practice. It is a shift to a point where performance of a task
is fluid, requires little conscious effort, and, as the name implies, is “automatic.”
Automaticity, through overlearning, should be designed into training when the task will
be performed in high-stress situations, or those that are encountered infrequently but must
be performed correctly.

Maximize Similarity

Maximizing similarity is also known as identical elements. The more the elements in the
training design are identical to the actual work setting, the more likely it is that transfer will
occur.®? Two areas of similarity are possible: the tasks to be performed and the environment
in which they are to be performed. How to increase similarity? A newscaster reading the
news on television must use a teleprompter (the task) while someone is talking to him via an
earphone (environment). After the basic skill is learned, the trainees practice the skill in an
environment similar to their actual workplace environment to ensure transfer. A machinist is
exposed to the background noise of the factory floor and the interruptions common to the job.
The secretary is exposed to the office noise and to the interruptions that occur in the office.
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Vary the Situation

It is much easier to use the concept of identical elements for motor or technical skills, where
most of the elements required for learning are in the job situation. When conceptual or adminis-
trative skills are required, as in management training, a great deal of variability often character-
izes typical situations, and the use of identical elements simply is not effective. In such cases, the
general principles approach is more useful.

General Principles

For much of management training, it is impossible to provide specific training for what to do in
every situation that might arise. It is necessary, therefore, to provide a framework or context for
what is being taught, which is what strategic knowledge training attempts to do. Training
through general principles will better equip trainees to handle novel situations.

Suppose that in teaching managers how to motivate employees, you tell them that
praise is a good motivator. A manager goes back to the job and begins praising workers.
Some workers are not motivated and, in some cases, they even become less motivated. The
manager is at a loss. If, however, the managers were taught some general principles about
motivation, they would understand the responses they get and alter their own behavior. The
principles related to expectancy theory suggest that certain rewards are attractive to some
and not to others. Furthermore, it indicates that praise must be a function of performance to
be motivating. The manager could think through these principles and identify what change
was required to motivate those not responding to the praise. For some of these employees,
the attractive outcome might be for the manager to say nothing and stay away when they
perform at an appropriate level.

Other Considerations to Facilitate Transfer

KNOWLEDGE OF RESULTS Providing feedback (knowledge of results) to a trainee is important
to learning and the transfer of training back to the job. Feedback performs three functions:®®

1. It tells trainees whether their responses are correct, allowing for necessary adjustments in
their behavior.

2. It makes the learning more interesting, encouraging trainees to continue.

3. It leads to specific goals for maintaining or improving performance.

When providing such feedback, it is better to indicate that the trainee can control the
level of performance. Sometimes inexperienced trainers will try to be supportive by suggest-
ing that the task is difficult, so any problems in mastering it are understandable.®* This
approach reinforces low self-efficacy. Feedback indicating that a trainee can master the task
improves a person’s self-efficacy, and trainees with high self-efficacy tend to be more moti-
vated and achieve more.%®

Frequent opportunities to provide feedback should be part of the training design.
Providing feedback takes a rather long time if the group is large because the trainer needs to get
to all trainees and monitor improvements. To help overcome this problem, other trainees can be
used to provide feedback. For example, three-person groups can be used in interpersonal skills
training. One of the three acts as an observer of the behavior and provides feedback to the per-
son who is practicing.

COMBINATION OF RELAPSE PREVENTION AND GOAL SETTING A major reason that training does
not transfer to the job is that, once back on the job, the trainee faces many of the same pressures
that caused reduced effectiveness in the first place. Marx® instituted a system of relapse pre-
vention into his training, modeled after a successful approach to assisting addicts to resist
returning to their addictive behavior.®” The strategy sensitizes trainees to the fact that relapse is
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likely, prepares them for it by having them identify high-risk situations that will result in
relapse, and helps them develop coping strategies to prevent such a relapse.

Goal setting has also been shown to increase the likelihood of transfer.®® With goal set-
ting, the trainees are required to meet with fellow trainees to discuss the goals and how they
will accomplish them. Furthermore, trainees are required to keep a record of their goal
accomplishments, return these records to the trainer, and promise to meet at a later date to
discuss these accomplishments publicly. This public commitment, through documentation
of behavior, discussions with fellow trainees, and monitoring by trainers, further increases
the likelihood of transfer.

Some evidence shows that relapse prevention without goal setting is not always successful,®
so Marx incorporated both the goal setting and public commitment into his relapse prevention
training.”’ This revised relapse prevention training is presented in Table 5-13. Table 5-14 presents
some of the relapse prevention strategies (step 4 in Table 5-13) used in training. In preparation for
relapse prevention training, trainees complete a relapse prevention worksheet (Figure 5-4)” to get
them thinking of the issues involved.

1/-\:10355 el Seven-Step Relapse-Prevention Training72

Step Purpose

1. Choose a skill to retain Helps manager to identify and quantify the skill chosen.
Goal setting and monitoring of the skill require clear
definitions of the skills, so this is an important step and
often requires help from the trainer. “Be nice to my
employees” is not clear enough and needs to be revised
to something more concrete such as “Provide praise to
employees when they meet their quota.”

2. Set goals Once a skill has been defined and quantified, then
appropriate definitions of what a slip (warning that goal is
in jeopardy) and relapse (more serious disengagement from
goal) are. From this, goals are set as to what is desired.

For example, the goal might be to praise at least five
employees a minimum of once a day when they meet their
quotas. Then define what a slip is: “Two consecutive days
where five employees are not praised”; and what a relapse
is: “A week where targeted behavior is not met.”

3. Commit to retain the skill Need to think about the reasons for maintaining the skill.
Trainees write out advantages of maintaining the skills.
4. Learn coping (relapse These strategies help increase awareness of potential
prevention) strategies trouble spots, how to respond emotionally and
behaviorally, where to get help, and so forth.
5. ldentify likely circumstances The trainees are asked to think of a situation that would
for first relapse most likely cause them to slip back to old behavior.

Prepares them for when it really happens and provides a
nice transition to the next step, which is practice.

6. Practice coping (relapse With an understanding of what will cause a slip, trainees
prevention) strategies work in small groups practicing (using role-plays, and so
forth) how to maintain the skill in such situations.

7. Learn to monitor target skill Develop feedback mechanisms to help you monitor the
frequency of using the specified skill. Use of whiteboard in
office or notepad where you can check off each time you
use the skill.
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/-:8SCE S Coping Strategies for Relapse Prevention

Step

Understand the relapse process

Recognize difference between
training and the work setting

Create an effective support network
on the job

Identify high-risk situations

Reduce emotional reactions that
interfere with learning

Diagnose specific support skills
necessary to retain new skill

Identify organizational support for
skill retention

This combination of relapse prevention and goal setting is a powerful tool for encourag-
ing transfer. The relapse part uses both cognitive and behavioral components to facilitate long-
term maintenance of the newly learned behaviors.”® Trainees leave the training expecting that
relapse is a strong possibility, but possessing a repertoire of coping responses to deal with it.
The addition of the goal setting and public commitment further provides an incentive for
transfer. Recent research indicates this method is particularly effective where the climate for

the transfer is not supportive.”*

Purpose

By understanding that relapses are common and can
be expected, it better prepares the trainee for such
events. When a slip or relapse occurs, it is expected.

In training, there is often a lot of positive feedback
from peers and the trainer. This creates some
overconfidence about how easy it will be to
continue with the new skill when back on the job.
However, you need to think about the likelihood
that this attention and feedback will not happen
back on the job, so realize that the transfer will be
more difficult.

Identify and enlist others who can support you back
on the job. Peers who have also attended the same
training and superiors who are supportive can be
asked to provide you with needed feedback on how
you are doing.

Determine times and situations where you are likely to
slip back to old behavior. These cognitive “fire drills”
help you determine cues that signal a potential slip.

Understanding that there will be slips and not reacting
with feelings of failure, or tendency to blame the

poor training. These responses are self-defeating, and
being aware that they are likely to occur prepares you
to take them in stride. Realize that it is a part of the
learning process and does not reflect poorly on you or
the training

Determine what support skills are necessary to assist

in the transfer of the trained skill. Consider the skill

of allowing the team, rather than the supervisor, to
make the decisions. This is difficult to change, and the
skill of time management is an important collateral
skill. If you are always running behind, the tendency to
make the decisions yourself or push the team to hurry
will interfere with the taught skill. You need to be
aware of this and, if necessary, also get training in the
collateral skills.

Determine who in the organization will support the
skill, and actively seek them out for assistance in
providing feedback. Ask supervisor to give feedback
even if initially, the supervisor is not that interested
in doing so.
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A Plan to Apply Skills Back on the Job
1. What skill/technique: (be specific)

2. What will using skill/technique look like: (be specific)

3. What are the positive and negative consequences of using and not using this skill?

Positive (+)  Negative (—)

Using Skill
Not Using skill

4. What will a “slip” look like?

5. How will you feel if you slip back to old techniques?

6. Under what circumstances is a slip likely to occur?

FIGURE 5-4 Relapse Prevention Worksheet

FACILITATION OF TRANSFER: FOCUS ON ORGANIZATIONAL INTERVENTION

In Chapter 4, we noted that once a performance gap is identified, the next step is to determine
how much of the gap is a function of inadequate KSAs and how much arises from other factors.
Remember what Nancy Gordon from Ameritech said, that many of these gaps are a function of
organizational forces and not a lack of KSAs. Just as these forces can interfere with effective
performance, they can also interfere with new learning and inhibit transfer. To increase the like-
lihood of transfer, therefore, it is useful to harness as much help as possible back on the job.

Supervisor Support

Supervisor support is one of the key determining factors for the transfer of training.”” Supervisors
need to understand the behaviors being trained and provide support for trainees who use these
new behaviors back on the job. In addition, research indicates that transfer is more likely when
supervisors provide trainees with desired outcomes upon successful completion of training.”®
These actions on the part of supervisors will go a long way toward facilitating transfer.

Supervisors also can affect their employees’ learning and transfer of training in other
ways. If employees who are motivated to improve (involved in their own development) receive
support from their supervisors for such developmental activity, this support enhances their
motivation.”” Also, motivation to learn can be enhanced when employees understand realistic
information regarding the benefits of their development activities.”® Two other factors that
affect motivation to learn are the employee’s perception of trainin% relevance and reduction of
negative side effects (like work that piles up) of attending training.”” These two factors can also
be controlled, to a great extent, by the supervisor.
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Peer Support

Research indicates that peer support can also have a positive effect on transfer of training.® If
the trainee is the only one from a department who receives training, peers back on the job
might not understand how to provide social support. In some climates, this situation could
result in pressure from more experienced peers to “forget all that stuff.” With the right climate,
however, peers can provide the proper support to use the training. What is the right climate?
Learning must be considered an integral aspect of the organization’s ongoing operation,
becoming part of the employees” and managers’ responsibilities. If everyone is involved in the
learning process, it continues beyond the classroom. Most important, all employees must
understand and support overall organizational objectives. By involving the entire workgroup
in training, the resulting peer pressure will support company goals and objectives. With this
type of climate, it is possible to use peer support in a more formalized manner. Peers could be
considered potential coaches. Although it is the supervisor who is generally thought of as a
coach to help recently trained employees transfer their skills to the workplace, experienced
peers can also take on this role.®! The peers would receive training as coaches and be provided
with specific checklists to evaluate trainees periodically on their performance. In addition,
more experienced peers can serve as mentors, willing to answer questions and provide advice,
guidance, and support to remedy the difficulties trainees may encounter in applying the new
skills to the work situation.

We discuss strategies for dealing with different climates in a later section. For now, it is
sufficient to note that it is the training department’s responsibility to inform upper management
of the advantages of creating such a climate if the goal is to encourage transfer of training.

Trainer Support

Conventional wisdom is that the trainer’s job is done when training is over. More recent
research, however, demonstrates the value of continued trainer involvement in the transfer of
training. Trainees who commit to meet the trainer and other trainees at some later date to dis-
cuss transfer of training use the training more effectively.®? Thus, value derives from the contin-
ued involvement of the trainer, who can be a useful resource in helping trainees work through
any problems encountered in the workplace.

In this regard, one idea is to have trainers monitor trainees at some point after training to
assess how they are doing and provide feedback.®® The trainer sits in and observes the trainee in
a situation where she is required to use the trained behavior. To be effective, the sit-in must be

e voluntary on the part of the trainee,
e confidential between the trainer and trainee, and
¢ only for developmental purposes, not administrative

During the sit-in, the trainer must not interrupt the interaction between the trainee and
others and provide feedback only after the session is over. After all, “Who is better to be coach-
ing the trainee on behaviors that were learned in training than the trainer?”%*

Using the trainer in a follow-up to facilitate transfer of training might spread the trainers
rather thin. However, it is important to consider the investment already made in training. If
transfer does not occur, the investment is lost.

Reward Systems

As noted earlier, valued outcomes contingent upon successful training enhance training trans-
fer.8% Operant conditioning is a powerful regulator of behavior. Employees are quite adept at
determining which behaviors can get them in trouble, bring them rewards, or result in their being
left alone. If trained behaviors are not reinforced, then the likelihood is small that such behaviors
will be exhibited. Part of the trainer’s responsibility is to work with the supervisor and other parts
of the organization to align reward systems to support the behaviors learned in training.
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Climate and Culture

Using a systems approach to training, you facilitate transfer of learning by focusing as many forces as
possible on reinforcing the learned behaviors. Although supervisors, peers, and reward systems all
influence an organization’s climate and culture, these factors need to be discussed in their own right.

CLIMATE Climate can influence the transfer of training.®® Climate is generally conceptualized
as the perception of salient characteristics of the organization.®” Such salient characteristics as
company policies, reward systems, and management behaviors are important in determining
the organizational climate. Supervisor support and peer support are part of the total climate
that will reinforce the use of the trained skills, but they alone do not make up an organization’s
climate. Other climate factors such as company policies and the attitudes reflected by upper
management regarding training, if positive, will also support the transfer of training. Consider
how trainees perceive training. If they believe adequate resources (time and money) went into
the development of training, trainees are more motivated to attend and learn. The message here
is that the company cares enough about this training to devote valued resources. If these char-
acteristics do not describe the climate, it might be better not to offer training at all.®® Cultivating
such a supportive climate toward training is important and does facilitate transfer.®

Climate is related to, and in many ways reflects, the culture of an organization. When
asked, “What is useful in promoting transfer of training?” HR sgecialists and supervisors
responded that it is critical to have a culture that supports training.’”

CULTURE Culture is defined as a pattern of basic assumptions invented, discovered, or devel-
oped by a group within the organization. It can be considered a set of shared understandings
about the organization.”? One type of culture—a continuous learning culture—evidenced by the
shared understanding that learning is an important part of the job, shows a positive effect on
the transfer of training.”? A continuous learning culture is influenced by a variety of factors such
as challenging jobs, social support (peer and supervisor), and developmental systems that allow
employees the opportunity to learn continually and receive appropriate training.

INFLUENCING CLIMATE AND CULTURE Given the importance of climate, what can be done if the cli-
mate is nonsupportive or neutral regarding training? Changing climate and culture in an organiza-
tion is a long and difficult process and must be done from the top. Issues related to the mismatch of
the training goals and organizational climate and culture should surface in the organizational analy-
sis part of the needs analysis. This information would then be provided to the top HR manager.

Evidence in North America indicates that the HR departments of organizations now carry
more influence in organizational decision making than in the past® and that employees in these
departments are better trained in HR issues.”* With this increased influence and training, HR
professionals are responsible for helping the company leadership to understand and resolve
conflicts between organizational strategies and objectives and the existing climate and culture.
Training in Action 5-3 provides an example of things that, when incorporated into the training
process to facilitate transfer, help change the learning climate and culture.

FOCUS ON SMALL BUSINESS

Small businesses follow more sophisticated HR policies today than in the past.” In fact, a recent
study suggests that many of their policies and practices are not much different from those of
large businesses.”® Furthermore, like larger businesses, effective HR practices have been shown
to have a positive effect on quality”” and productivity.”® These findings suggest that small busi-
nesses are beginning to realize the importance of sound HR practices.

Much of what was discussed earlier is relevant for any size organization. Ensuring that
employees are highly motivated to learn, and presenting interesting and relevant training, is the
goal no matter what the size of the company. Again, the major problem in many training
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5-3 | Training in Action

Helping Ensure Transfer

Dr. Richaurd Camp is a consultant to many organizations in
the United States and abroad. A few years back, an executive
search firm hired him to train its employees on effective inter-
viewing techniques. This was a key part of their work. Dr.
Camp, in a meeting with the firm’s management, discussed
the importance of approaching the training as an organiza-
tional intervention and the need to consider several organi-
zational factors to ensure that the training transferred to the
job. The client would be spending a great deal of money on
the training and was willing to do what was necessary to
ensure transfer, which would be especially difficult because
the international company is highly decentralized.

After a number of meetings with management, Dr. Camp
designed a three-day workshop to provide the interviewing
skills requested. The first group to go through the training
consisted of all the top managers, including the president.
This not only provided them with the necessary skills but
also garnered their support for the process throughout
the organization. He then began training of all the other
employees, from the top down. At the beginning of each
training session, to indicate the importance of the training
to the trainees, a video of the president of the company was
shown. In the video, the president indicates the importance
of the training and how it would make them a more effec-
tive organization. Furthermore, a senior manager who also
verbalized support for the training was in attendance at each
training session. The manager was also able to provide real-
life examples of when employees had used old versus new
training skills, and he answered questions that arose about
using the training back on the job. This put the training in a
real organizational context for the trainees.

In each local area, “stars” were identified (those using
the process very effectively) and used as a resource people

to facilitate transfer. After training, employees were also
assigned coaches (recall that everyone has received the
training, so experienced coaches were available). To rein-
force the importance of using the skills on the job, Dr.
Camp developed a “one-day refresher” training and went
to the various offices to provide this. Part of the “refresher”
training was to share concerns about the difficulties in
implementing the process and to generate ideas on how to
make transfer easier. At the end of this training, Dr. Camp
encouraged trainees to send him copies of the “outcome of
an interview process” so he could provide them with feed-
back to again facilitate effective transfer to the job.

Dr. Camp then suggested that the company develop a
task force to examine how effective the transfer of training
was and consider other steps that could be taken to ensure
that what trainees were learning was being transferred
to the job. A representative of the task force began meet-
ing with employees (while they were at different training
sessions) to explore ways of facilitating the transfer. One
of the ideas to come from these meetings was that each
trainee team up with another trainee who was at the train-
ing session. When they got back to their respective offices
throughout the world, they would stay in contact, provid-
ing support, feedback, and ideas for dealing with obstacles
to using the trained skills.

How successful has the training been? Management has
looked at some bottom-line results and has determined that
the training has helped them become more profitable. Does
everyone use the skills as effectively as they could? No, but
the organization continues to work on ideas to encourage
the transfer. Recently, the task force has begun discussing
the possibility of videos and online information to intro-
duce the skills and to reinforce their correct use.

programs is not the learning of the skills but the transfer of these skills to the job. We believe
that given the requirements necessary for transfer of training, the small business enjoys a defi-
nite advantage. We see that climate and a continuous learning culture go a long way toward
ensuring the transfer of training. Although any organizational change is difficult, a small orga-
nization should be able to accomplish climate and culture change faster and more easily than a
large one. Furthermore, in the small business, it should be easier to obtain and demonstrate top
management’s commitment. In many of the large company interventions conducted by the
authors, top management provides written or verbal support for the intervention, but little else.
Most of our dealings are with the HR manager, rather than with the CEO or president. Although
we stress the continued involvement of upper management, we often have little interaction
with top management once the intervention has begun. Top management typically feels they
must spend their time on more important things.

In the small firm, it is often the CEO or owner who makes decisions about the type of
training and development that will be provided.” Access to these individuals is much easier
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Real Support

The Sandwich Community Health Centre is a service-
oriented organization with about 35 employees located in
Sandwich, Ontario, Canada. The executive director and
assistant executive director of the organization wanted to
integrate the two areas of the organization (clinical and
health promotion) and develop a team approach to much
of the community care they offer. After a discussion on the
issue, a consultant conducted a TNA and provided training
on communication skills and conflict resolution.
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Everyone attended training, even the executive direc-
tor. This involvement by top management conveyed an
important message about the importance of the training.
Top management also insisted that the training be evalu-
ated. Knowing that an assessment would be made at some
future date kept everyone focused on the need to change.
Finally, although no formal culture assessment was made,
the interviews conducted in the TNA clearly indicated a cli-
mate of continuous learning.

and provides a greater opportunity for you to influence them. Because of their greater involve-
ment, they often develop a clearer understanding of their role in making training successful. An
example of this involvement is shown in our Training in Action 5-4.

Will the training in Training in Action 5-4 transfer? According to the research, it stands a
good chance. The fact that the organization is small enough that all could attend the same train-
ing at the same time and experience the same things will help the transfer process. This situa-
tion simply could not occur in a larger company.

OUTCOMES OF DESIGN

As noted at the start of this chapter, to develop effective training programs you need to under-
stand the various factors that facilitate learning and transfer. This is one of the three outputs of
the design phase. The other two outputs are the development of evaluation methods and the
identification of alternative methods of instruction.

Evaluation

The design of the evaluation for your training has already begun if you have been following our
training process model. The methods you used to determine the organizational and person per-
formance gaps are the same methods you should use to evaluate whether the training has
reduced those gaps. The objectives you set (reaction, learning, etc.) define the behaviors, stan-
dards and conditions for evaluating the effectiveness of the training. These become one set of
inputs to the evaluation process discussed in Chapter 9. Recall the learning objective from ear-
lier in the chapter:

Using a drop wire, bushing, and connector, but without the use of a manual, the trainee will splice a drop
wire according to the standards set out in the manual.

This objective assists us in development of the evaluation. From the objective it is clear that we
need to develop a behavioral test that will assess how well the trainee will splice a drop wire
compared with the standards set out in the manual. Ideally, you would have developed such a
test when you were assessing employees to determine their needs. Chapter 9 discusses evalua-
tions strategies when this is not the case. In any case, you should begin the design of your evalu-
ation strategy once you have addressed the other design issues. Once you have completed the
development phase you should finalize the evaluation strategy (develop the evaluation instru-
ments, determine the time frame and location and so on). Note in Fabrics, Inc. (which begins on
page 194), how we use the learning objectives in the development of the evaluation. You should
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find it useful to re-read this portion of Fabrics, Inc., just prior to reading Chapter 9 on evalua-
tion, so that the contiguity between design and evaluation remains clear.

Identification of Alternative Methods of Instruction

In addition to developing the evaluation for the training, you also begin developing the train-
ing. To do this, you first need to understand the various methods available and what their effec-
tiveness is in terms of training KSAs. So the next two chapters (Chapters 6 and 7) provide that
information. Then in Chapter 8 we return to the development of training, which, as noted ear-
lier, is done in tandem with developing the evaluation.

CASE

THE REAL WORLD OF TRAINING . . . WHAT IS WRONG
HERE? (CONCLUSION)

Were you able to figure out what went wrong in the two cases at the beginning of the chap-
ter? Both deal with the need to develop good training objectives.

Case 1

Recall the incidents discussed in Case 1 at the beginning of the chapter. Training in trou-
bleshooting did not transfer well. What went wrong? Would more training have helped
the mechanics become better troubleshooters? Reexamine the training that took place. The
instructor provided a problem, and the trainees indicated the symptoms that would result
from the problem. This problem/symptom sequence was the exact opposite of what they
would have been required to do on the job, which involved seeing a symptom and then
determining the problem. A given set of symptoms might have several different causes, but
the mechanics weren’t trained to use symptoms to diagnose the cause. Had proper learning
objectives been developed before the design of the training, the instructor would have real-
ized this mistake. For example, consider the learning objective, “Upon identifying the symp-
toms of the electrical problem, the trainee will be able to list and describe the possible causes
of these symptoms.” Had this objective been developed before training, the type of training
required would have been more obvious.

Case 2

In case incident 2, all the trainees followed a cycle of doing poorly on tests 1, 5,9, 13, and 17,
and much better on the other exams. Remember, a different instructor taught each section.
On the very first test, the trainees did not know what to expect and so did poorly. Once they
understood what to expect on the tests, they improved on the remaining three tests. When
a new instructor arrived, they prepared as usual, only to find the type of test had changed;
once again they did poorly. When they understood what the new instructor wanted, they
did better. It was “getting used to what the instructor wanted” that caused the cycle. The
training director then looked at the objectives for each section and found them to be loosely
worded and unclear about what would constitute trainees having learned what they were
supposed to have learned. If done correctly, the objectives for each of the sessions would
clearly describe the performance expectations and the way in which they are to be measured.
Knowing this, the training director revised the learning objectives for all sections, providing
guidance to both instructors and trainees as to what would constitute successful learning.
The problem soon disappeared.




Summary

Table 5-15 provides a tool to use in reviewing design
phase activities and whether the design is ready to be
moved into the development phase. In the design of
training, several constraints need to be considered,
such as how much time will be given to prepare and
present training, how much of a priority it is, and
how much money can be spent. These will all place

(AHESCE ) Design Matrix

Design Component Activities and Issues

Organizational Constraints

Review analysis data, and then identify
any additional constraints that might
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constraints on the type of training offered. Once these
questions are answered, it is necessary to determine
the type of trainees, their current level of KSAs, their
motivation to learn, and the degree of homogeneity
for the group. Answers to these questions will pro-
vide you with a framework that will be used to
develop the objectives for training.

Ready to Move to Development?

All constraints are identified, and
accommodation strategies developed.

relate to the “who, what, when, where
and how” of the training program.

Training Objectives

Trainee reaction, learning, transfer, and
organizational results objectives need to

All objectives have been reviewed and
approved by the appropriate parties.

be developed. These must have a clear

description of the desired outcome, the
conditions under which that outcome
will occur, and the standards that

will signal that the outcome has

been achieved.
Learning Theory

Focus on the trainee

e Trainee motivation issues must be

addressed.

Focus on training design

e Individual differences (KSAs, learning
style, etc.) must be addressed.

The evaluation instruments are
developed, and decisions about
when and where to evaluate have
been made.

The issues to the left have been
completed and documented. This
document will drive the development
and implementation of the training.

Review Social Learning theory, the

Nine Events of Learning model,
Elaboration theory, and other learning
theories to arrive at the rules, policies,
and procedures that will guide the
development of the training and

facilitate learning.

Focus on Transfer

e Appropriate use of whole/part practice,

maximized similarity, varied situations,
and general principles to maximize
transferability from the classroom.

¢ Using data from the analysis phase,
develop strategies for addressing
organizational impediments

to transfer.

Alternative training
methods

With the learning objectives in mind,
identify the methods most suited to

achieving those objectives and which fit
within the constraints that have been
identified are selected to be used for

the training
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Learning objectives provide clear, unambiguous
goals for the training. An effective objective contains
three parts: (1) desired behaviors, or what the trainee
is expected to be able to do; (2) conditions, or what
help/environment trainees will have when perform-
ing the expected behavior; and (3) standards, or what
will be required to be successful. Learning objectives
should be developed for reaction to training, learning,
transfer to the job, and organizational outcomes. These
objectives provide guidance for designing and devel-
oping the training. They also provide the trainer with
clear instructions on what to train and how to do it.
Finally, they inform the trainees about what to expect.
In the design of training, consider two aspects:
learning and transfer. To facilitate learning, the design
must address the motivation of the trainees and the
environment in which training will take place. Social
learning theory and the Gagné-Briggs micro theory
of design provide a framework for setting up each
instructional event in a manner that is most effective.
To facilitate transfer, consider issues such as type of
practice, whole or part learning, overlearning, and
similarity to the job. Also, using a combination of goal

I The Training Program (Fabrics, Inc.)

This continues the description of the Fabrics, Inc., training
program that we began in Chapter 4. Recall that Fabrics, Inc.,
grew quickly and experienced problems with its supervisors.
In Chapter 4, we described how the consultant completed
a needs analysis. From this TNA, the consultant determined
a number of areas in which supervisors could use training.
A partial list included a lack of KSAs in the following areas:

Effective listening

Communication

Conflict resolution

Effective feedback

Measuring employee performance

Motivating employees

For the purpose of this exercise, we deal with only one,

conflict resolution. The first step will be to develop the learn-
ing objectives.

THE LEARNING OBJECTIVES
Some of the learning objectives are as follows:

e The trainee will, with no errors, present in writing the
four types of active listening, along with examples of
each of the types, with no help from reference material.

e When, in a role-play, the trainee is presented with an
angry comment, the trainee will respond immediately

setting and relapse prevention helps trainees transfer
the KSAs to the job.

The support of the supervisor and peers in the
work group is just as important to transfer, and sit-
ins by the trainer will help too. Finally, congruent
reward systems and a supportive climate/culture
need to be present to ensure transfer.

ET, a macro theory of design, is useful for deter-
mining the sequencing of events and just how to
present them in a training context. This theory argues
that one should focus on whole rather than part
learning, but to make the whole as simple as possible
at the beginning and then make it more difficult in
stages until it reaches the level of complexity found
in the workplace.

This chapter sets the stage for showing the link
between the learning objectives and the methods
used to provide training. Understanding what makes
a good learning objective and the groundwork in
terms of what facilitates learning and transfer on the
basis of theory allow for an examination of the meth-
ods of training and the link between these methods
and the learning objectives.

using one of the active listening types. The trainee
will then explain orally the technique used and why,
with no help from reference material. The trainee will be
presented with five of these comments and be expected
to correctly respond and explain a minimum of four.

e The trainee will, with 100 percent accuracy, provide in
writing each step of the conflict resolution model,
along with a relevant example, with no help from any
reference material.

e In a role-play of an angry customer, the trainee/employee
will show concern for the customer by listening
and providing alternative solutions, using the steps
in the conflict resolution model, with help from an
easel sheet that has the steps listed on it. The trainee
must use all the steps and two types of active listening in
the role-play.

o After watching a role-play of an angry person and
an employee using the conflict resolution model, the
trainee will, without reference to material, immediately
provide feedback as to the effectiveness of the per-
son using the conflict resolution model. The trainee
must identify four of the six errors.

REACTION OBJECTIVE

The trainee will upon completion of training respond to a
15-item reaction questionnaire with minimum scores of
4 on a 5-point scale.




TRANSFER OF TRAINING OBJECTIVE

When an angry customer approaches the employee and
begins speaking in an angry tone of voice, the employee
will, immediately, use the conflict resolution model to
calm the customer down.

ORGANIZATIONAL OBJECTIVE

Three months after training, there will be a 75 percent drop
in letters of complaint from customers.

DESIGN ISSUES

We turn now to design issues. The conflict resolution model
has four steps and requires attending to cues at verbal, vocal,
and visual levels. From an ET perspective then, it is a complex
task. The four steps in the model are as follows:

Use active listening.
Indicate respect.

Be assertive.

Provide information.

2N

Further examination of the model reveals that the first
part, active listening is a complex task by itself,'%° as is the
total model. So the first decision is what mix of spiral/topical
seqguencing to use in the training of this model. Active listen-
ing, being a skill that can also be used on its own, suggests
the use of topical sequencing to train employees in active
listening first. Then we will use spiral sequencing to train the
total conflict resolution model.

Teaching of the cognitive component of each of these skills
will be completed before the skills training, but for brevity we
will discuss only the behavioral component. Using SCM, as
proposed by ET, we first determine the epitome (simplest ver-
sion of the task that still embodies the whole task). For active
listening, it will be to use the skill in an everyday situation, such
as discussing which movie to see. In this situation, the initiator
(person in the role of disagreeing with the trainee) will sim-
ply disagree regarding a movie the trainee wants to see. This
situation has minimal emotional content and should require
minimal monitoring of the initiator by the trainee, as it will not
result in an argument. The same epitome used for active listen-
ing can also be used for the conflict resolution model because
the latter simply takes the discussion to a different level.

The most complex task will require dealing with a great
deal of anger on the part of the initiator of the discussion.
Once these two extremes are conceptualized, those in
between can be determined.

Let's now examine this training at a micro level using
Gagné-Briggs theory. For the module related to teach-
ing active listening, we want to begin by getting trainees’
attention, as suggested by Gagné-Briggs design theory.
This can be accomplished by showing a video of two
people in a heated argument and then asking, “Has that
situation ever happened to you? Would you like to have a
better way of responding in such a situation so tempers do
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not flare?” This would allow you to introduce active listen-
ing. The next step in the theory is to inform the trainees of
the goal. Presenting the learning objective related to active
listening accomplishes this. The training would continue
to be designed paying close attention to the steps in the
design theory.

Now let’s turn to the evaluation component as an output
from the training design. To consider these, we turn back to
the learning objectives, which are as follows:

e The trainee will, with no errors, present in writing the
four types of active listening, along with examples
of each of the types, with no reference material.

e The trainee will, with 100 percent accuracy provide in
writing each step of the conflict resolution model,
along with a relevant example, with no help from any
reference material.

These, along with a number of similar objectives not shown,
will require a paper-and-pencil test of declarative knowledge.

Regarding the behavioral component of the evaluation,
consider these objectives:

e When, in a role-play, the trainee is presented with an
angry comment, the trainee will respond immediately
using one of the active listening types. The trainee
will then explain orally the technique used and why,
with no help from reference material. The trainee will be
presented with five of these and be expected to correctly
respond and explain a minimum of four.

* In a role-play of an angry customer the trainee/employee
will show concern for the customer by listening and
providing alternative solutions, using the steps in
the conflict resolution model, with help from an easel
sheet which has the steps listed on it. The trainee must
use all the steps and two types of active listening in the
role-play.

e After watching role-play of an angry person and
an employee using the conflict resolution model,
the trainee will, without reference to material,
immediately provide feedback as to the effective-
ness of the person using the conflict resolution
model. The trainee must identify a minimum of
four of the six errors.

These objectives will require carefully developed standard-
ized role-plays. The role of the initiator will be scripted and
standardized to provide each trainee with similar situations
to respond to. In addition, a standardized scoring key, which
will guide the scoring of a trainee in the behavioral tests, will
be developed. These scoring keys will provide examples of
acceptable and unacceptable behavior of the trainee, and a
rating scale for different responses. There will also be a scor-
ing key provided for the explanations (oral test) that follow
the behavioral part of the test.

We will return to Fabrics, Inc., in Chapter 8, to provide a
look at the development process.
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Key Terms

¢ Behavioral ¢ Design theory
reproduction ¢ Guided discovery

¢ Climate ¢ Identical elements

¢ Cognitive load ¢ Knowledge of results

¢ Cognitive * Learning objectives
organization * Massed practice

¢ Conditions ¢ Negative transfer

¢ Culture ¢ Overlearning

Questions for Review

1.

How can HRD overcome the constraints it may face
while designing a training program? Explain with suit-
able examples.

Why is determining objectives critical to training? What are
the characteristics and components of a good objective?

. How might an employee of your organization be moti-

vated to attend a training program you are conducting?
Discuss the relationship of social learning theory to
training design.

If a particular task were critical to saving a life (police
officer shooting a gun, pilot responding to an emer-
gency), what factors would you build into the design of
training to ensure that the behavior was both learned
and transferred to the workplace?

Exercises

1.

You perhaps already noted that the learning objectives
at the beginning of each chapter do not completely fol-
low the three criteria we identified. They all describe the
outcome in behavioral terms but do not identify the
conditions or standards, which vary with the instructor.
Assume you will be the instructor for this chapter and
will rewrite each of the learning objectives at the begin-
ning of the chapter in complete form. Your trainees are
corporate HRD employees, and you are training them
on the contents of this chapter. Additionally, write an
objective for each of the other types of training objec-
tives (trainee reaction, transfer of training, and organi-
zational outcome).

Examine each of the five objectives below, and rewrite
them using the criteria presented in the chapter

Part learning e Standards

Positive transfer ¢ Symbolic coding
Progressive part ® Symbolic rehearsal
training ¢ Task complexity
Relapse prevention ¢ Task organization
Self-efficacy ® Transfer of training
Sit-in * Whole learning
Spaced practice e Zero transfer

. Discuss with a suitable example how you would ensure

transfer of knowledge to the workplace through
training.

. Suppose you are designing a training program for a

group of 40 employees. These employees come from a
wide range of ethnic and cultural backgrounds and
have different educational and experience backgrounds
relative to the content area of the training. What train-
ing design features would you use to address these
constraints?

. Discuss the Gagné-Briggs theory of design and its rela-

tionship to social learning theory.

. Explain ET and how it would help you design a train-

ing program.

Upon completion of training the trainee

a. will be able to identify the different types of
employee motivation, and methods that could be
used to motivate the employee

b. will be able to give a 20-minute oral presentation on
a topic of their choice using all the skills taught

c.  Without the use of any training material, the trainee
will be able to list and provide a description of four
methods of providing incentives, two monetary
based and two nonmonetary based.

d. Will feel more positive toward union stewards

e. After watching a video of a supervisor-subordi-
nate interaction will be able to identify what the
supervisor did wrong and how she should have
responded.



3. What is your grade point average since you started
your education at this institution? How hard do you
work to maintain that average: 3 (very hard/hard), 2
(about average), and 1 (enough to get by)? Now ask
yourself why. Tie your answer into Expectancies 1 and
2 and the valence of outcomes. Break into groups that
contain a mix of 1s, 2s, and 3s. Discuss what makes the 4.
person in your group a 3. Is it attractive outcomes
(valence), confidence in ability (Expectancy 1), or belief
that it will result in the positive outcomes desired?

Event Letter Prescription

1. Gaining attention
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From that information, is there any way you believe
you could influence the 2s or 1s to be more motivated?
What would you try to influence? Explain your
approach in terms of Expectancies 1 and 2. How does
this process relate to trainee populations in the
workplace?

In the chart below, identify from the column on the
right which prescription fits with which of Gagne’s 9
events in the left column. Write the appropriate letter
in the middle column.

A) Restate the problem in general terms, and then add specific

details: (a) rectangular lot 50 by 100 ft; (2) radius of the

sprinklers, 5

2. Inform the learner of the
objective

ft; (3) water source in the center of the lot.

B) Present a different problem using the same type of sprinkler, with
different lot shape and size. Check the efficiency of the student'’s

solution in terms of coverage and amount of materials used.

3. Stimulate recall of requisites

C) Have the learners recall applicable rules. Since the sprinkler

heads they will use spray in circles and partial circles, rules to be
recalled are (1) area of a circle, (2) area of quarter and half circles,
(3) area of rectangular areas, and (4) area of irregular shapes
made by the intersection of circular arcs with straight sides.

4. Presenting the stimulus D) Have the

material

student design tentative sprinkler layouts, draw

them out, and calculate the relative efficiency of each. Guide

the learner through various options if it appears that rules

are not being applied correctly. For example, “Could you get
more efficient coverage in the corner by using a quarter- circle
sprinkler head?” or “It looks like you have a lot of overlap; are
you allowing for 10 percent non-coverage?” Ask the learner
what rule he is following for placing the sprinkler.

5. Providing learning guidance,
and

E) The problem to be solved is to design the most efficient
sprinkler system for a plot of ground—one that covers at least

90% and uses the least amount of materials.

6. Eliciting performance
7. Providing feedback

F) Present several different problems varying in shape of lot,

position of the water source, and area of sprinkler coverage.
Assess the student’s ability to generalize problem solving to
these new situations.

8. Assessing performance

G) Show pictures of sprinkler coverage of a rectangular plot

of ground. One highly successful (90 percent coverage), one
unsuccessful (70 percent coverage), and one using too many
sprinkler heads. Show these rapidly, asking for them to
identify differences.

9. Enhancing retention and
transfer

H) Confirm good moves, when in a suitable direction. If the

learner doesn’t see a possible solution, suggestions may be made.
For example, “Why don’t you draw four circles that barely touch,
calculate the area, then draw a rectangle around the circles and
calculate the area of coverage to see how much you have?”
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Web Research

Conduct an Internet search to identify two companies
that provide training design consulting services. Identify
the design process for each. Compare and contrast each in
terms of their approach.

SOME INTERESTING SITES

Conditions of Learning (R. Gagné)
http://tip.psychology.org/gagne.html

CASE
ANALYSIS

1. Review the Domtar case from Chapter 1, and
answer the following questions:

a. In the implementation of Kaizen, what
groups of employees are likely to need train-
ing? How should the trainees be organized?
Think of this issue from a training design
perspective and from a training content
perspective.

b. For the type of training envisioned, what are
the learning objectives? Write these objec-
tives in complete form.

c. For each group of employees that will need
training, what are the organizational con-
straints that need to be addressed in the
design of the training? What design features
should be used to address these constraints?
Be sure to address both the learning and
transfer of training issues.

Zenon Environmental, Inc. (small business with efficient
HR management)
WWw.zenonenv.com

2. Review the Multistate Health Corporation

case from Chapter 2, and answer the follow-

ing questions:

a. In the implementation of the HRPS, what
groups of employees are likely to need train-
ing? Think of this from a training design
perspective and from a training content
perspective.

b. For the type of training you envision for
each group, what are the learning objec-
tives? Write these in complete form.

c. For each group of employees that will need
training, what are the organizational con-
straints you will need to address in the
design of your training? What design fea-
tures will you use to address these con-
straints? Be sure to address both the learning
and transfer of training issues.



Traditional
Training Methods

Learning Objectives

After reading this chapter, you should be able to:

Describe the purposes, procedures, strengths, and limitations of the following
training methods:

Lectures, lecture/discussions, and demonstrations;

Games and simulations; and

On-the-job training (O] T).
Describe the types of learning objectives for which each method is most suited.
Identify the various audiovisual (AV) options and their strengths and weaknesses.

CASE

INSURING TRAINING SUCCESS AT FARMERS!

Farmers Insurance has developed a strategic plan to support company growth, productivity and
leadership. A cornerstone to this plan is intensive training. While the depth and scope of all the
training programs is far too much to list here we can provide a summary of their approach to
providing more immersive and extensive learning opportunities for their employees. The key
seems to be blending a variety of methods and delivery systems that are aligned with the goals
of the program (which are tied to the strategic plan), and the needs of the potential trainees.

Most of the programs blend instructor-led and online training modules, with coaching
sessions. They can also include reading and self-study components. Instructor-led classroom
activities contain the typical lectures and discussions, but are interspersed with hands on
activities such as role-plays, role modeling, case analysis, and business games.

The use of technical innovation doesn’t stop with online systems. Farmers has a new
58,000-square-foot campus in Grand Rapids, MI, where they incorporate technology into the
classroom experience. Multiple projection surfaces allowing a 360-degree view of the materials
being presented combine with interactive whiteboards that allow trainers to move the “front of
the room” to the center middle of the training space. Tablets (such as iPads) are used not only
in remote locations, but also in the classroom. They are used to disseminate handouts, exercise
instructions, and the like. Videos are also downloaded to the trainee for things like immediate

feedback of skill practice sessions, as well as storage and replay of training videos.
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OVERVIEW OF THE CHAPTER

This chapter provides a basic understanding of traditional training methods in terms of their
strengths and limitations related to cost, suitable learning objectives, and other factors related to
their effectiveness. In Chapter 7, we will discuss the same issues as they relate to electronic
training. Most of the methods discussed in this chapter would be delivered via the classroom. A
recent survey of more than 400 companies across all major industries shows that instructor led,
classroom training is the most frequent mode of delivery. When the instructor is either on-line
or live, this accounts for about 70 percent of the training being delivered. About 60 percent of
this (or 42 percent of the total) occurs with a live instructor.?

MATCHING METHODS WITH OUTCOMES

The material in this chapter and the next will provide the principle methods and delivery sys-
tems used in training. The designer of a training program needs to understand each of these to
determine the best method for meeting the specific training objectives (given the organizational
constraints). Instructional methods differ in their ability to influence knowledge, skills, and atti-
tudes (KSAs), so the training designer must be able to evaluate a method’s strengths and weak-
nesses to make good decisions about its use. Before we move into that discussion, a brief review
of the KSA definitions might be helpful. Refer to the definitions in Chapter 1 for more detail.
Knowledge is an organized body of facts, principles, procedures, and information. Skills are the
capacities needed to perform a set of tasks. Attitudes are employee beliefs and opinions that sup-
port or inhibit behavior.

Think about the variety of methods that were used in the opening case. Like many training
programs, there were learning objectives in more than one area. Most training requires a combi-
nation of methods because no single method can do everything well. For example, among the
methods used in the opening case are lecture (oral and printed forms), role-modeling, and busi-
ness games. Each method is used to accomplish different objectives, but it is the combination of
methods that allows the full set of training objectives to be achieved.

Training methods can be divided into cognitive and behavioral approaches. The primary
focus of these approaches differs, although cognitive methods contain behavioral elements, and
behavioral methods have cognitive elements. Cognitive methods focus on knowledge and atti-
tude development by providing information that demonstrates relationships among concepts or
provides rules on how to do something. These methods stimulate learning through their effect on
the trainee’s cognitive processes. Though these types of methods can influence skill development,
it is not their focus. Conversely, behavioral methods focus on the trainee’s behavior in a real or
simulated situation. They are best used for skill development and attitude change. Thus, both
behavioral and cognitive learning methods can be used effectively to change attitudes, though
they do so through different means. Prior to discussing each of the methods, Table 6-1 provides an
overview of each of the methods and how effective they are at meeting KSA objectives.

Now let’s examine in more detail, the methods in each of these approaches, their strengths
and limitations, and when they are most appropriate.

LECTURES AND DEMONSTRATIONS

The lecture is one of the most frequently used and oldest forms of training. Nearly all training
programs contain some lecture component, and a great many provide some type of demonstra-
tion. Although lectures and demonstrations have similar characteristics, they are appropriate
for different objectives. We will discuss the lecture first.

The lecture can be in print or oral form. The oral lecture can be live or presented on video. In
any form, the lecture is best used to present information. It is used to create understanding of a
topic and to influence attitudes related to the topic. In its simplest form, the lecture is merely telling
someone about something.? It is difficult to imagine training that does not use the lecture format to
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TABLE 6-1 Training Method Effectiveness at Meeting KSA Objectives*

Objectives of Training

Knowledge Skills
Training Methods Declarative Procedural Strategic Technical Interpersonal  Attitudes
Lecture
Straight? 3 2 1 1 1 3
Discussion 4 3 2 1 1 4
Demonstration 1 4 2 4 4 3
Simulations/
Games
Equipment 1 3 2 5 1 2
Case Studies 2 2 4 2 2 3
Business Games 2 3 5 2 2b 2
In-Basket 1 3 4 1 2¢ 2
Role-Play 1 2 2 2 4 59
Behavior Modeling 1 3 3 4 5 3
oJT
IT 3 5 4 4 2 5
Apprentice 5 5 4 5 2 5
Coaching 3 5 4 4 4 5
Mentoring 2 4 5 1 4 5

Scale: 1 = not effective, 2 = mildly effective, 3 = moderately effective, 4 = effective, 5 = very effective.

2 This rating is for lectures delivered orally; printed lectures would be one point higher in each knowledge category.
b If the business game is designed for interpersonal skills, this rating would be a 4.

¢If multiple in-baskets were used, this rating would be 3.

9 This rating applies specifically to role reversal.

some extent. When the trainer begins a training session by telling the trainees the objectives, the
agenda, and the process that will be used in training, the trainer is using the lecture method.

Several variations in the lecture format allow it to be more or less formal or interactive.” The
clearest difference is the role that trainees are expected to play. The straight lecture does not include
trainees interacting with the trainer. Adding discussion and a question-and-answer period invites the
trainees to be more interactive in the learning process.

Straight Lecture/Lecturette

The straight lecture is a 6presenta’rion of information by the trainer. The trainee’s role is to try to
absorb the information.” The lecture is typically thought of in terms of a lecturer speaking to a
group (the trainees) about a topic. However, the lecture also might take the form of printed text,
such as this book. The only differences between a straight lecture and the same material in print
are the lecturer’s control of the speed at which material is presented, voice inflections, body
language used to emphasize points, and, of course, the visual image of the lecturer.

A good lecture is well organized and begins with an introduction that lays out the purpose
of the lecture and the order in which topics will be covered. If it is an oral lecture, the introduc-
tion should cover any rules about interrupting the lecture for questions and any opportunity for
clarification. The main body of the lecture—the topic content—follows the introduction. These
parts of the topic area should be logically sequenced so that trainees are prepared for each topic
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by the content of the preceding topics. The lecture should conclude with a summary of the main
learning points or conclusions.

Lectures require trainees to be fairly inactive, a state which, after 20 minutes or so, begins
to reduce the amount being learned. A shorter version of a lecture, the lecturette, is often used
to counter this problem. It has the same characteristics as the lecture but usually lasts less than
20 minutes if done orally. In print, the lecturette would be a shorter amount of printed text to
read (e.g., this section on lecture/discussion compared with the whole chapter).

During an oral lecture or lecturette, the trainee listens, observes, and takes notes. Even
when done well, it is not an especially effective technique for learning. However, it is useful
when a large number of people must be given a specified amount of information. The oral lec-
ture should not contain too many learning points unless printed text accompanies the lecture, as
trainees tend to forget information provided orally. A major concern about the straight lecture
method is the inability to identify and correct misunderstandings.

When the training objective is to acquire specific factual information, increased learning
can often be achieved at less cost by putting the information into text. This way, employees can
read or view the material at their leisure, which minimizes lost productivity because of training.
The added value provided by the oral lecture is the credibility the lecturer can give to the mate-
rial by his or her personal presence and the attention commanded through presentation skills.
Obviously, the oral presentation also presents the opportunity for discussion and questions,
which are not possible in written form.

HOW TO USE THE STRAIGHT LECTURE EFFECTIVELY If an oral lecture is used, the trainer must be
clear and articulate. He must be familiar with the use of a microphone if a large number of train-
ees will be present. Table 6-2 provides a number of common errors made by lecturers and ways
to avoid them. Of course, these will also apply to the lecture/discussion method.

Lecture/Discussion Method

The lecture/discussion method uses a lecturette to provide trainees with information that is sup-
ported, reinforced, and expanded on through interactions among the trainees and between the
trainees and the trainer. This added communication has much greater power than the lecture.
Trainers can achieve more complex learning objectives—such as problem solving—through the
use of logically sequenced lecturettes followed by immediate discussion and questioning.

The lecture/discussion method provides a two-way flow of communication. Knowledge
is communicated from trainer to trainees, and communication from trainees back to the trainer
conveys understanding. Verbal and nonverbal feedback from trainees enables the trainer to
determine whether the material is understood. If not, the trainer might need to spend more time
on this area or present the information again in a different manner.

Both the trainees and the trainer can ask questions. When the trainees volunteer questions,
they demonstrate their thinking about the content of the lecture. A trainer who asks questions
stimulates thinking about the key areas that are important to know. Questioning (by trainees or
the trainer) and discussions are beneficial because they enhance understanding and keep train-
ees focused on the material. Furthermore, discussions allow the trainee to be actively engaged
in the content of the lecture, an activity that improves recall and future use.

HOW TO USE THE LECTURE/DISCUSSION EFFECTIVELY Training that requires trainees to understand
and integrate material before moving forward also requires two-way communication. Two-way
communication, including questioning, is accomplished through the lecture/discussion method.

Questioning Questioning is a powerful tool for starting discussions. It can help trainees
discover for themselves the answers to questions asked. Questions also help the trainer deter-
mine whether trainees understand the information correctly, and help create a common under-
standing. Trainers should be familiar with a number of question types. First, let us examine
closed-versus open-ended questions.
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TABLE 6-2 Typical Lecture Presentation Errors and Ways to Avoid Them

Errors

Talking with back to trainees while
writing on board or flip chart

Using highly technical words, unfamiliar
jargon, or complex sentences

Providing examples or asides without
much relevance to the trainees

Reading rather than lecturing

Speaking in a monotone

Making distracting gestures

Leaving projector on with no image
or an irrelevant image

Losing your place in the lecture

Ways to Avoid

e Don’t talk and write at the same time.
e Prepare flip charts ahead of time.

¢ If considerable board work is required, use a document camera to
project what you are writing while facing the trainees.

e If technical words or jargon must be used, provide definitions.
e Simplify the language and sentences.

e Pilot test at least part of the lecture with an audience similar to
the trainees.

* Do not provide all the examples. Ask trainees for some.
e Get examples from trainee’s supervisors.

¢ Use projected slides as your outline of points to be covered and
don’t read them.

e Be very familiar with each point on the slides so you can talk
about it without referencing notes.

e Listen to TV and radio commentators, for how they change the
tone and pitch of their voice.

e Practice fluctuating the tone and pitch of your voice on tape and
in conversations.

e Use pauses in your lecture so you can think about how you want
to say something.

 Observe your lectures on videotape. If you find them distracting or
irritating, trainees likely feel the same.

e Don't stand stiff as a board. Some gestures are useful and can be
practiced.

* Glance at the projected image as you are talking about it.

¢ When not using projections for a while turn the projector off or
blacken the screen.

e Likely haven't become familiar enough with your content.
¢ Refer back to your slide.

The closed-ended question asks for a specific answer. “What are the five strategies for
dealing with conflict?” “What is the next step in the procedure?” This type of question is useful
to assess learning or review previous material.

The open-ended question requires no specific response. In this case, no answer is incorrect—

you are seeking an opinion. “What do you think about this method of problem solving?” “How
would you approach this issue?” “What did you learn from that exercise?” These types of questions
are useful for obtaining trainee involvement, generating discussion, and demonstrating the trainer’s
willingness to listen to the trainees’ point of view.

Both types are useful. Closed-ended questions are useful to regain control of the discus-
sion or to assess understanding of specific points. Open-ended questions are useful to relax the
trainees or explore their beliefs and opinions about issues.

Two additional types are overhead questions and direct questions. Overhead questions
are either open- or closed-ended and are directed at the whole group rather than at one person
in particular. They are nonthreatening because they do not require any particular person to
respond. This type of question is useful when trainees are highly involved and respond readily.
If no one responds, tension can mount. Increased tension, however, is not always negative.
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Some trainers become anxious if their overhead question is not answered within 10 to 15 sec-
onds. To relieve their tension, trainers answer the question themselves. Effective trainers under-
stand that unanswered questions create tension in the trainees, which is a good thing because it
helps focus trainee attention on the material being presented. This topic is discussed further in
the “Encouraging Trainees to Respond” section. When only a few trainees are answering the
questions, and it is the same trainees over and over, it is wise to revert to the direct question.

The direct question is asked of a particular trainee. It is used to draw out nonparticipators
and to obtain differing points of view. As any trainer knows, a few trainees will often willingly
answer any and all questions. If the same few trainees prevail over and over, many other train-
ees will tire of hearing from them and will withdraw. Keeping everyone involved in a discus-
sion is an important skill required of an effective trainer. Most trainees begin responding to
questions once they see that answering a question is a safe and rewarding experience.

Sometimes when asked a question by one of the participants, the trainer will want to hear
how the rest of the participants would answer it. As the trainer in such a situation, you would need
to repeat the question so everyone can hear it and then ask the trainee group to answer it. This is
the relay question technique. For example, a trainee might ask, “How would this concept work in
a unionized shop?” As the trainer, you might respond by repeating the question and following up
with a statement such as, “An interesting issue. Does anyone have any ideas?” Redirecting ques-
tions to the trainee group allows you to hear the trainees’ views and then reinforce appropriate
responses. It can lead to interesting discussions about the issue that otherwise might not arise.

The reverse question is similar, except that the person asking the question is asked to
answer it. Again, as the trainer responding to the same question, you might say, “Interesting
question, Bill. Your area is unionized; how do you think it would work there?” Use this approach
when you believe that the questioner really wants to provide an answer but is hesitant. This
technique is also helpful to get a feeling for how deeply the trainee wants to delve into the ques-
tion. Be careful in redirecting a question back to the questioner, however. If overused, it could
inhibit trainees from asking a question for fear of having to answer it themselves.

Encouraging Trainees to Respond Asking questions is only half of the equation in an effec-
tive discussion. Trainees must also respond. Here are some tips on how to encourage responses:”

¢ Do not rush to fill the silence. Trainers tend to show less tolerance for silence than do train-
ees. Sometimes waiting them out will work. Remember, the trainees are just learning the
material, and it may take them a bit of time to process through the material mentally to
arrive at an answer with which they feel comfortable.

® Ask them to write out an answer. Say, “Pick up your pens and write down a few reasons why
workers are not motivated.” Then allow them time for this task. Trainees are much more will-
ing to read what they write than answer off the top of their heads.® This method also allows the
trainer to ask specific trainees to respond, as the pressure of the “unknown” question is allevi-
ated. A variation is to ask trainees to share their responses with one or two other trainees and
come up with a common answer. This technique further diffuses the accountability problem.

® Use the guided discovery method when faced with no response to a question. As the
trainer, you would not answer the question but would ask a new question that addresses
much more basic material that the trainees should already understand. When the correct
answer is given, move to a slightly more complex question. Each question is designed to
bring the trainees closer to “discovering” the answer to the question themselves. It encour-
ages trainees to respond because the questions are easy at the beginning and also the
answer to the last helps answer the next.

Demonstrations

A demonstration is a visual display of how to do something or how something works. To be
most effective, a demonstration should be integrated with the lecture/discussion method.
Whether demonstrating how to do something or demonstrating how something works, the
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principles of an effective demonstration are the same. The demonstration is most useful when
your training objectives are to increase knowledge and skills (technical or interpersonal).

The most effective demonstrations provide each trainee with the resources (equipment,
materials, etc.) needed to actually do what is being demonstrated. Each trainee is then able to
copy the demonstration process immediately after watching. As trainees are performing the
demonstration, the trainer can move around the room giving feedback. Even having teams of
four to five trainees sharing the demonstration resources provides opportunities for them to
watch others and to do it at least once themselves. While one trainee is performing the demon-
stration, fellow trainees can recall the steps in the sequence and provide feedback. This approach
also presents opportunities for questions, instructor clarification, and group discussion, all of
which contribute to a common understanding of what should be done, the order in which it is
done, and why it is done that way.

HOW TO USE THE DEMONSTRATION EFFECTIVELY To conduct an effective demonstration, first
prepare the lesson plan by breaking down the task to be performed into smaller, easily learned
parts. Then sequentially organize the parts of the task and prepare an explanation for why each
action is required. There are two main components to the demonstration—present and try out.
The following steps are part of the “present” component. Complete each of the following steps
for each part of the task:

e Tell the trainees what you will be doing so they understand what you will be showing
them. This focuses their attention on the critical aspects of the task.

* Demonstrate the task, describing what you are doing while you are doing it.

e Explain why each part of the task should be performed in that way immediately after you
demonstrate a part of the task.

Just as in the lecture, the level of involvement of the trainee can vary in a demonstration. As
with the lecture, more trainee involvement leads to more learning. The following steps increase
the value of the demonstration.

After the trainer completes the demonstration, it is time for the trainee to “try out” the
demonstration by doing the following:

Ask the trainee to “talk through” the task before actually doing it.

Give the trainee an opportunity to do the task and to describe what he is doing and why.
Provide feedback, both positive and negative.

Let the learner practice.

The temptation is not to spend much time on this process, as it seems so easy and obvious. But
remember that what is being demonstrated might be easy for someone who is familiar with it,
but not so for a novice. The demonstration process is used in the job instruction technique (JIT)
discussed later as part of on-the-job training.

Strengths and Limitations of Lectures and Demonstration

In examining the strengths and limitations of the various methods, we focus on four major issues:

1. The cost of both financial and other resources required to achieve the training objective(s)
2. The amount of control the trainer has over the material that will be covered

3. The type(s) of learning objectives addressed

4. The ways in which the method activates different social learning theory processes

cosTs The financial costs typically associated with developing and implementing lectures,
lecture/discussions, and demonstrations include the following:

* Development costs related to creating the content and organization of the training
e Cost of ancillary materials to facilitate learning
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e Compensation of trainer and trainee time spent in training
¢ Cost of the training facility for the program
¢ Travel, lodging, and food for the trainer and trainees

In terms of development and delivery, printed lectures are the most time-efficient. Oral lectures
followed by discussions and demonstrations require more time. Of course, the more questions,
discussion, and participation allowed, the greater the amount of time required. If the training
objective focuses on factual information, and interaction is not important, printed text, video
lecture, or demonstration will be more efficient and equally effective. The advantage of the live
lecture is that it guarantees that everyone is exposed to the information. Printed or video lec-
tures rely on trainees following instructions.

CONTROL OF MATERIAL AND PROCESS Lectures, discussions, and demonstrations provide a
high degree of trainer control over the training process and content. The material covered is
predetermined by the trainer, as are the processes used to present the material. The trainees
have little, if any, influence other than whatever involvement was allowed in the TNA and
program design process. However, as the training becomes more interactive, trainees are able
to exert more control. Trainee questions or answers to questions shape the content of what
is covered. The group dynamics help shape the processes used by the trainer in presenting
the information.

For example, in lecture/discussions, the order in which issues arise is determined partly
by the lecture content, the types of questions raised, and the results of the discussion sessions.
Discussions can move into tangential areas not specifically addressed in the lecture material but
which are of interest to the trainees. These types of discussions can take the trainees’ attention
away from the training at hand. Being able to address any trainee concerns early on in training
and provide the appropriate information will help keep attention on the training material.

LEARNING OBJECTIVES (KSAS) The lecture is most useful to fill gaps in trainee knowledge or
address attitudes that conflict with the training objectives. The printed or video lecture is effec-
tive because it can be studied in more depth and retained to refresh learning over time. The
lecture/discussion method is more effective than the straight lecture for learning higher-level
knowledge such as concepts and principles. The lecture/discussion method is also more effec-
tive than the straight lecture at producing attitude changes. Because attitudes consist of a per-
son’s beliefs and feelings about an object or event, new learning can modify them. The lecture,
especially combined with discussion, can change employee attitudes by providing new insights,
facts, and understanding. Lectures and discussions do not provide opportunities for behavioral
reproduction, so these should not be used for skill development objectives, except to provide
the knowledge base for the skill.

If the training objective is skill improvement, the demonstration might be appropriate.
When training objectives include both knowledge and skill development, more than just a dem-
onstration is needed. For example, the training objective might be to improve managers’ ability
to conduct effective meetings. First, the managers would need to know the components of effec-
tive meetings (facts) and when and how to use them (procedures). The lecture/discussion
method might be appropriate to meet these objectives, but the skill development objectives
should be addressed through methods that show trainees how to conduct meetings and allow
them to practice these skills. The demonstration may also influence attitudes. For example, a
new product demonstration is intended not only to show how the product works but also to
generate enthusiasm in the sales force about the product.

LEARNING PROCESS In describing the effects of the various methods on learning processes, we
return to social learning theory. It will be helpful for you to review these learning processes
(attention, retention, and behavioral reproduction) by returning to Chapter 3 and specifically
Figure 3-5 on page 91.
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TABLE 6-3 Basic Lecture/Discussion Components and Effects on Learning

Lecture/Discussion Components

Learning Process Affected*

1. Orientation e Attention
Presenting information so that trainees understand the direction the
lecture is headed and how it is organized.
2. Enthusiasm e Attention
Presenting information in a manner that conveys the topic’s importance
and inherent value.
3. Variety e Attention
Using voice, gestures, various components listed in this table, and * Retention
audiovisual aids. For printed lectures, this component is minimized. * Symbolic coding
4. Logical organization e Retention
Presenting information in a logical order and providing logical e Cognitive organization
transitions between topic areas
5. Explanations e Retention
Describing facts, concepts, and principles in a clear and easily understood e Symbolic coding
manner. e Cognitive organization
6. Directions e Retention
Providing instructions in a manner that allows trainees to understand e Cognitive organization
what they are to do and how to do it. e Symbolic rehearsal
7. lllustrations e Attention
Providing clear, interesting, and relevant examples of how information e Retention
can or has been applied (both correctly and incorrectly). e All areas
8. Compare and contrast e Attention
Articulating the similarities and differences, advantages and e Retention
disadvantages, and so on, of relevant topic areas. e All areas
9. Questions and discussion e Attention
Seeking information from the trainees regarding their comprehension, e Retention
their content-related ideas, and stimulating the trainees’ thought e All areas
processes (e.g., Socratic questioning). This component is not possible in
printed lectures.
10. Summarize e Retention

Highlighting important concepts covered in a manner that links the
topics/ideas together.

Cognitive organization

*The items under “Learning Process Affected” are from social learning theory, as illustrated in Figure 3-5.

Lectures, lecture/discussions, and demonstrations can be good at capturing trainee atten-

tion, at least in the short term. These are also relatively good methods for retention, especially
discussions and demonstrations. Even though only demonstrations are good at facilitating
behavioral reproduction, lectures and discussions can develop attitudes that are supportive of
the desired behavior.

Table 6-3 lists the basic components of the lecture/discussion, and, using social learning
theory, indicates the learning process affected. Table 6-4 provides the same information for
the demonstration.

Attention Done properly, lectures and demonstrations attract and maintain the atten-
tion of trainees. In fact, of the three learning processes (attention, retention, and behavioral
reproduction), attracting attention is what the lecture does best. Demonstrations, when
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TABLE 6-4 Basic Demonstration Components and Their Effects on Learning

Demonstration Components Areas of Learning Affected*
Present
e Tell: Explain the process you will use and then give Attention & Motivation
and overview and identify the key learning points. Retention: Symbolic Coding
e Demonstrate: Show the different parts, pieces Attention and motivation
equipment or other tangible objects that will be Retention: Symbolic coding

used, explaining their purpose. Then demonstrate
how to do the task/activity. If there are many
components do them one at a time and in the
appropriate order.

Retention: Cognitive organization

¢ Explain: During each demonstration identify what Retention: Symbolic coding
you are doing as you are doing it and explain why Retention: Cognitive organization
you are doing it that way.

Try Out

¢ Trainees describe how to do the task step by step Retention: Symbolic rehearsal

e Trainees do task while describing what they are Behavioral reproduction

doing and why

¢ Trainer provides appropriate feedback (positive Consequences of behavior
and negative)

e Allow the trainee to practice. Behavioral reproduction

*The items under “Learning Process Affected” are from social learning theory, as illustrated in Figure 3-5.

combined with lecturettes, are better at covering all the learning processes than either is alone.
It is easy to gain the attention of the trainees at the start, but trainees” attention wanders, espe-
cially in longer lectures and demonstrations. Thus, these methods have a limitation in this
regard. Printed and video lectures offer the advantage that the trainee can put down the lecture
when attention begins to wander and come back to it when in a more receptive mental state.

For live lectures, a good lecturer will speak at about a rate of 125 words per minute, but
the average person processes information at a rate equivalent of 400 to 500 words a minute.
Thus, a trainee’s attention can fluctuate dramatically during a one-hour lecture. Attention
begins to decline after 15 to 20 minutes and begins to pick up again only near the end.” This
phenomenon is a primary reason for the use of lecturettes. Likewise, demonstrations should
be short enough to maintain trainee attention while providing the necessary information
about how to complete the task. Discussion, if properly managed by the trainer, acts to
heighten attention and refocus thought processes.

Retention Retention involves the processes of symbolic coding, cognitive organization, and
symbolic rehearsal. The lecture’s strongest link in the retention process is the first step of symbolic
coding. A symbolic coding system is provided during the lecture while the trainer is describing,
explaining, and illustrating the learning points. The trainer symbolically codes the material by
using the appropriate words and images. Likewise, in the demonstration, the actions of the trainer
are a form of symbolic coding. The learners translate the trainer’s words and actions into their indi-
vidual symbolic coding schemes. The challenge for the trainer is to present the material in a way
that ensures that the symbolic codes used by the trainer hold the same meaning for the learner.
Discussions and questions help align the trainee’s symbolic coding with the training objectives.
Putting the lecture into print or creating a video for a demonstration facilitates the trainee’s sym-
bolic coding process by allowing the trainee more time to adjust her coding to that used by the text
or video. This adjustment increases recall of the information at a later date (e.g., back on the job).
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Using visual aids, such as graphics in a text or projections in a live lecture, will facilitate the train-
ee’s coding process by providing additional cues. The more varied the stimuli used to present the
same material, the more accurately the information is coded.

Organizing the coded information into already existing or new cognitive structures is
what social learning theorists call cognitive organization. The organization of information
determines the ease of recall and its appropriate use when recalled. When trainees become
actively engaged in integrating concepts and principles into their cognitive structures, the cog-
nitive organization process is facilitated. Thus, demonstrations allow more opportunity for cog-
nitive organization than does the straight lecture. Discussion and questioning allow trainees to
clarify their understanding of the lecture and organize it appropriately. Better cognitive organi-
zation occurs when the trainees are free to discuss various aspects of the new knowledge and its
relationship to already existing knowledge, and to question the trainer about actual or hypo-
thetical situations in which they might use the knowledge.

Demonstrations, by their very nature, stimulate symbolic rehearsal. By simply watching
the trainer demonstrate the task, the learner is encouraged to think about doing it, especially if
the learner knows that he will be asked to do the task when the trainer is finished. Lectures
present greater difficulty in this area. The lecturer can, and should, stimulate symbolic rehearsal
by making suggestions about how the knowledge could be applied. However, these sugges-
tions are not as powerful as the trainee herself seeing how the knowledge is applicable to her
specific situation.

Properly managed, a lecture/discussion session can facilitate this symbolic rehearsal. For
example, as a trainer you might ask the trainees to think about ways in which the knowledge
could be used in their work area and write their ideas on a flip chart. Trainees could then be
organized into small groups, and each individual encouraged to report her thoughts to the
group. You might say to the group members, “As you listen to others describe how they could
apply this knowledge, imagine you were applying it that way in your work area. When the per-
son is finished, discuss the application idea and how it would apply in your area.” This process
would not only bring misunderstandings to the surface and possibly clarify them but also
would assist in the cognitive organization of the information. The primary value, however,
would be that each trainee was getting a chance to practice mentally (i.e., symbolic rehearsal)
using the new knowledge in a variety of ways and situations.

Behavioral Reproduction The lecture/discussion approach does not provide for prac-
ticing actual behaviors, so it is not appropriate for skill development objectives. Conversely, the
demonstration incorporates behavioral reproduction into the training through practice.
Remember, however, that it is important for the trainer to monitor the learner’s performance,
providing appropriate feedback to ensure that the correct behavior is learned.

TRAINING GROUP CHARACTERISTIC

The Trainees For any type of lecture to be effective, trainees should be at about the same
general level of intellectual ability and possess about the same level of related content knowl-
edge. If the trainee group is widely divergent in either of these areas, it is difficult to aim the
lecture at the appropriate level of understanding. If the lecture is in other respects a satisfactory
method, the best approach then is to train such groups separately.

Discussions allow more diversity in a training group because the discussion period pro-
vides an opportunity for more active learning. Trainees who learn better in a more active mode
have the opportunity to do so. Trainees also have the opportunity to learn from their peers as
they participate in the discussion and ask questions.

The training group can be fairly diverse for demonstrations. However, the trainer must be
able to observe each trainee performing the task. As with lecture/discussion, the trainees in a
demonstration learn not only by observing the trainer but also by observing other trainees per-
forming the task and the type of feedback the instructor gives.
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Size of Training Group Lectures or lecturettes can be given to groups ranging from just
a few to hundreds of trainees. This is not true of the lecture/discussion method. In general, class
size should be small enough to allow all trainees ample opportunity to participate in discus-
sions and questioning. The appropriate size depends on the complexity of the material and the
amount of time allocated. More complicated material requires more time for more questions, so
fewer trainees can be accommodated in a given amount of time. The dynamics of large groups
make it difficult or impossible for all to participate in a meaningful way. When trainees cannot
participate meaningfully, they will inevitably become less involved and withdraw their atten-
tion. So when using lecture/discussions in training, make sure that groups are small enough to
allow all to participate within the time constraints of the training.

As with lecture/discussion, many of the advantages of the demonstration are lost when
the group is too large. To capture all the advantages of a demonstration, it should be limited to
small groups. A way to allow for larger groups is to provide additional trainers to monitor
trainee practice on the task and provide feedback. A good rule of thumb is to have no more than
five trainees per trainer when the demonstration involves hands-on practice by the trainees.

GAMES AND SIMULATIONS

Training games and simulations are designed to reproduce or simulate processes, events, and
circumstances that occur in the trainee’s job. Thus, trainees can experience these events in a con-
trolled setting where they can develop their skills or discover concepts that will improve their
performance. Equipment simulators, business games, in-basket exercises, case studies, role-
plays, and behavior modeling are the primary examples of this method. We discuss each of
these separately and then describe the strengths and limitations of simulations in general.

Equipment Simulators

If technical skills in the operation or maintenance of equipment are the focus of training, then
one of the best instructional methods is the equipment simulator. Equipment simulators are
mechanical devices that require trainees to use the same procedures, movements, and decision
processes they would use with equipment back on the job. Simulators train airline pilots,'? air
traffic controllers,!! military officers,!? taxi drivers,!®> maintenance workers,'* telephone opera-
tors,' ship navigators,'® and product development engineers.!”

It is important that the simulators be designed to replicate, as closely as possible, the phys-
ical aspects of the equipment and operating environment that trainees will find at their job site.
This resemblance is referred to as the physical fidelity of the simulation. In addition, psycho-
logical conditions under which the equipment is operated (such as time pressures and conflict-
ing demands) must also be closely matched to what the trainees experience on the job. This
similarity is called psychological fidelity. Training in Action 6-1 describes what can happen
when the match between simulation and work setting is less than adequate. The events described
in this example were reported by one of the new sales clerk trainees.

The organizational development literature provides guidelines for the design or redesign of
equipment.'® Human resource development (HRD) professionals engaged in the design of simula-
tors and their pretesting should involve those who will be using the equipment, as well as their
supervisors. Users” input helps reduce potential resistance to the equipment and, more impor-
tantly, increases the degree of fidelity between the simulation and the work setting. In Training in
Action 6-1, if trainers had brought in experienced sales clerks or their supervisors to pilot the simu-
lation, they might have identified the fidelity problems, which then could have been corrected.

HOW TO USE AN EQUIPMENT SIMULATION EFFECTIVELY When a simulator is used, it often occu-
pies the bulk of the training time. Tasks are attempted on the simulator, feedback is provided,
and then more simulator time is taken. Learning by doing is the major focus. At the same time,
the instructor is available to provide feedback.
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Sales Simulation

Twenty-five retail sales clerk trainees were learning how
to operate the company’s electronic sales register system.
The trainees each stood in front of a sales register that was
an older-model sales register refitted to serve as a training
device. On a screen facing each trainee, a video depicted a
customer waiting to make a purchase. The items this cus-
tomer wanted to purchase were automatically brought on
a conveyor belt to the trainee. The trainee entered specific
keystrokes to activate the register for a new sale, picked
up each item, and scanned it into the register. When all the
items were entered, the trainee entered more keystrokes
to total the sale. When the sale was totaled, the conveyor
brought forward cash, a check, or a credit card, simulating
the customer’s payment choice. The trainee entered differ-
ent keystrokes denoting a check, credit, or cash sale. If cash
was used, the cash drawer opened. The clerk was to deposit
the customer’s payment and remove the correct amount of
change, if any. Credit cards were scanned and automati-
cally debited for the total of the purchase. Payment by credit
card or check also required the customer’s identification to
be documented. Once payment was received, any change
and the receipt were to be given to the customer. This was
simulated by placing the change in a bin on the counter. The
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purchased items were then bagged and given to the cus-
tomer (again simulated by placing in the bin).

This simulation might be fairly good. Unfortunately,
when the trainees were placed at the real registers the next
day, things were quite different from their training experi-
ences. First, the registers they used were a newer model than
those used in the training, so some of the keys were in differ-
ent places. Second, people were standing in line impatiently.
Some wanted to purchase items, and others needed help with
merchandise or wanted to know the location of items in the
store. The clerks couldn’t concentrate only on working the
register; they also had to interact with the customers. The
scanner wouldn’t read some customers’ credit cards. Some
customers argued about the price of items, insisting that
those items were on sale for a lower price whereas the scan-
ner indicated a higher price. Some customers had their items
totaled and then decided that they did not want one of the
items or that they wanted additional items. Needless to say,
the simulation training proved less than helpful, and many
considered it to have lowered their capabilities. They felt that
they made many keystroke errors because of the training. If
they just were allowed to learn on the job, they would not
now be unlearning portions of the previous day’s training.

In the development of a simulation, there might be a temptation to use out-of-date equip-

ment to reduce costs. After all, why take a piece of equipment offline to use for training when it
could be in use and contributing to organizational productivity? This issue was part of the prob-
lem in Training in Action 6-1. When we reduce the fidelity of the simulation, we also reduce the
likelihood that training will result in appropriate changes in job behavior (transfer of training).
Productivity will be lost and training time and costs will be wasted if the required skills do not
transfer back to the job.

Psychological fidelity is just as important as physical fidelity. Imagine a pilot learning how
to fly a simulator that did not have a wind factor built in. Suppose in landing a real plane, the
pilot lines up with the runway and heads straight in, as taught, when suddenly a 35-mile-per-
hour crosswind appears. This type of thing happened in Training in Action 6-1, when custom-
ers suddenly appeared with different requests, and events occurred that had not been part of
the simulation.

The simulation should first be designed to allow the learning of the job skills without com-
plications from other factors, such as wind in the case of the pilot and customers in the case of the
clerks. Once the trainee acquires these basic skills, outside factors can be introduced into the
training. Increasing levels of complication are added to the simulation until the trainee reaches
the required levels of physical and psychological fidelity.

Business Games

Many decades ago, the University of Washington debuted a board game, Top Management
Decision Game, as a way for business students to see the theories in their textbooks put into
action.!” Today trainers have moved to computer-based simulations that use interactive
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multimedia and animation for the same purpose. Business games are simulations that attempt
to represent the way an industry, company, or unit of a company functions. Typically, they are
based on a set of relationships, rules, and principles derived from theory or research. However,
they can also reflect the actual operations of a particular department in a specific company.
Trainees are provided with information describing a situation and are asked to make decisions
about what to do. The system then provides feedback about the effect of their decisions, after
which trainees are asked to make another decision. This process continues until some pre-
defined state of the organization is reached, or a specified number of trials are completed.

Games can also be used to review information presented in other forms. Often this uses a
quiz show format such as the popular television (TV) show, Jeopardy. For example, recent titles of
off-the-shelf games that can be customized with the information from your training session
include Quiz Show, Game Show Presenter, Gameshow Pro, and My Quiz Show. Some of these types
of games can handle up to 180 players at one time, making it useful for training with large groups.

Depending on the objectives, you will choose either an intercompany or an intracompany
game. The intercompany games require trainees to compete in a marketplace. The more com-
plex games require decisions about where to build factories, what product to advertise, what
level of quality to be built into the product, how many salespeople to hire, how to pay them, and
so on. Trainees are assigned to teams that compete against one another in the simulation game.
As a result, the decisions made by each team affect the environment they all share.

These business games involve an element of competition, either against other players or
against the game itself. Following is a list of some of the purposes for which business games
have been developed and used:*

Strengthen executive and upper-management skills

Improve decision-making skills at all levels

Demonstrate principles and concepts

Combine separate components of training into an integrated whole
Explore and solve complex problems in a safe, simulated setting
Develop leadership skills

Improve application of total quality principles

Develop skill in using quality tools

Games that simulate entire companies or industries provide a far better systems perspective
than do other training methods. They allow trainees to see how their decisions and actions
influence not only their immediate target but also related areas. Training in Action 6-2 describes
how one company combined simulations, games, and lectures to improve performance.

Intra company business games require teams or individuals to represent different func-
tional areas in a single company. The process is similar to that of the intercompany game but
without the competition. In fact, cooperation is usually required for success in the game.

If it is decided to use a business game, first find one that meets the training objectives. A
wide variety of business games and simulations are available. They cover a wide range of top-
ics such as marketing, accounting, finance, and general management. A good source for
exploring new games and learning how to develop your own games is the Association for
Business Simulations and Experiential Learning. Its publication Developments in Business
Simulation and Experiential Learning describes new business games and simulations. The asso-
ciation also sponsors an annual conference where new exercises, games, and simulations are
demonstrated and discussed.

HOW TO USE THE BUSINESS GAME EFFECTIVELY Business games should not be used as a stand-
alone training method. A typical training program would alternate methods (such as readings,
lecture, discussion) with trials on the simulation, continuing in this way to the end of the game,
at which point a general discussion would take place. Initial interest needs to be created in the
game. However, as the game progresses, trainees often become quite involved, spending a great
deal of time determining their strategies and plotting moves.
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Kimberly-Clark’s Training for a Product Launch?!

Kimberly-Clark (KC) is one of the world’s largest con-
sumer-products companies. Launching new products is
key to KC’s business success. KC felt it was important
that employees understand the product launch process,
but in the past many attempts at teaching employees
about the process had failed. The senior executive group
finally mandated that an effective training program was
needed immediately, that they didn’t want to spend a lot
of additional money, and that it had to bring the approxi-
mately 15,000 employees up to speed on how the process
worked.

The training program that was developed to meet this
need combined a business game with various simula-
tions and video presentations. The program began with
a lengthy simulation that allowed trainees to understand
KC’s supply chain. This was followed by small group dis-
cussions focused on key customers and other supply chain
issues. Key points from these discussions were posted on a
“discovery map.” Each member of a team then received a
role in a fictional company that was bringing a new prod-
uct to market. The team then engaged in activities designed

to launch the product. This simulation ended with their
company being beaten to the market by a competitor. This
allowed trainees to experience and get an understanding of
the problems and issues with supply chain management as
well as the disappointment of getting beaten to the market
by a competitor. This experience was followed by more dis-
cussions that led to a second discovery map that showed
how the KC supply chain of the future would work. The
final phase of the program had presentations from the CEO
down to the local leadership. The CEO provided the 10,000
foot picture while others provided progressively more spe-
cific information about how to launch a product and how
employees could make positive contributions.

The success of this training program is indicated in
the $275 million in cost savings that was realized from
employee suggestions on how to improve the process.
Another measure of success (and perhaps one the direc-
tor of Organizational Effectiveness, who was responsible
for the program, held dearest to his heart) was that when
the senior executive team had completed the training they
were standing up cheering and giving high-fives.

Business games can take between a few hours and several weeks to complete. Unless the

training objectives are fairly simple, expect to need at least a few days for trainees to complete
the game. Before beginning the game and at its conclusion, point out to the trainees what the
learning objectives are and how the game relates to the objectives. These briefings will help
keep trainees focused on the key learning points. Before beginning the game, trainees will need
to read the instruction manual. Once trainees are familiar with the objectives of the game and its
rules and procedures, they meet in teams to make decisions about strategy, roles, and such.
Once the game begins, the team’s decisions are transferred to the trainer (game administrator)
or computer. Results are tabulated and fed back to the teams. Teams examine the feedback and
any new information in light of the previous decisions and then make another decision. This
process continues over a number of decisions. Dr. Tony Faria, an expert in the field, suggests
that a minimum of 12 decisions need to be made for trainees to benefit from the exercise. The
first four decisions provide trainees with a general understanding of the game and how the
various factors interact; the second four provide a framework for competing; and the final four
allow strategic decisions to be made with enough knowledge to be meaningful.?? After the final
decisions are in and results tabulated, trainees meet to discuss the results and the logic and cri-
teria they used to make their decisions. These discussions regarding how and why decisions
were made, and their consequences, are a very important part of the training, as this is where a
great deal of learning takes place.

In-Basket Technique

The in-basket technique provides trainees with a packet of written information and requests,
such as memos, messages, and reports, that typically would be handled in a given position such
as sales manager, staff administrator, or engineer. This popular quasi simulation focuses pri-
marily on decision making and allows an opportunity for both assessing and developing
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Typical Instructions for an In-Basket Exercise

Salesperson In-Basket Instructions

Your name is Lee. You have been with Bennett Corporation
for one and a half years as a salesperson in the business
machines marketing force on the east coast. A position
opened up in the Midwest region a few weeks ago when
the salesman, John Quitt, left the company and his custom-
ers without notice. The other salespeople in your new office
were unable to cover the calls coming in from the accounts
you are taking over, so you must do some catching up. Your
transfer is still a week away, but the company flies you out
to the Midwest office to go through your predecessor’s over-
flowing in-basket. It is Sunday evening, April 13, and no one
else is in the office. In 75 minutes, you must leave to catch a
plane to the training center, and you will not be available for
the coming week.

Read through the items in the in-basket, and decide
on a course of action for each. It is imperative that you
respond immediately, because you will not be back for
a week. All responses must be in writing so you can
leave them for the other office personnel. Responses
may include writing letters, writing memos to others or

yourself, scheduling meetings, making phone calls (out-
line what is to be discussed), and so on. You may write
your responses on the same memo you received or on the
memo pad provided. Writing paper is also provided if
you wish to write a letter. Be sure to attach any memos
or letters to the appropriate item. It is your first trip to
the Midwest, and you have not yet met any of your new
co-workers.

An organizational chart and a calendar are provided for
your reference.

Remember, every action you take or plan to take must
be in writing. If you don’t write it down, the assessor will
have no way of assessing your performance.

It is advisable to read through the entire in-basket before
taking any action.

Timetable
5 minutes Read instructions.
75 minutes Read and respond to in-basket items.

***Please do not proceed until told to do so.***

decision-making KSAs. This technique is most often used when preparing employees for pro-
motion or transfer to a new work environment.
Typically, the trainee’s decisions are simply written down rather than carried out. Thus,

the technique is good at teaching trainees what decision to make but not at developing the skills
needed to carry out the decision. A few in-basket exercises require the trainee to “call” someone
and communicate the decision or request additional information. In these cases, interpersonal
skills can also be developed.

In-baskets are not as readily available commercially as simulations. One reason is that they
are relatively easy to develop. Simply examine current jobholders’ in-baskets for the material.
Take papers from the in-basket, including filler material that requires no action (flyers, memos
copied to the person) and follow the scenario from Training in Action 6-3. Use the trainee’s cur-
rent position as the position in the scenario. To provide the stress of real-life management, the
amount of information that needs attention should be more than can be expected to be com-
pleted in the allotted time. To determine the appropriate actions that should be taken, choose
high performers from the job in question and ask them what they would do. The attraction of the
in-basket is that it is developed from real information from the trainees’ organization.

HOW TO USE THE IN-BASKET EFFECTIVELY Typically, trainees are given a type of job to role-play.
They receive a description of their role and general information about the context in which the
role is being carried out. See Training in Action 6-3 for an example. Trainees are then given the
packet of materials that make up the in-basket and asked to respond to the materials within a
certain time period. After all the trainees complete the in-basket, a group discussion with the
trainer follows in which the trainees describe the rationale for their decisions. For example, a
trainer might ask about strategies the trainees used to prioritize the information, asking
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questions such as, “What criteria did you use to determine which person to contact first when
you arrived on the job?” “How did you determine the order in which you addressed the issues?”
The discussion will gradually become more specific and address how trainees responded to
specific items, such as “What did you do about the complaint that was three weeks old?”

The group discussion highlights the advantages and disadvantages of different approaches
to the exercise. This allows trainees to see different strategies and approaches to the same set of
issues. During or immediately following the discussion, the trainer provides a summary of the
alternative approaches to making the various types of decisions. The training concludes with a
discussion of the lessons learned and how these can be applied on the job.

The majority of the learning with the in-basket technique occurs during the discussion session.
It can take a half-day or more to complete the in-basket and the discussion that follows. If the train-
ing objectives allow trainees to complete the in-basket materials before the start of the training ses-
sion (perhaps the evening before), the actual time spent in training can be reduced. In such cases, the
time constraint on the trainee to complete the in-basket is removed. If you can create the in-basket
electronically, the time limit can be retained. The extra time you gain could be used to provide indi-
vidual feedback on each trainee’s decisions before the discussion session. This will help focus the
trainees” attention on the areas most important to their individual development. It will also allow
you to develop more targeted and effective questions to ask during the group discussion.

A variation on the technique is to run multiple, simultaneous in-baskets in which each
trainee receives a different but interrelated set of information. The trainees must interact with one
another to gather all the information necessary to make an appropriate decision. This activity
allows development of communication and decision-making skills. It also includes elements of
role-play and business games training.

Case Studies

The case study attempts to simulate decision-making situations that trainees might find on the
job. The trainee is usually presented with a written (or videotaped) history, key elements, and the
issues faced by a real or imaginary organization or organizational unit. The trainer should con-
vey that no single solution is right or wrong and that many solutions are possible.”> The learning
objective is to get trainees to apply known concepts and principles and discover new ones. The
solutions are not as important as is trainees” understanding of the advantages and disadvantages
that go along with the solutions.

A written case study can range in length from a few pages to over 100. A series of ques-
tions usually appears at the end of the case. Longer ones provide a great deal of information to
be examined and assessed for its relevance to the decisions being made. Others require the
trainee to conduct the research themselves to acquire the appropriate information. The trainee
must then analyze the situation, identify the key issues, and then identify ways to address the
issues. Typically, the issues revolve around threats and opportunities to the organization in
relation to its strengths and weaknesses. Smaller cases are often called scenarios and can only be
a paragraph or two in length. The purpose of these smaller cases is to provide trainees with a
very limited situation in which they are able to test out their new knowledge. These are typi-
cally used as exercises following a lecture/discussion segment of training.

Another variation of the case study is the incident process, in which trainees are given
only a brief description of the problem?* and must gather additional information from the
trainer (and perhaps others) by asking specific questions. Because managers gather most of
their information from questioning and interacting with others, this activity is meant to simu-
late a manager’s work more closely. In all case study methods, the information sorting and
gathering process can be as much a learning focus as the nature of the problem being worked
on. In such instances, the focus is on understanding the criteria that separate relevant from irrel-
evant information, and learning where and how to gather relevant information.

If the decision is to use a case, it is necessary to find or develop one that will achieve the objec-
tives. Harvard University and the University of Western Ontario are good sources. Their cases are
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based on real organizations” experiences. The advantage of “real” cases is that they can be enriched
with up-to-date information from the organization and can describe “what the outcome of the case
really was” and how it affected the company.

Writing a case requires a special skill, and if you can find a case that fulfills your objec-
tives, it is probably preferable to use it. However, there are inherent advantages to trainers who
can write a case about their own company. The case can be written with the learning objectives
in mind and therefore be truly focused on the company’s needs. Additionally, trainee interest
and transfer of training will be high because it is about the trainees’ own organization.” If you
do decide to write a case, refer to guides such as the Handbook of Creative Learning.?

HOW TO USE THE CASE STUDY EFFECTIVELY Cases reflect the typical situation faced by most
managers—incomplete information about many of the factors that influence how an organiza-
tion should move forward. For most cases, the trainees are given time to digest the information
provided individually. If time permits, they may be allowed to collect additional information
and integrate it into their strategy and action plan. Once individuals complete their case write-
up, they may meet in small groups to discuss the different analyses, issues, strategies, and action
plans. Then the trainees meet with the trainer, who facilitates and directs further discussion.

The trainer guides the trainees in examining the possible alternatives and consequences
without actually stating what they are. The guided discovery method is especially important in
this situation. The trainer’s analysis of the case and action plan to address the issues are irrele-
vant to that process; in fact, they hinder it. The trainer must also direct the discussion of the case
toward achieving the training objectives. Suppose problem analysis is the objective of the train-
ing. Here you allow the case to go in the direction the trainees wish it to go, as long as they are
pursuing a problem and analyzing it.

The role of trainer also requires facilitation of group discussion, keeping the communica-
tion climate open while ensuring that the focus remains on important learning points. The
trainer becomes the catalyst for discussion by calling on trainees for opinions and encouraging
others to confront aspects of a position they do not support. In this role, the trainer must remem-
ber to deflect requests from trainees to give her own “solution” to the case. Instead, use relay or
reverse questioning techniques.

One major concern for trainers when using the case method is ensuring that participants
read the case and prepare for the discussion. Using training time for case reading and prepara-
tion ensures that work will be done, but it cuts into discussion time. If several training days are
to be used, especially if the training is offsite and trainees are staying at a hotel, structured
assignments can be built into the evenings. This option reduces the downtime of the training
day. Of course, with a one-day training period, you can always provide the case and ask that
trainees read it and answer questions ahead of time. However, this technique is advisable only
when you can be sure that everyone will in fact read it ahead of time. Trainees are more likely to
read the case if they realize they will be required to meet in small groups to discuss it.

Role-play

Role-play is an enactment (or simulation) of a scenario in which each participant is given a part to
act out. Trainees are provided with a description of the context—usually a topic area, a general
description of a situation, a description of their roles (e.g., their objectives, emotions, concerns), and
the problem they each face. For example, the topic area could be managing conflict, with the two
parties in conflict being the supervisor and subordinate, and the situation might revolve around
scheduling vacation days. The problem could be that the subordinate wants to take a vacation dur-
ing the first week of August, and the supervisor knows that a big project comes due that week. Once
the participants read their role descriptions, they act out their roles by interacting with one another.

The degree to which a scenario is structured will depend on what the learning objectives
are. Structured role-plays provide trainees with more detail about the situation and more
detailed descriptions of each character’s attitudes, needs, opinions, and so on. Sometimes,
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structured role-plays even include a scripted dialogue. This type of role-play is used primar-
ily to develop interpersonal skills such as communication, conflict resolution, and group
decision making.

Spontaneous role-plays are loosely constructed interactions in which one of the partici-
pants plays himself while the other(s) play people with whom the first trainee interacted in the
past or will in the future. This type of role-play focuses on attitudes. It is typically used to develop
insight into our own behavior and its effect on others rather than to develop specific skills.

In a single role-play, one group of trainees role-plays for the rest, providing a visual dem-
onstration of some learning points. Other trainees observe the role-play, analyzing the interac-
tions and identifying learning points. Although this format provides a single focus for trainees
and feedback from a skilled observer (the trainer), it does have some disadvantages. Those cho-
sen to act as the characters might experience acute embarrassment at being the center of atten-
tion. They also do not have the advantage of watching others perform the roles. In addition, they
might not clearly portray the behaviors that are the focus of training. Having people other than
trainees act out the role-play eliminates these problems but adds some cost to the training.

A multiple role-play is the same as a single role-play except that all trainees are in groups,
with each group acting out the role-play simultaneously. Following the role-play, each group
analyzes the interactions and identifies learning points among themselves. Each group may
report a summary of its analysis and learning to the others. This format allows a rich discussion
of the issues because each group will play the roles somewhat differently. It also reduces the
amount of time required to complete the process but also might reduce the quality of feedback.
Trainees are generally reluctant to provide negative feedback to peers. Even if they are willing,
they might not have the experience or expertise to provide constructive feedback. Videotaping
the role-play is another option. The trainee uses the tape for self-evaluation, and the trainer can
examine the tapes between sessions and provide individual feedback.

The role rotation method begins as a single role-play. After the characters interact for a period
of time, the trainer will stop the role-play and discuss what happened so far and what can be
learned from it. Then different trainees are asked to exchange places with some or all of the charac-
ters. These trainees then pick up where the others left off. This format allows a common focus for
all trainees (except those in the role-play) and demonstrates several different ways to approach the
roles. It keeps trainees more active than the single role-play and allows for feedback from a skilled
observer. However, it requires the progress of the role-play to be interrupted frequently, creating
additional artificiality. Again, trainees might be inhibited from critiquing the behavior of their fel-
low trainees publicly, and they might be embarrassed to play a role in front of everyone else.

HOW TO USE THE ROLE-PLAY EFFECTIVELY Role-plays are available in many textbooks and other
sources, but they are also reasonably easy to write. The advantage of writing a role-play is that it can
be tailored to the needs of the company and the trainee population. Role-plays can be strategically
placed throughout the training to provide not only the skills practice but also a change of pace.
Feedback is an important component in the role-play. The manner in which feedback is
given will depend on the amount of time available. Training is more effective when the trainer
can provide individual feedback. However, time and financial constraints might limit the degree
to which this is possible. When time is limited, trainees may be asked to provide feedback to
other trainees. For example, if the role-play involves two people, you could put the trainees into
groups of three: the two people acting out the role-play (initiator and responder), and the other
providing feedback (observer). Ideally you would provide three sets of role-plays that are differ-
ent but contain the same learning points. Also, provide sheets of “learning points to look for”
regarding the three role-plays. Each of the trainees is given the opportunity to act out each posi-
tion, but with a different role-play scenario. The advantage to this feedback approach is that it
reduces the amount of time required to complete the process because the entire training group
can be completed after just three role-plays. The disadvantage is in the quality of feedback pro-
vided by the trainees. Trainees are generally reluctant to provide negative feedback to peers.
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Even if they are willing, trainees are not experts, so feedback might not be accurate. Nevertheless,
if the role-play is set up with clear instructions and an understanding of the requirements, it can
be an excellent learning tool. Each trainee is able to practice the skills, see how the skills work on
them (when in the role of the initiator), and watch and provide feedback (as the observer). It
might be useful to have the instructor and two volunteers run through exactly what is required
(using a different role-play) before starting. Another option is to videotape the role-play. The
trainee can use the tape for self-evaluation, peers in small groups can use it to evaluate each
other, or the trainer can use it between sessions to provide individual feedback.
It is important to avoid the following problems when selecting or writing a role-play:*’

1. Reduced level of generalizability to the job, which results from problems addressed in the
role-play that are not generally handled at the trainees’ level in the organization

2. Confusion that results from incomplete, excess, or misleading information

3. Confusion about how to behave in the role-play because the interrelationships are too complex

4. Conflicts left unresolved because the script creates more than can be resolved in the
allotted time

5. Unrealistic or trivial scripts

Some concerns might arise about the trainees’ involvement in the role-play. For some trainees,
the role-play can be considered “fun” but not real, which lessens the generalizability to the job.
Others find it stressful to act out a role with others watching. Table 6-5 provides tips on how to
develop and present a role-play.

TABLE 6-5 Tips for Developing and Presenting Role-Plays

Developing

Make a summary of the different skills that the role-play is intended to develop. Use these to guide the role
play you create.

Make it real. Use situations, issues and concerns from the company whenever possible.
Set up your situation carefully so it creates the type of interaction that will illustrate your points and engender

the type of behavior on which you are focusing. Create a situation in which one player’s behavior causes

another player to either use the skills taught or to illustrate what happens when those skills are not used.

Create whole characters. Give your characters enough background and context to illustrate your key learning points.

Give your characters room to act. Unless you are teaching rote responses a full script is not needed. Providing
the detailed background on habits, attitudes, goals, personalities, mood and so on, of your characters as well
as the business concerns and restrictions that motivate or restrain the players should be enough.

A role-play should only focus on one key problem. Do not try for more than one issue; otherwise, you will diffuse
the impact and distract the learners with too much information.

Presenting

Begin by letting the participants know the objective of the role-play. Then provide them with the background and
context within which the role-play will be conducted. Sometimes you may want to demonstrate the role-play with
volunteers or other trainers.

Don’t let the role-plays or the debriefings get off topic. To prevent your role-play from going in the wrong
direction, make sure that participants understand what they are supposed to do. A simple way to do this is

to give them written instructions. If the role-play gets off topic, stop the performance and ask, “What are

the problems here? Why isn’t the conversation moving in the right direction?” Be assertive to ensure that the
participants stay in character and on topic.

If possible you should plan to use observers to provide feedback. Provide them with an observation sheet that
lists the key behaviors to look for and allows space to record key aspects of the performance.

Always debrief after the role-play. This is how learning takes place. Ask questions of each player, and observer.
Allow the group to comment about what they learned from observing the players.

Encourage discussion. Challenge them with alternatives: “What would have happened if .. .?"
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Depending on the method used in providing feedback, the time frame for completing a set
of role-plays could be from one hour to one day. Considering that just the preparation of train-
ees for the role-play (along with a demonstration) could take 20 to 30 minutes, the complete
session could take a whole day if everyone were to role-play in front of everyone else.

Behavior Modeling

Behavior modeling uses the natural tendency of people to observe others to learn how to do
something new. This technique is most frequently used in combination with some other tech-
nique. For example, the modeled behavior is typically videotaped and then watched by the
trainees. We include it in the “Games and Simulation” section because once the trainees observe
the model, they typically practice the behavior in some form of simulation or role-play.
However, the behavioral modeling process itself is distinctly different from these methods.
Only minor differences exist among the various descriptions of behavior modeling in the litera-
ture.?® The behavior modeling process can be summarized as follows:

1. Define the key skill deficiencies.

Provide a brief overview of relevant theory.

Specify key learning points and critical behaviors to observe.

Use an expert to model the appropriate behaviors.

Encourage trainees to practice the appropriate behaviors in a structured role-play.

Provide opportunities for the trainer and other trainees to give reinforcement for appro-

priate imitation of the model’s behavior.

7. Ensure that the trainee’s supervisor reinforces appropriate demonstration of behavior on
the job.

Sk BN

Develop a training module comprising all seven steps for each skill to be learned. An overview
module should also be provided, as well as a separate workshop for those who supervise the
trainees back on the job.

Behavior modeling differs from both role-play and simulation by first providing the
trainee with an understanding of what the desired skill level looks like. This method is based on
Bandura’s social learning theory and is focused on developing behavioral skills. However, steps
2 and 3 reflect the cognitively oriented learning features of the technique, and steps 5 to 7 reflect
behaviorist/reinforcement theory features.

Behavior modeling is useful for almost any type of skill training. It can be used to provide
interpersonal skills, sales skills, interviewee and interviewer skills, safety skills, and many
other skills.?’ One method of behavior modeling makes extensive use of video modeling and
feedback. The trainee first observes the behavior being performed by a model and then
attempts to reproduce the behavior (step 5) while being videotaped. Through split-screen
devices, the model and the trainee can be shown side by side, and the trainee can see exactly
where his performance does or does not match the model’s.

HOW TO USE BEHAVIOR MODELING EFFECTIVELY Although a live model can be used, a video
is better for two reasons. First, it will be an accurate, standardized depiction of the required
behavior. The action can be redone until it is exact. Using a live model leaves room for
variations or inappropriate behaviors. Second, scripted learning points and steps being fol-
lowed can be inserted into the video. These descriptions allow the trainee to see the behav-
ior and the specific point being highlighted at the same time. The best results are obtained
when both positive and negative models are used. This allows trainees to see both what
should be done and what should not.>

One difficulty is finding or developing a video for the desired behavior. Many videos are
available covering various types of skills, but the quality varies considerably.?! It is important
to preview them before purchase because the video must match the learning objectives. Videos
developed for general sale typically do not model the behavior exactly the way the company

237



238 Chapter Six e Traditional Training Methods

TABLE 6-6 Things to Consider When Implementing Behavior Modeling3?

e Use care in selecting the trainer/program administrator who will set up and conduct the
sessions. This person must be skilled and experienced with this technique.

e Consider carefully whether this technique will meet your needs within your constraints of time
and money. You should probably not use this technique unless you can:

e identify real skill deficiencies in advance of training, and involve the potential trainees and
their bosses in this process, which will gain the key people’s attention and their ownership of
the objectives of the training sessions;

e provide a model that is seen as credible and is able to correctly and consistently model the
appropriate behavior (use of video clips is preferred for consistency);

¢ provide time for each trainee to practice the behavior under the watchful eye of the trainer; and

¢ arrange for the manager of each trainee to reinforce correct behavior back on the job.

e Break the skills into small behaviors. Build a module around each small behavior, and progress
one step at a time, starting with a simple behavioral element, to gain confidence.

* Do not emphasize more than seven learning points during any one training module.

e Ask trainees to verbalize the behavioral cues demonstrated by the model and then to visualize
their pending performance before they actually practice the desired behavior. Verbalization
may help improve generalization and use of the behaviors in new situations.

e Establish a supportive climate that encourages experimentation for the practice sessions. Emphasis
on positive reinforcement rather than criticism increases self-confidence and learning.

e Provide a wallet-sized card that outlines the key learning points and critical steps, after each
session, as some experts suggest. This reminder acts as a security blanket for the trainees to
reassure them that they will know the crucial features as they attempt to apply the training
back to their jobs.

e Conduct a review session after the completion of several modules to reinforce the learning
points and to demonstrate the progress attained by the trainees.

¢ Manage the consequences of attempting the newly trained behaviors in the actual job
situation. Work with the trainees’ manager to ensure that attainable goals are set for their
subordinates, barriers that may prevent trainees from attempting the new behaviors are
removed, and incentives for attempting the new behaviors are provided.

would like. Developing a video is also a possibility, but cost, ability to make a professional
product, and the time needed might rule out that option. Table 6-6 provides several sugges-
tions if the decision is made to use behavior modeling.

A behavior modeling training session starts with trainees watching the modeled behavior.
Trainees would then perform the behavior and receive feedback on it. If the trainee is video-
taped while performing, the trainee would watch the video and receive feedback while watch-
ing the video. If video recording of the trainee is used, the number of video cameras and VCRs
available limits the number of concurrent sessions that can take place. This method is highly
dependent on effective feedback; thus, a sufficient number of trainers must be available to pro-
vide feedback.

Strengths and Limitations of Games and Simulations

Even though games and simulations come in many different formats, they share a number of
common strengths and limitations. When a specific format differs from others in this regard, we
discuss it separately; otherwise, our discussion of strengths and limitations applies to all formats.

cosTs The development costs of games and simulations vary from format to format. In general,
equipment simulators are the most expensive to develop, but cost will depend on the nature of the
equipment that is simulated. For example, millions of dollars are spent on aircraft simulators used
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to train commercial and military flight officers. Conversely, retail clerks and bank tellers can be
trained on the actual equipment they will use on the job. The equipment can be moved back and
forth from training to the job site. Even if the development costs of equipment simulators are high,
they are often the best alternative. For example, pilot trainees taking test flights in an airplane will
not be exposed to all the possible situations they might encounter in flying thousands of hours a
year, so the trainees would not learn as much from this method as they could from a simulator.
Also, pilots will need to know how to respond in dangerous situations, which is best practiced in
the safety of the simulator. In addition, the cost of “flying” a simulator is a small fraction of the
cost of flying an actual aircraft. The total costs of using the simulation can be lower than alterna-
tive methods, even when the development cost is quite high.

At the low end of development costs are role-plays. A wide range of role-plays are already
developed and published, including instructions and suggestions for their use. Many of these
publications are free. However, a role-play tailored to the company’s needs can be created at
little cost.

Business games are somewhat more complicated and thus usually more expensive than
role-plays. Multimedia or computer-based games or simulations will be more expensive but
have the advantage of being reusable, so the cost can be amortized across the number of train-
ees. Behavior modeling costs can range from moderately low to high, depending on the format
used. Using an expert to model the desired behavior live (e.g., welding two plates together)
simply involves the cost of the model. Since the model is typically an employee of the com-
pany, the cost is just the lost production while the expert is modeling. Using professional actors
as models for interpersonal skills training, for example, will add to the cost, but could be worth
it in terms of improved quality. The use of live models is more expensive than using video-
taped models because the cost is incurred each time the model is used. Videotaping the model
allows the videotape to be used again but adds the cost of creating it. Professionally developed
videos can be fairly expensive. This will be discussed more fully in the audiovisual section of
this chapter.

Two things to consider when examining the cost of a game or simulation are

e the degree of flexibility built into the simulation or game, and
e the cost of making mistakes while in training.

Regarding flexibility, a cockpit simulator that is programmable to reflect the characteristics of
many different aircrafts will be more cost-effective than one that can simulate only one type of
aircraft. The same is true of business games and other types of simulations. A business game
that is programmed to create different economic situations and business conditions will have a
wider audience base and a longer useful life than one that is not.

One of the primary strengths of games and simulations is that they allow trainees to
develop and practice skills in a safe setting. Mistakes in business decisions can be financially
disastrous. Mistakes in equipment operation can cause damage to the equipment and physical
harm to the operator and others. Mistakes in interpersonal behavior can also result in financial
losses to the company through lost customers, resentful employees, and misinterpreted instruc-
tions. Mistakes can result in psychological harm to the trainee, such as lowered self-esteem and
confidence or increased defensiveness. Simulations and games allow trainees the opportunity
to develop their skills in a situation where the costs of making a mistake are low or
nonexistent.

CONTROL OF CONTENT AND PROCESS When games and simulations are used, both the trainer
and the trainee influence the content of what is learned and the processes used in learning. The
game or simulation provides a set of information that focuses on a particular content area. The
Kimberly-Clark simulation and game (Training in Action 6-2), for example, focuses on integrating
business decisions across functional areas to improve company profitability and growth. Games
and simulations also provide instructions and guidelines that strongly influence the learning pro-
cess. By selecting an existing game or simulation or developing a new one, the trainer exerts
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control over the learning content and process. Many games and simulations are structured so that
situations occur in a predetermined order, providing the trainer with greater control over both
content and process. This control is desirable if all trainees will be exposed to the same situations
back on the job. Arrest procedures for police, or machine maintenance and troubleshooting for
equipment operators, are examples of such jobs. Other games and simulations allow the situation
to change according to how trainees respond, enabling the trainee to exercise greater influence on
what is learned and how. These types of games and simulations are useful when trainees must
learn how to deal with a wide range of situations and how to apply general principles in areas
such as business and financial planning, decision making, and military battle tactics.

The format providing the least built-in structure is the unstructured role-play in which only
a general set of guidelines is given to the participants beforehand. How the trainees interact
while playing out their roles is under their own control. Although the trainer controls the choice
of situation and roles, the trainees control how they are carried out. By asking the role-players to
focus on certain steps in the learning process, such as saying “First try to identify the cause of the
conflict, and then try to generate win-win alternatives,” the trainer exerts more influence. In the
case of role-plays, reduced structure allows the trainees to imagine the situation as it might occur
on the job. The potential danger is that it might be so unstructured that they do not take their
roles seriously, or they are unable to imagine how it could possibly apply to their job.

Cases provide more structure, particularly in setting the situation (i.e., characteristics of the
organization). However, the trainees’ process of analyzing the case is largely internal or influ-
enced by the interaction within the training group. Through the manner in which trainers facili-
tate discussion of the case, they can exert more or less control over what trainees learn and how.

Equipment simulators generally provide the most structure. They must replicate the phys-
ical and psychological characteristics of the equipment and the environment in which it is oper-
ated. The simulator itself controls the content and process of learning. To the extent that the
simulation is programmable, the trainer can manipulate the content.

LEARNING OBJECTIVES (KSAS) Games and simulations provide opportunities to learn through
concrete experiences that require both theory and application. Theory provides the general
principles that guide action. Application provides the opportunity to test those principles and
understand them at a behavioral level, not just as abstract intellectual knowledge. As the phi-
losopher Confucius said, “I hear and I forget. I see and I remember. I do and I understand.”

Some types of knowledge enhancement and attitude change are achievable through games
and simulations, but usually supplemental methods are required. Games and simulations gen-
erally require some background knowledge and provide a context in which this knowledge is
applied. For example, a business game in which several teams of trainees compete for product
market share makes some assumptions about the knowledge that trainees have about basic
marketing strategies (e.g., product, pricing, promotions, and location). It allows them to apply
their knowledge and see the consequences of that strategy.

For these and numerous other reasons, games and simulations do a good job of developing
skills. First, they simulate the important conditions and situations that occur on the job. Second, they
allow the trainees to practice the skill. Finally, they provide feedback about the appropriateness of
the trainees’ actions. Each of the formats is most suited to particular types of skills, as follows:

e Equipment simulators are best at teaching people how to work with equipment.

* Business games are best for developing business decision-making skills (both day-to-day
and more strategic) and for exploring and solving complex problems.

* The in-basket technique is best suited to development of strategic knowledge used in mak-
ing day-to-day decisions.

e Case studies are best for developing analytic skills, higher-level principles, and complex
problem-solving strategies. As trainees do not actually implement their decision/solution,
their focus is more on the “what to do” (strategic knowledge) than on the “how to get it
done” (skills).
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® Role-plays provide a good vehicle for developing interpersonal skills and personal insight,
allowing trainees to practice interacting with others and receiving feedback.

* Behavior modeling is a good technique for developing skills, especially when learning
points are used as rules and when there is sufficient time for practicing the behavior.?*

Role-playing is an especially effective technique for creating attitude change.?* It allows train-
ees to act out behavior that reflects their attitudes and to experience others’ reactions and
their own feelings about the behavior. The experience and feedback allow the trainee to make
proper attitudinal adjustments. The role reversal is even more powerful, as it requires the
trainee to take a position opposite to their attitude. It allows the trainee to better understand
why others may hold differing attitudes. One such situation would be the supervisor with a
negative attitude about union officials being asked to play the role of union steward defend-
ing an employee who had been treated unfairly. As an old role-playing saying goes: “Seeing
is believing, but feeling is the truth.” Although trainees might see the logic of a principle
through a lecture and see its application in a video, they can feel its personal value only when
they use it themselves.

Learning Process

Attention One of the strengths of games and simulations is their ability to gain the atten-
tion of the learner. The active learning process used by these training methods is generally more
compelling to trainees than is sitting through a lecture or reading a text. In most games and
many simulations, the aspect of competition against ourselves or others increases attention and
enthusiasm. Many also use clever gimmicks that capture trainees’ interest, but these aspects can
also distract trainees from the real learning objectives of the training. Sometimes trainees get so
engrossed in the competition or “figuring out” the gimmick that they fail to learn the principles
or develop the skills the game/simulation was intended to produce. It is important for trainers
to build modules into the training that prepare trainees to use the game or simulation by identi-
fying the desired learning outcomes. Modules might also be planned for breaks during the sim-
ulation to capture learning that occurred and to refocus trainees on the learning objectives. In
general, a debriefing module should always be included so that trainees can reflect and elabo-
rate on what they have learned.

Another important factor affecting trainee attention is the credibility of the game or simula-
tion. When the game or simulation does not realistically represent the key characteristics of the
trainees’ job, trainees will not take it seriously and will give it less attention. Consider a role-play or
simulation designed to improve union-management problem solving. It asks trainees who are
members of union-management committees to work on resolving certain issues. If these issues are,
in reality, already contractually mandated in the company, both sides must pretend that part of the
labor contract does not exist. When this happens, trainees are likely to consider the training irrele-
vant and not take it seriously.

Retention Games and simulations are best at developing trainees’ skills in applying or
using knowledge. This approach assumes that the knowledge needed to play the game or use
the simulation was already learned. This information exists as symbolic codes in the trainees’
cognitive structure. Games or simulations do not do a good job of teaching facts or procedures,
but they are especially good at enhancing this knowledge through the repeated recall and use
of the information during the training. Thus they serve to refine and reinforce symbolic cod-
ing. Games and simulations focus primarily on the cognitive organization and symbolic
rehearsal processes. Because the trainee must use many different areas of knowledge to com-
plete the game or simulation, the trainee can see the connections and relationships between the
different areas. Learning these new connections and relationships allows trainees to solve
problems and develop strategies for achieving goals. Most games and simulations require
trainees to engage in symbolic rehearsal by having them plan their action steps and anticipate
their consequences.
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Behavioral Reproduction Of course, the real strength of games and simulations is their
focus on learning by doing. Creating realistic situations in which trainees can apply their
knowledge to goal-directed actions and receive fairly immediate feedback is critical for skill
development. Behavioral reproduction is a significant part of the learning process when
games and simulations are used. For the desired learning to occur, the training design must
include feedback to the trainees about their actions. This requirement follows from the prin-
ciples of reinforcement and shaping discussed in Chapter 3.

TRAINING GROUP CHARACTERISTICS Only one person at a time can use an equipment simu-
lator, so to some extent, differences in trainee readiness are addressed. As with all games and
simulations, however, trainees must possess the prerequisite knowledge and skill to use the
method effectively. Equipment simulators limit the number of trainees who can be trained,
so this becomes a problem when a large number of trainees must be trained in a short period
of time.

Business games and simulations, including behavior modeling, typically use small groups
ranging in size from three to eight trainees. Differences in trainee characteristics can be both an
advantage and a disadvantage, depending on the goals of the training. Differences in content
knowledge or experience can be an advantage if one of the goals of training is to increase the
awareness of how different people approach the situation. In a business game or simulation, for
example, constructing a group of trainees from different functional areas of the business allows
each trainee to learn how decisions in their area affect other areas. Thus, all trainees learn a
more integrative framework for decision making. However, such groups generate more conflict
and require more time for discussion and decision making. Other differences in content knowl-
edge can be more troublesome. When some trainees in the group are more knowledgeable in
basic business concepts than are others, they can become irritated at having to educate the rest
of the group. In general, it is best to make sure that groups are formed so that everyone shares
relatively the same level of basic knowledge—unless, of course, the goal is to have more knowl-
edgeable trainees educate those less knowledgeable. The trainer must take care to identify how
trainee group composition matches the training objectives.

Exercises and Activities

Most well-crafted training programs include exercises and activities that allow the participants
to work with and explore the implications of the training content. These include paper-and-
pencil self-assessment instruments, written assignments, and small-group activities. While
some of these may fit into the methods we have discussed earlier, usually it is not a very good
fit. For example, an activity commonly used in communication training is the Three Person
Interview. In this activity, one person is the interviewer, one is the interviewee, and the other is
an observer. The interviewer is given two minutes to learn as much as possible about some
aspect of the person (her accomplishments, for example). After each two-minute interview, the
roles rotate until everyone is done. When all the interviews are completed, each person then
describes what they have learned to the rest of the training group. While there may be multiple
objectives for this activity, one is to demonstrate the difficulty of effective listening. How would
you categorize this activity in terms of the methods we have described? You might say it was an
unstructured role-play, but that wouldn’t exactly fit. Another activity used in creativity training
is to organize the trainees into small groups and have them list as many possible uses for a brick
as they can think of. This doesn’t fit into any of the methods we have previously discussed.
These types of activities often do not fit our definitions of the training methods. We think of
these as supplements to the training that allow the participants to engage with the material that
was delivered through the method (lecturette, case study, simulation, etc.). There are literally
thousands of these activities and exercises available. For example, 101 Great Games and Activities
is over a decade old and contains many useful ideas.*® A recent Web search showed over 250,000
sites related to this topic.
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ON-THE-JOB TRAINING

The most frequently used training method, especially in smaller businesses and among manu-
facturers, is on-the-job training (OJT). A recent study of the National Manufacturers Association
found that 77 percent of the members used OJT as the primary form of training. OJT is the pre-
ferred method for training employees for new technology and increasing skills in the use of
existing technology.*

OJT uses more experienced and skilled employees, whether co-workers or supervisors, to
train less-skilled or less-experienced employees. OJT takes many forms and can be supple-
mented with classroom training. However, many organizations do not follow a structured
approach.”” Instruction by co-workers or supervisors at the job site often occurs on an informal
basis and is characterized by the following:

It has not been carefully thought out or prepared.

It is done on an ad hoc basis with no predetermined content or process.
No objectives or goals have been developed or referred to during training.
Trainers are chosen on the basis of technical expertise, not training ability.
Trainers have no formal training in how to train.

Formal O]JT programs are quite different. Those chosen to be the trainers for OJT are not neces-
sarily the ones with the best technical knowledge and skills. These trainers need to have a solid
understanding of the job and be able to use one-on-one instructional techniques effectively.
One-on-one training is not a skill most people develop on their own, so organizations with for-
mal OJT programs provide “train the trainer” training for these employees.

Formal OJT programs should follow a carefully developed sequence of learning events.
Learning is usually achieved by using the following steps:

1. The trainee observes a more experienced and skilled employee (the trainer) performing
job-related tasks.

2. The procedures and techniques used are discussed before, during, and after the trainer has
demonstrated how the job tasks are performed.

3. The trainee begins performing the job tasks when the trainer determines that the trainee
is ready.

4. The trainer provides continuing guidance and feedback.

5. The trainee is gradually given more and more of the job to perform until he can adequately
perform the entire job on his own.

The generalized instructional process just described is formalized in more detail as the job
instruction technique.

Job Instruction Technique (JIT)

The job instruction technique (JIT) uses a behavioral strategy with a focus on skill develop-
ment. However, as with most jobs, some knowledge objectives are usually involved. JIT was
developed during World War I and continues to be a standard in evaluating OJT programs.®®
JIT consists of four steps—prepare, present, try out, and follow-up—as shown in Table 6-7.

PREPARE Preparation and follow-up are the two areas most often ignored in OJT programs.
Preparation should include a written breakdown of the job. The person responsible for the OJT
might believe that, because of a familiarity with the job, written documentation is unnecessary.
To ignore this step, however, is to miss seeing the job through the eyes of the trainee. A trainer
who knows the job well is likely to be able to do several things without thinking, and these tasks
might be overlooked in training. A systematic analysis and documentation of the job tasks will
ensure that all the points are covered in the training.

The next step is to prepare an instructional plan. As a trainer, first determine what the
trainee already knows. The person analysis portion of a needs assessment provides this
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TABLE 6-7 JIT Instruction/Learning Sequence
Basics of Instruction Areas of Learning Affected*

Prepare
1. Break down the job into its components.

2. Prepare a training plan that presents the job components in the
correct order and covers each of the presentation points in item three.

3. Put the learner at ease. Explain the purpose of the training and Attention and motivation
why it is needed. Provide reassurance that by the end the trainee
will be able to perform the job.

Present Retention

1. Tell. Explain the process you will use and then give and overview Attention and motivation
and identify the key learning points. Symbolic coding

2. Show. This only applies when there are things to show. Show the Attention and motivation
different parts, pieces equipment or other tangible objects that Symbolic coding
will be used, explaining their purpose. Cognitive organization

3. Demonstrate. Demonstrate how to do the job. If there are many Attention and motivation
components do them one at a time and in the appropriate order. Symbolic coding

Cognitive organization

4. Explain. During each demonstration identify what you are Attention and motivation
doing as you are doing it and explain why you are doing it Symbolic coding
that way. Cognitive organization

Try Out Retention

1. Have the trainee identify the different components of the job Symbolic rehearsal
and what needs to be done to get the job done.

2. Have the trainee give you instructions on how to do the job, as Symbolic rehearsal
you do it.

3. Have the trainee do the job. Behavioral reproduction

4. Provide appropriate feedback, both positive and negative as the trainee Consequences of behavior

moves through the job. If performance is too poor repeat steps 3 and 4.

5. Allow the trainee to practice. Tell the trainee where and whom to Behavioral reproduction
go to for help.

Follow Up

1. Check progress frequently at first and provide constructive feedback. Behavioral reproduction
Consequences of behavior

2. Gradually taper off progress checks.

*The items under “Areas of Learning Affected” are the social learning theory components as shown in Figure 3-5.

information (see Chapter 4). Next, review any data available from a completed TNA. If no TNA
is available, checking personnel records and interviewing the trainee are ways for you to find
out what the trainee knows and what training should focus on.

Finally, putting the trainee at ease is just as important in OJT as it is in the classroom. Care
must be taken to create a comfortable learning atmosphere. One way to create such an environ-
ment is to provide the trainee with an orientation to the OJT/JIT learning process. This orientation
may or may not be provided by the JIT trainer. In this orientation, help trainees understand their
role and the role of the trainer in the process. The importance of trainee listening and questioning
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should be emphasized. Familiarizing trainees with the steps in the JIT process will reduce their
anxiety because they will know what to expect.

PRESENT The four activities of this stage are tell, show, demonstrate, and explain.39 First, tell
and show. As the trainer, provide an overview of the job while showing the trainee the different
aspects of the job. You are not actually doing the job but pointing out where buttons are pushed,
where materials are located, where to stand, and so on. When finished, demonstrate how to do
the job, and explain why it is done in that manner. If the job involves many components or is
complex, cover only one segment at a time, in the same order in which segments occur when the
job is performed. During the demonstration, indicate why the procedure is performed in that
particular way, emphasizing key learning points and important safety instructions.

TRY OUT Before actually trying the behaviors, the trainee describes to the trainer how to do the
job (symbolic rehearsal). This step provides a safe transition from watching and listening to
doing. The trainee then attempts to perform the job, and the trainer is able to provide instant
feedback. Any errors that take place are probably a function of the training and not the fault of
the trainee. With this in mind, the focus will be on improving the method of instruction rather
than on the inability of the trainee to comprehend. In any case, it is useful to allow the trainee to
learn from mistakes, provided they are not too costly. Allowing the trainee to see the conse-
quences of using an incorrect procedure (such as having to scrap the product) reinforces the use
of the correct procedures. Such an occurrence becomes a form of negative reinforcement because
using the correct procedures avoids the scrap. Questioning the trainee about her actions while
she is performing the job and guiding her in identifying the correct procedures will help her
organize and retain the processes.

FOLLOW-UP There is a tendency for informal OJT programs to consider training completed
after the previous step. That is not correct. The trainer must check the trainee’s work often
enough to prevent incorrect or bad work habits from developing. It is also important that train-
ees feel comfortable asking for help during these initial solo efforts. Every opportunity should
be taken to reinforce trainees in areas where they are performing well. As trainees demonstrate
proficiency on the job, progress checks can taper off until they are eventually eliminated.

HOW TO USE JIT EFFECTIVELY Trainers are chosen from those already knowledgeable about the
job, so they often see the first step, preparation, as unnecessary. Ignoring the preparation step can
result in missing something important, because for the trainer, it is automatic. Refer to Table 6-8
for an example of the preparation step for the job of press feeder. If it looks similar to the opera-
tional analysis in the chapter on needs assessment, it is. If an operational analysis was previously
completed, the majority of the work outlined in Table 6-8 is already done.

The follow-up step may also be ignored because it is not considered important. This
step, however, is critical to ensure that the trained skills continue as they were taught. During
the try-out step, the trainee may demonstrate her capabilities in doing the job, but as with
anything freshly learned, shortcuts, poor work habits, and incorrect procedures can creep into
performance. Periodically dropping by to follow up can catch such performance gaps and
correct them before they become habitual. Following up becomes less important as the train-
ee’s performance becomes consistently acceptable.

Structured OJT is effective when done properly and supported by the organization. HRD
can ensure this support by following the six steps in Table 6-9.

Focus on Small Business

Although any of the training methods described in this chapter are appropriate, OJT is the train-
ing method of choice for the small business. Many small businesses use peer training because
they lack a budget for any formal training. The value of following the procedures outlined in
the JIT, whether the supervisor or a peer is to be the trainer, cannot be overemphasized. An up-
front investment of time to train the OJT instructor and prepare the proper plan will ensure an
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TABLE 6-8 Job Breakdown Sheet for OJT

Dept.: Construction and Maintenance

Job: Pipefitter

Main Steps

Key Points

Part | (Sizing up the job for houses with a basement)

1. Examine position of
furnace and gas meter
to determine where
piping should go.

2. Measure the lengths of
pipe you will require to
connect the meter to
the furnace. Measure
drop required, count
the number of elbows,
tees, caps and shutoffs
you will need.

Part Il (Preparing the pipe)

1. Cut the pipes to
required length.

2. Thread the pipes
according to code.

Ask pipefitter what issues
to consider in deciding on
the optimal path for the
piping to take.

In measuring be sure to
consider the corrections
for elbows, tees, shutoffs,
and the threading of pipe.
Make sure to follow the
gas code.

Be sure cutter is
perpendicular to the pipe
before beginning. Only
tighten cutter 1 to 1%
turns for each pass.

Check to assure length of
threading is appropriate
for pipe size. While
threading pipe be sure to
use sufficient cutting oil.
After threading, make sure
to clean threads with wire
brush and ream the inside
of pipe

Tools/Equipment &
Material

Tape measure, goggles.

Gas piping, tape measure,
marking chalk and pipe
cutter, protective gloves
and goggles.

Cut pipe, threading
machine, cutting oil, wire
brush, reamer, protective
gloves and goggles.

Prepared by: J. Smith
Date: June 8

Safety Factors

If piping must cross the
ceiling the pipefitter will
need to look up while
walking the possible paths
for the pipe. Check for
and if possible remove
any barriers from possible
paths and use caution
when walking and
looking up.

Measuring up in
unfinished basements
results in the potential
for dust and debris to fall
into the eyes and face.

Wear gloves as pipe ends
can be sharp.

Always wear gloves
when handling threading
machine and pipe.

optimal return on investment. Research suggests that structured OJT such as that described in
JIT can get workers up to speed on their jobs in half the time regular training takes.*’

Apprenticeship Training

Apprenticeship training, another form of OJT, is one of the oldest forms of training. Its roots
date back to the Middle Ages, when skilled crafts- and trades people passed their knowledge
on to others as a way of preserving the guilds (similar to unions). Many similarities character-
ize today’s North American apprenticeship programs. Apprenticeship programs are partner-
ships among labor unions, employers, schools, and government. Most apprenticeships are in
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17:\:]i3E°F  How HRD Can Support Effective OJT#!

1. Create effective OJT process document that does the following:
A. States the rationale for using OJT.
B. Links OJT to the overall strategy of HRD (how it fits with HRD’s general approach in the organization.
C. Identifies supervisory responsibilities with respect to OJT, such as what support will be provided to OJ
Trainers, and how the OJ Trainer’s regular job is affected in terms of reducing responsibilities and/or

workload. It should also provide for a process of including the OJ Trainer’s responsibilities in her
performance appraisal.

2. Develop a job description and specification for the job of OJ trainer to aid supervisors in the selection of
appropriate candidates for the job.

3. Develop a training program for OJ trainers.

A. To the extent possible, this should be e-training to ensure the consistency of the information and provide
convenience to those learning how to be an OJ trainer. This training will need to have a good evaluation
component built in. Preferably, the assessment would consist of an OJT expert watching the trainee
role-play the OJT process.

4. Make sure that a system is in place to keep track of how well those selected and trained in the OJT process
are doing.
A. This should be part of the performance appraisal process, but special attention needs to be paid to this
particular dimension so those not effective in providing OJT are helped to improve or are removed from
that responsibility.

B. As jobs change over time, those responsible for providing OJT will need to update their OJT competencies
with respect to those jobs.

5. Provide support for OJ trainers.
A. Create materials such as lesson plans, checklists, manuals, and so on, for those who are providing the
OJT training. Periodically, hold focus groups of your OJ trainers to see what tools and materials would

be of value. This keeps the HRD unit connected to the OJT process and enhances the perception of HRD
as a partner.

6. Think large, but begin small.

A. Start implementing your OJT process in areas where supervisors are supportive. Build on your successes
there to expand to other areas. Your goal is to have the entire organization using your structured OJT
process, but this will be much easier after you are able to show how effective it is.

skilled trade and professional unions such as boiler engineers, electrical workers, pipe fitters,
and carpenters. In general, an apprenticeship program requires about two years of on-the-job
experience and 180 hours of classroom instruction, though requirements vary from program to
program.*> An apprentice cook, for example, might require a year of OJT and a week of class-
room training, whereas a mold maker might require four years of OJT with three 8-week class-
room sessions.*>

Journeymen provide the training on the job, and adult education centers and community
colleges typically provide the classroom training. An apprentice must be able to demonstrate
mastery of all required skills and knowledge before being allowed to graduate to journeyman
status. These programs are regulated by governmental agencies, which also set standards and
provide services.

HOW TO USE APPRENTICESHIP TRAINING EFFECTIVELY Although formal apprenticeship pro-
grams are strictly controlled by the Department of Labor, nothing would stop an organization
from setting up its own informal apprenticeship programs. The journeyman rank provided to
employees upon successful completion will not be transferable to other organizations, but it is
possible to take advantage of the process nonetheless.
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One way to do this is to find and examine a comparable job with an apprenticeship pro-
gram and use it as a model. The classroom training could take place at a local community col-
lege, school of technology, or similar institution. Apprentices are usually off the job for their
classroom training, but in designing a program it might be possible to arrange night-school
classes, weekend classes, or some combination of the two. Correspondence-school training is
sometimes substituted for classroom training.

Before venturing out to develop an apprenticeship program, check with local government
agencies regarding the programs available. Given that government is usually willing to help
pay for the classroom training part of the apprenticeship program, it might be advantageous to
make the program official.

Coaching

Coaching as used here is the process of providing one-on-one guidance and instruction to
improve knowledge, skills, attitudes, and ultimately work performance. The term coaching is
also commonly used to refer to the use of an outside consultant to assist upper-level managers
with specific challenges such as public speaking, a particular type of business problem, and so
on. This will be discussed in Chapter 11. Although some of the general concepts are the same,
there are substantial differences in the coaching process for lower levels of management, which
is the focus here.
Coaching can be used in a number of different situations, such as

¢ providing feedback to the employee in order for them to hone their skills in order to be
more productive,

* assisting an employee master changing responsibilities in response to organizational change,**

e reducing role ambiguity, improving employee attitudes and increase motivation,*> and

¢ providing support after training to facilitate transfer of new skills.

Although co-workers can be coaches, especially in team-based organizations, more typically
the supervisor acts as coach. We would argue that coaching by supervisors should be ongoing
with all employees, to assure that each employee is operating at her peak performance.

One analysis suggests that in the past, supervisors spent, on the average, only about 10
percent of their time coaching subordinates. In today’s organizations, supervisors typically
spend more than 50 percent of their time in such activities.*® The following outline looks at the
process from the coach’s perspective:

¢ Understand the trainee’s job, the KSAs, the resources required to meet performance expec-
tations, and the trainee’s current level of performance.
e Through observation and discussions with the subordinate identify
e any barriers the subordinate perceives inhibits her ability to perform,
e any resources the subordinate feels she needs to perform at her best, and
e any KSAs you or the subordinate identify as lacking

Deal with these barriers and resources to the extent possible.

Meet with the trainee, and mutually agree on the performance objectives to be achieved.
Arrive at a mutual plan and schedule for achieving the performance objectives.

Show the trainee how to achieve the objectives, observe the trainee perform, and provide
feedback. This process is similar to JIT and is conducted at the work site.

e Repeat step 4 until performance improves.

An important part of being a coach is to develop a positive relationship with the subor-
dinate. As the supervisor, it is your job to see that the subordinate is comfortable coming to
you for help and she knows that you will always do your best to meet her needs.
Demonstrating your ability to provide the resources needed, and removing any barriers that
inhibit effective performance will go a long way to accomplishing that relationship. In some
cases you will not be able to deal with all these concerns but discussing this with the
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subordinate acknowledges you did your best, and any support you were unable to meet
because of organizational constraints should be taken into consideration in the setting of
objectives. Developing mutually agreed upon objectives that are clear and behaviorally
based means listening to the employee and taking their suggestions seriously. It does not
mean simply providing a list of objectives you feel are appropriate. The positive relationship
you are building will be assisted by your willingness to listen and take into consideration the
employees ideas on the objective setting process. The same goes for developing the action
plan for meeting the objectives you have developed.

Although some of the earlier steps in the coaching process are formal meetings, the last
two, observing the trainee and providing feedback, are ongoing. This is where the process often
breaks down. Supervisors are often not good at providing feedback, especially when it is not
positive, so they tend to put it off. When we are training supervisors in “Effective Supervision”
we often use the phrase “Every day is performance appraisal day.” This means the supervisor
should always be providing feedback to subordinates, often positive and when necessary iden-
tifying areas where they need to improve. This way the subordinate does not see the supervisor
as someone always criticizing, but as someone who praises as well as helps the subordinate
when appropriate. This once again helps to solidify a positive relationship between subordinate
and supervisor.

Coaching involves more than simply helping the subordinate with the KSAs that are
required to be effective. In fact an important part of coaching is providing the tools necessary to be
able to do the job effectively as well as removing any barriers that would impede performance.

Recall we suggested that coaching can be for a number of different reasons. But in actuality,
the coaching process should never be considered over. There are always ways of improving and the
supervisor should be coaching subordinates in order to stretch their capabilities. Coaching can help
subordinates come up with better ways of doing things, be creative in their problem solving, and to
always be focused on objectives that improve the bottom line.

The advantages of a successful coaching relationship are numerous. The organization,
supervisor and subordinate all benefit from an effective coaching process. There is evidence
that effective coaching is positively related to organizational commitment and intrinsic motiva-
tion.*” Tt also assists in aligning the goals of the subordinate to the strategic goals of the organi-
zation, as well as improving performance.*® Improved performance of subordinates is an
advantage for the supervisor. As well, effective coaching results in no surprises when the annual
performance review comes along making that process much less stressful for the supervisor.”
When the subordinate’s relationship with his supervisor is positive it makes it easier for him to
approach the supervisor with questions or for assistance. Effective coaching also leads to higher
job satisfaction and clearer understanding of job expectations.*’

The main difference between coaching and traditional OJT is that in coaching, the supervi-
sor continues to analyze the subordinate’s performance, plans mutually acceptable action, cre-
ates a supportive climate, and motivates the subordinate to improve.’® Effective coaching
requires a relationship between the coach (supervisor, peer) and player (employee) that moti-
vates the employee to seek help from the coach to become a better performer.”! Therefore, the
role of the supervisor must change from controlling to collaborating with the trainee.

Even though coaching is clearly a skill-focused method, it can also be used for knowledge
development, although other methods are better for transmitting knowledge. Like the OJT trainer,
the coach must be skilled both in how to do the tasks and in how to train others to do them. HRD
professionals typically do not perform the role of coach (unless they are coaching other HRD pro-
fessionals). Rather, they train supervisors in the coaching process and develop the supervisors’
interpersonal skills to make them more effective.

TRAINING FOR COACHES To be most effective coaching needs to become a major part of a
supervisors job description. For this reason, we will go into detail regarding what that training
should entail.
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6-4 | Training in Action

A large manufacturing firm conducted a survey of
their employees and one of the pieces of data they gath-
ered was what subordinates felt about their supervi-
sors. Management was surprised to learn that many of
the supervisors were not perceived by their subordinates
as being very supportive. Management wanted to pro-
vide these supervisors with this information as part of a
feedback on their performance but were concerned about
how the supervisors would handle this information and
whether they would use it in a positive manner.

They asked outside consultants to develop a workshop
that would help the supervisors understand the feedback
information and deal with it in a positive way. They also
wanted to provide any training they felt the supervisors
would need to become more supportive.

In developing the one-day workshop, the consultants
included an opportunity for supervisors to indicate bar-
riers that prevented them from spending more time with
subordinates (partial organizational analysis). They used

easel sheets to document all the barriers. When this part of
the workshop was completed, two of the four walls were
covered with easel sheets identifying a multitude of things
that were required of the supervisors, most of which pre-
vented them from interacting with their subordinates on
a regular basis. At the end of the session, top management
was brought in to address these barriers with the idea of
reducing a number of them so supervisors could have more
meaningful time with their subordinates. Top management
during this session agreed that there were likely a number
of activities that could be curtailed or even stopped alto-
gether, and they would set up a task force to deal with the
issue.

Over a year later, the head of HR indicated that nothing
had ever been done to reduce the workload. Furthermore,
meetings supervisors were to have with their managers
after the training session, to help them develop objectives
and action plans on how to improve their relationship with
subordinates never occurred.

In training supervisors to be effective coaches, the organizational analysis is particularly
important. One of the main reasons supervisors give for not interacting with their subordinates
is they have too much work. Therefore, the organizational analysis can identify performance
barriers in the system and recommend their removal if management wants the training to trans-
fer to the workplace (see Training in Action 6-4).

A major complaint of supervisors is that they are swamped with busy work and too often
do not have time to interact in a meaningful way with their subordinates. Unless this is
addressed, any coaching efforts implemented are likely to fail. With all the good intentions top
management showed in Training in Action 6-4, once the training sessions were over, commit-
ments made were forgotten. This is why it is so important to identify concerns and change sys-
tems in the organization to facilitate new expected behaviors. What would you do in Training in
Action 6-4 to assure follow through? First and foremost would be to be sure the task force met
and came up with suggestions and those suggestions were implemented. That would reduce
the workload. But what else? How about the performance appraisal process? There was nothing
in the supervisor appraisals that mentioned coaching. Would it be wise to include something?
What about promotions? At the time of the training promotions were based on maintaining
productivity and there was no focus on how well a supervisor developed his subordinates. As

Tim Brown, of Grant Thornton says:

The culture, starting at the top, must attach importance to developing people. Setting expectations
through performance management processes and reinforcing them through rewards and recogni-
tion are critical for embedding these priorities in the culture, and managers need to be held account-
able for supporting the development of their staff.”

A partial list of the KSAs (from the operational analysis) required for a coach are as follows:

Have active listening skills

Skill at providing feedback in a positive way
Skill at developing behaviorally based objectives
Have a Theory Y orientation toward subordinates”
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Attitudes and Coaching In the person analysis you may find that some supervisors
have some of the skills in the list as these are necessary to manage subordinates. However,
something that is often not considered is attitude change. Clearly, to be an effective coach it
would be good to have a Theory Y orientation. Supervisors with a Theory Y orientation believe
that subordinates will exercise appropriate self-direction, feel positive about work, and respond
positively to responsibility. On the other hand, the Theory X supervisor believes that subordi-
nates dislike work and want to avoid it whenever possible. As you can see, supervisors with a
Theory X orientation will supervise in a much more authoritarian manner and would be unlikely
to be able to form a positive relationship with their subordinates. Theory Y supervisors, on the
other hand, would supervise in a manner that helps subordinates achieve their goals.

Although we use theories X and Y to explain an important attitude supervisors need to
have, it is not necessary to use it. Simply put, a supervisor in the role of coach needs to feel that
subordinates will work hard if given the support and tools necessary to do the job.

HOW TO USE COACHING EFFECTIVELY For coaching to be effective, a needs assessment related
to the subordinates job should be conducted. Figure 6-1 outlines the basic questions that the
supervisor should ask in terms of the subordinate’s job. Just as there were likely barriers in the
supervisors job that got in the way of his interacting with subordinates, subordinates as well
may have barriers that prevent them from performing at the appropriate level. Note the similar-
ity of the items in Figure 6-1 to Figure 4-1 (page 111) in the discussion of needs analysis.

Once the supervisor is satisfied that performance barriers have been removed, and
resources necessary for effective performance are available, then the supervisor simply follows
the steps laid out as bullet points on page 248.

Mentoring

Mentoring is considered to be a form of coaching in which an ongoing relationship is devel-
oped between a senior and a junior employee. Mentoring provides the more junior employee
with guidance and a clear understanding of how the organization goes about its business and
how the person being mentored can be effective. Whereas coaching focuses on the technical
aspects of the job, mentoring focuses more on improving the employee’s fit within the organiza-
tion. Thus, coaching emphasizes skill development, and mentoring focuses more on attitude
development. Generally, mentoring is conducted only for management-level employees,

Question Response
Do any barriers in the —_— Yes e Remove barriers or revise
system prevent effective expectations.
performance?
Do negative consequences —_— Yes —_— Change the consequences.

follow good performance?

Do positive consequences o Yes e Change the consequences.
follow poor performance?

Is the employee aware that —_— No —_— Provide proper feedback.
improvement is expected?

Does the employee know how —_— No —>»  Train or coach.
to improve?

Could the employee improve —_— Yes e Coach.
performance if he wanted to?

FIGURE 6-1 Assessment of Coaching Needs
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though in some cases, it is applied at lower levels. In the past, mentoring was mostly informal,
but more recently, some organizations have formalized the process.”® The concerns about
untrained OJT trainers discussed earlier also apply to mentoring. The value of mentoring pro-
grams was made evident in a recent article in which a management “headhunter” observed that
banking firms without institutionalized mentorin§ programs were much more likely to experi-
ence dramatic defections of mid-level managers.”

At the core of the mentoring process is individual responsibility for learning. The mentor
provides insights and guidance, but the person being mentored must accept personal responsi-
bility for setting objectives, developing strategies for learning, and evaluating outcomes. These
are shared with the mentor and discussed. Ultimately, agreement in these areas forms the basis
for the mentoring relationship.

How to Use Mentoring Effectively Several features characterize successful mentoring
programs, all of which should be considered if mentoring is to be effective. These features
include the following:>®

Top management support

Integration into the career development process
Voluntary involvement

Assignment of mentees to mentors

Relatively short phases to the program

An established orientation

Monitoring of the process

As in any organizational intervention, top management support is essential. Allowing mentor-
ing activities to take place on company time is one way of sending the signal that these activities
are important. Providing rewards to successful mentors is also a way of indicating that mentor-
ing is a valued behavior.

Also, mentoring needs to be integrated into the overall career development process. It must
be seen as an extension of the mentee’s development process. Internal access to training is
needed, along with development programs and materials to supplement mentor-mentee activi-
ties. The mentor program must be voluntary. Forcing managers to take part in mentoring activi-
ties will do more harm than good. A reluctant mentor cannot provide the interest and motivation
needed to assist someone in the organization.

It is helpful to assign mentors to mentees. Most formal mentor programs require a nominating
procedure. Mentees are nominated by their supervisors and matched by the director of training to a
mentor. It is a good idea to allow for switching, particularly if a match does not seem to be working.

Keeping each phase of the program short will help prevent potential mentors from being
reluctant to take on mentoring responsibilities. Six-month cycles are enough time for a mentor
to help a mentee in a significant manner while not being tied to him indefinitely. Mentors who
find the process successful will sign up for another stint.

Provide an orientation for mentors and mentees. This is a formal process by which they
can meet and hear about what worked in the past and the role expectations for both parties in
the mentoring relationship. The mentors should be allowed to work within their style and not
be forced to follow a strict format. The orientation can feature successful past mentors who can
describe how they took on and carried out the role. Presenting a few different approaches will
reinforce the idea that it is not necessary to follow a specific process.

Finally, it is important to monitor the mentoring process, as this is critical to its success. At
specific checkpoints, both parties can be surveyed about the progress of the mentee. This survey
could take the form of a meeting to discuss what has happened, a request for mini reports on
progress, or simply phone calls to ask how the process is working. Use this information to high-
light successful mentoring relationships in company newsletters and other communications.
This publicity will keep individuals motivated and the program visible. Plotting the career
paths of mentees is another method of showing the success of the program.
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Strengths and Limitations of OJT OJT is clearly a useful method for skill enhancement.
Trainees learn their KSAs in the actual job situation; thus, transfer of training occurs naturally.
An additional benefit is that the OJT process will provide new employees with a rapid orienta-
tion to how the company operates. It also has the potential to develop a more positive relation-
ship among older and newer employees and between supervisors and their subordinates.

A major concern in OJT is the competency of the trainer. The trainer must possess the tech-
nical competence, training competence, and motivation to train. Without all these characteristics,
training is not likely to be successful. In addition, the organization must provide the trainer with
enough time away from her regular job to do the training. This accommodation not only leads to
better training but also demonstrates the organization’s commitment to its OJT program.

cosT OJT offers some clear cost advantages if it is done effectively. Both trainees and trainers
are at the job site performing job activities. Although neither the trainee nor the trainer will be
producing at full capacity, they are at least producing something. With other techniques, nei-
ther the trainer nor the trainee is engaged in producing the organization’s products or services
while training is going on. Also, OJT does not require the purchase of expensive training materi-
als such as simulators, games, or computer-based training modules. All the materials are part of
the normal work equipment.

OJT also speeds up the learning process. No delay separates training from its application to
the work situation. In addition, some evidence indicates that one-on-one training produces faster
learning that is more resistant to forgetting.”® The more efficient the training, the less costly it is.

One cost concern in implementing OJT is the cost of training the trainers. Unlike other
methods, for a start-up OJT system, most, if not all, of the trainers will need training. In addi-
tion, whereas other methods have one trainer for many trainees, this method uses one-on-
one training. The drop in productivity from having the more skilled employees conducting
training must be added into the cost. In addition, companies should expect some increased
waste, breakage, and downtime because of inexperienced trainees operating the equipment.
There is more about training trainers in Chapter 8.

CONTROL OF CONTENT AND PROCESS The trainer primarily controls the content and process of
learning in OJT during the “prepare” and “present” stages of training. As training progresses to
the “try out” and “follow-up” stages, the trainee and trainer jointly control the content and pro-
cess, because the trainee’s actions determine what the next learning module will be. The train-
ing moves as quickly or as slowly as necessary for the trainee to master the learning. Thus, if the
trainee is in the “talk through” portion of trying it out and misses some steps, the trainer might
again demonstrate how the job is done. If the trainee is able to “talk through” the steps cor-
rectly, the trainer might be ready to move to the “instruct the trainee” portion. However, if the
trainee were to say, “You know, I was just guessing on some of those steps,” the trainer might
repeat the “talk through” portion until the trainee feels confident of knowing all the steps.

LEARNING OBJECTIVES (KSAS) The primary focus of OJT is skill development, but OJT can also
enhance the knowledge base of trainees and influence their attitudes. Through discussions with
the trainer and through questioning and restating of techniques, the trainee can learn facts and
procedures that are required on the job. However, classroom techniques and individual read-
ing assignments are more efficient at this type of learning.

The attitudes that new employees hold about their jobs and their company come from observ-
ing and interacting with others. OJT provides a great opportunity to get employees off on the right
foot by clarifying the norms, expectations, and culture of the work unit. Of course, accomplishing
this task will depend on the ability of the OJT trainer to convey these properly to the trainee.

On a final note, if knowledge acquisition is required to perform the job, OJT techniques
should be supplemented with other techniques—such as apprenticeship training—that are
more suited to knowledge acquisition. For skilled trades, it is important to develop the skills
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of the trade; however, certain knowledge is a prerequisite for that skill development. For that
reason, a significant amount of classroom training is also required as a part of the training.
Computer-based training, role-playing, reading of texts and manuals, and other techniques
can all be combined successfully with OJT.

LEARNING PROCESS Trainees are likely to be relatively more attentive and more motivated
during OJT, because it is easier to see a direct relationship between the training and job perfor-
mance. Verbal and visual stimuli direct attention to key learning points. Periods of active prac-
tice require the trainees to attend to what they are doing and what is being said, thus increasing
the learning potential.

The visual, auditory, and tactile cues in OJT assist in the symbolic coding process, provid-
ing many relationships among objects and actions in the work environment. Through observa-
tion, practice, and discussion, the trainee cognitively organizes these relationships into easily
recalled patterns of behavior.

By asking the trainee to describe the steps in the operation (before letting the trainee per-
form the operation), the trainer is facilitating the symbolic rehearsal process. The trainee must
imagine himself going through the operations as he describes the procedures.

Behavioral reproduction, of course, is a strong point of this method. The trainee practices small
portions of the operation until they are mastered. The trainee then moves on to larger portions until
command over all the tasks that make up the job reaches the level needed to perform the job alone.

SUMMARY OF METHODS AND WHEN TO USE THEM

While we have covered the different traditional methods in detail in the preceding sections, we
thought it would be useful to provide a summary of the purpose of each of the methods and
when it is appropriate to use them. Table 6-10 provides this summary.

AUDIOVISUAL ENHANCEMENTS TO TRAINING

Audiovisuals (AVs) can be useful enhancements for meeting all three types of training objectives
(knowledge, skills, and attitudes) and are easily applied to any of the other methods discussed.
Audiovisual aids consist of any physical, mechanical, or electronic media used to provide or assist
instruction. Typically, they are used as a supplement to other methods of training rather than as a
stand-alone means of instruction, though some are effective training devices by themselves.

The range of AV alternatives is quite large, from simple chalkboard or whiteboard text and
images to interactive multimedia presentations. They can be grouped under the headings of
static or dynamic media. Static media are presentations of fixed (stationary) text or images such
as printed matter, pictures/slides, and computer-generated projections. An AV is considered
static if the material presented is stationary. Dynamic media create sequentially moving stimuli,
where the information is presented in a continuously moving progression from beginning to
end, as with audiotapes and videotapes, computer-generated presentations, and moving film.

Static Media

Static media are generally not suitable for training as a stand-alone method. Rather, they are
used to augment and enhance other methods—in particular the lecture method—but they also
are adaptable to other training techniques.

NEWSPRINT, CHARTS, AND POSTERS Newsprint, charts, and posters display information through
words or images. They range from handmade, with felt markers and newsprint, to profession-
ally prepared glossy prints. An advantage of these presentations is that they can be posted on
walls or other vertical surfaces so the information is visible to trainees while other training meth-
ods are in use (e.g., lecture, role-plays, video). For example, these media are frequently used to
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ARS8 List of Methods, Purpose, and When to Use

Method

Lecturettes

Open Discussion

Demonstrations

Small-Group Discussions

Games and Simulations

Equipment Simulators

Business Games

Memory Games

In-Basket and Case
Studies

Purpose

e To convey knowledge

¢ To generate participation

e To find out what participants think
or have learned

e To stimulate recall of relevant
knowledge

¢ To show how to do something or
how something works

¢ To generate and/or provide a safer
place to test out ideas

¢ To make use of collaborative
learning related to the topic

e To work through problems, issues,
and concerns

¢ To develop group cohesion

¢ To provide the skills needed for the
operation and/or maintenance of
equipment

¢ To enhance management skills

e To improve decision-making skills

¢ To explore and solve complex
problems in a safe setting

¢ To provide strategic knowledge

e To provide participants with a
review and/or refresher of key
learning points

¢ To develop decision-making skills
that the participant will need on
the job

When to Use

¢ To provide declarative or procedural
knowledge

¢ To provide instructions or other types of
process information

¢ Following a module or “chunk” of training
to highlight the key learning points

e After or during a lecturette

¢ Following any experiential activity or
small-group discussion

e To facilitate participant symbolic coding
and cognitive organization

* When a visual display and/or hands-on
manipulation of objects is required

¢ When both knowledge and skill are
learning objectives

¢ When participants need an opportunity to
explore or test ideas

o After a lecturette to assist participants
with integrating and organizing the new
material into their existing cognitive
structure

e After an experiential exercise to allow
participants to explore lessons learned as
they relate to the topic

¢ To build relationships among the
participants
The methods below should be used in

conjunction with the methods listed above
and not as stand-alone methods.

¢ When using the actual equipment is not
feasible (too expensive, dangerous, etc.)

¢ After required declarative and procedural
knowledge has been acquired

e When the complexity of the issues is
relatively high

¢ To motivate participants to learn

e As an alternative fun way to review
information

* As a way to assess if the participants seem
to be acquiring the knowledge

¢ When preparing employees for a
new assignment (promotion or
transfer)

e When written information is sufficient to
convey the key aspects of the situation in
which the decision must be made

(continued)
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RS [08  List of Methods, Purpose, and When to Use (Continued)

Method Purpose When to Use
Role-Play ¢ To develop and provide practice ¢ After required declarative and procedural
with interpersonal skills knowledge has been acquired
appropriate to specific situations e Only if quality feedback can be assured
* To experience what it feels like to e |f an opportunity to debrief the experience
be in a particular situation can be provided
Behavior Modeling ¢ To show participants what the ¢ When skills are the object of the training
appropriate and/or inappropriate e When a good model of the behavior is
behavior looks like available or can be developed.
* To allow participants to compare ¢ \When there is ample opportunity for
their behavior to that of the model.  feedback
* To increase participants’ _ e When feedback is of high quality
observational and critiquing skills 4 \yhen there is ample opportunity to practice
Task-Related Exercises ¢ To allow participants to work with e At every opportunity. The key is to ensure
or Activities the material individually or in small  the quality of the task/exercise and to
groups provide an opportunity for debriefing
* To enhance the likelihood of when it is completed
transfer to the job
On-the-Job Training ¢ To provide a systematic process for e Primarily used for skilled trades and clerical
Job Instruction Technique teaching a new employee how to and technical jobs

perform the job

¢ To enhance managerial or executive ¢ When a manager needs individual
competencies in specific areas assistance of a specific nature

e To provide general advice to newly e When a manager needs periodic advice and
placed managers someone to discuss issues with. Care needs
to be taken in selection of the mentors.

post an outline of the day’s training and to display procedural steps related to the training mate-
rial. They allow trainees to place the material that is presented at any time into the context of the
total program. Figure 6-2 shows a poster that could be used during conflict resolution training. It
might be left up during the entire training so that trainees are constantly reminded of the six
steps the training focuses on. Posters and charts that the trainer knows will be used during train-
ing should be prepared before training and checked for accuracy. The credibility of the training
and the trainer will suffer if errors exist.

PROJECTED TEXT AND IMAGES Creating slides for projection requires text and images to be
presented in a way that is visually pleasing while conveying the desired information. Computer-
generated text and images, and those copied from published materials, can be pasted together
to create attention-getting and informative projections.

Many popular office software packages, such as those produced by Microsoft and Corel,
contain presentation software components that create projections, discussion notes, and other
training aids that can be integrated into the presentation. Once the projections are created and
placed in proper order, they can be downloaded onto a portable storage device such as a USB
drive or stored on a hard drive. During the training, the trainer will require a computer (typically
a laptop or notebook) and a high-intensity digital projector. Most projectors will also project
video images from a VCR, CD, or DVD player. The presenter can control the display of the pro-
jections with a mouse, clicking to move from one projection to the next, or time the presentation
so that the image automatically advances to the next projection after a specified period of time.
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SIX STEPSTO CONFLICT RESOLUTION

Solutions
e Actively Listen
e Indicate Respect
e Be Assertive
e Provide Information
e Reconsider Problem
e Brainstorm Possible

Solutions

FIGURE 6-2 Poster Example

The purpose of static projections is to focus trainees’ attention on specific content. In addi-
tion to displaying information, projections can aid the trainer in moving systematically through
the components of the training. This feature is especially useful in training methods where the
interaction between trainer and trainees might cause the trainer to stray from the training out-
line; the trainer can simply look to the displayed projection to get back on track.

EFFECTIVE USE OF STATIC VISUALS Trainers tend to put too much information on slides.
Guidelines for creating effective slides are as follows:

Present one idea or concept.

Print in large letters.

Limit to six or seven lines with six to eight words per line.

Use color for effect.

If using a pointing device, make sure to keep your focus on the trainees.

Make sure that the right image is being projected at the right time.

Make sure that everyone has a good line of sight to the screen.

Face the trainees, not the screen, when speaking. If necessary, turn to the visual aid to
identify a point, and then turn back to the trainees to speak.

When using flip charts or posters, you should keep the following in mind:

* Remove or cover a visual aid when it is no longer being discussed.
* When writing on newsprint, look at the trainees from time to time as you are writing; do
not stand in front of the easel or face it.

For effective static visuals, the room setup must allow easy viewing by all trainees. Seating
should be arranged to allow a clear sightlines, and the projector should not block the trainees’
view of the screen. Line of sight should also be clear for newsprint information. Here are some
additional considerations:

1. Rehearse the presentation using the static visuals on the equipment in the room where
training will occur. Doing so will reveal all the things forgotten about and the things not
known (e.g., the circuit breaker for the outlet won’t handle the computer projection unit
and the video equipment at the same time).
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2. Bring extra equipment accessories such as extra projector bulbs, cables, extension cords,
and easels to the training facility before training begins. Remember, Murphy’s Law applies
to trainers, too. In fact, trainers face the following addendum: The more important the
event, the more likely it is that things will go wrong. Extra precautions are always wise.

3. Arrive at the training site early, and check that all equipment is in working order. Make
sure that visuals are ready to operate when training starts (overheads are in the correct
order, right side up, computer-generated projections are ready, etc.).

4. Bring along an extra copy of your slide show for emergencies if using computer-generated
projections.

Dynamic AV Methods

Dynamic AVs include audiotapes, moving picture film, videos, and computer-generated pre-
sentations. Dynamic visuals can also serve as aids to enhance other methods of training.
However, unlike static visuals, these methods can be, and frequently are, used as the sole
method of training.

AUDIOTAPES Audiotape has the same characteristics as the straight lecture. The only differ-
ences are that the audiotape is exactly the same each time it is used and provides no accompa-
nying visual stimulus. Even though advances in video and computer-generated presentations
reduce the popularity of audiotapes as training tools, they have an advantage in some situa-
tions. They are effective when the content of the training is primarily auditory recognition or
auditory response. Almost 50 percent of companies with more than 50 employees use audiocas-
settes in their training.”” One obvious instance is if the material to be learned requires specific
responses to auditory cues. Telephone and radio operators of all types (e.g., 911 emergency
operators, taxi dispatchers, and customer-service line operators) can receive beneficial training
through audiotape playback that closely simulates the work environment. Learning a foreign
language is also a fairly common use of audiotapes.

Audiotapes are also useful when other forms of training are not available. For example, audio-
tape training can be a productive use of the long hours that sales representatives spend in their cars.

Advantages of the audiotape over the lecture are its portability and its ability to be reused
both for training additional people and for easy review and clarification by trainees. Also, if it
is important that all trainees receive exactly the same information, an audiotape will be better
than a lecture.

VIDEOS Videos are good ways of both showing and telling trainees how to do something. They
can present conceptual or factual information by integrating narration with visual illustrations,
graphics, and animated depictions. In more sophisticated applications, they can be used in an
interactive fashion. This medium is relatively portable and generally can be made available to
trainees at their convenience through wireless devices. The many advantages offered by videos
make it clear why 96 percent of companies with 50 or more employees used video for training
in some fashion, second only to classroom instruction.”®

Videos can be used as a stand-alone training technique or in combination with other more
interactive techniques. Many firms use videos to enhance training in ways similar to those
described in Training in Action 6-5, featuring Home Depot and APC. In the APC case, the video
is used to show engineers how to perform specific tasks. In the Home Depot example, video is
blended with other training methods, some of which allow the trainee to interact with video.

COMPUTER-GENERATED DYNAMIC PRESENTATIONS With the ability to project computer screen
images onto a large screen and the increasing ability to digitize sound and images electronically,
the computer is rapidly becoming a critical training tool. Multimedia software allows computers
to store, modify, and reconfigure sound, images, and text, to create nearly any combination of
audio and visual presentation. Developing a computer-generated dynamic presentation (CGDP)



6-5 | Training in Action

Using Video for Training

Following are two examples of how videos are used to
train employees working in two vastly different work
environments.

The Home Depot, Inc.>’

Most retailers have to keep employees up-to-date on rapid
product change, but The Home Depot has an added chal-
lenge: Frontline workers also are expected to provide cus-
tomers with information on how products can be used to
complete home improvement projects. Basic product and
project information is provided through e-learning mod-
ules. With store employees ranging in age from 18 to 70, the
e-learning modules come with both audio and text onscreen.
The ability to listen to key lessons, rather than read them,
is helpful to all the generations as well as the multiethnic
groups the company employs. To provide the skills needed
to interact effectively with customers, the coursework has
to have components where trainees are able to apply what
they’re learning. This hands-on approach allows workers
to actually touch, feel, and do things with the products.
The delivery of training is speeded up through what it calls
“Rapid Web-Based Training.” It is video-based e-learning
in which the screen is divided into three sections. One part
of the screen features a video, the second a PowerPoint pre-
sentation, and the third a program options menu. Customer
interaction is simulated with all the products. Each module
takes about 15 minutes to complete, so it’s very convenient
in the fast-paced retail world where learners can be sched-
uled to take that training before or after their shift.
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American Power Conversion Corp.
(APO)®®

APC is a global provider of network-critical physical
infrastructure solutions and is based in West Kingston,
Rhode Island. Field-service engineers provide mainte-
nance and implement procedural changes. In the past, a
training team at APC would compose lengthy text-based
technical information bulletins for the maintenance and
procedural changes and communicate these to field-ser-
vice engineers. Though these text-only bulletins met strin-
gent criteria, the field-service engineers had a difficult
time comprehending and visualizing the recommended
solution. They would frequently call in to request addi-
tional information and clarification. To address this prob-
lem, APC implemented the Video Information Bulletin
program in June 2006. In each bulletin, trainers would
demonstrate the skills and tasks required to perform
each procedure. The videos were then incorporated into
Flash-based e-learning modules that are supplemented
by more detailed, text-based bulletins—both of which can
be accessed from the field via wireless-enabled laptops.
In tying this program back to corporate goals, APC has
seen return on value in three areas: customer satisfac-
tion, employee satisfaction, and profitability. The num-
ber of calls to the training team from those in the field
asking for help and further explanation regarding how to
perform new and/or complex procedures also decreased
significantly.

does require considerably more hardware and software knowledge than do the presentation
software packages discussed earlier. The development process is similar to that of producing a
video but also includes converting all the components into digital media. As with video produc-
tions, it is advisable to use professionals to ensure the quality of the presentation. This method is
discussed in more depth in Chapter 7 under “Interactive Multimedia Training.”

EFFECTIVE USE OF DYNAMIC MEDIA How close to the AV equipment should trainees sit to view
the material adequately? A rule of thumb (whet