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The purpose of this ical study was to ine the

and ication of i ional design in corporate management
development among the largest employers in Newfoundland and Labrador. The
study attempted to determine the processes used by corporate trainers, given the

absence of formal instructional design methodology.

The study was a continuation of studies conducted by Tobin (1989), Gallant
(1989), Thomey (1991), Graham (1991), and more recently Gorman (1993) and
Healy (1994) in the province of Newfoundland and Labrador over the previous
five years. These studies looked at instructional design usage in a variety of
settings including primary, elementary, secondary and high school teachers,

teacher librarians, and nurse educators. Results of these studies clearly

that formal i ional design was not being
applied. In its absence, the subjects relied upon related experiences to put

together their training programs.



The data for this study was collected in the fall of 1995 through a combination

of i i and i i iews with ten corporate trainers.

The subjects were selected by stratified random sample from among the largest
25 employers in the province. All but one interview was audiotaped with the
permission of the respondents. The results were then transcribed and analyzed

by common themes.

The results of the study indicated that corporate trainers interviewed did not
have a background in instructional design, and therefore were low in knowledge
about its application. Most trainers used some form of instructional design,

though the process was rudimentary and incomplete.
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CHAPTER ONE
NATURE OF THE STUDY

Introduction

The purposes of this research project were three-fold. First, it was being
completed as partial fulfilment of the Masters of Education degree from
Memorial University of Newfoundland. Second, this research was to be

combined with previous research to give additional perspective to the

and application of i ional design in various Newfoundland
settings. Third, this researcher was employed in the management development
field and was interested in studying the use of formal instructional design in

corporate training, and when it was not used, what was used in its place.

Background to the Problem

‘The responsibility for training in many Newfoundland and Labrador firms falls

under the human resource or personnel Many of these

do not have formal training divisions; rather, training is a role added to the

many others of the personnel/human resources manager. This is being evidenced



2
even more in recent times of corporate downsizing. A 1994 survey by Training
and Development Magazine found that "more than a quarter of all respondents
said they run a one-person training department™ (Britt, 1994, p. 13). These
managers typically assume the position, having completed degrees in business
administration or commerce at either the graduate or undergraduate level.
Undergraduate and graduate programs in business in Newfoundland offer no
courses to prepare graduates for the responsibility of training, although the topic
may be addressed in general human resource courses. Even less attention is paid
to the preparation of graduates for the role of trainer or for senior positions

responsible for training.

Many firms deliver no in-house management development. Instead, they
contract external trainers to develop and deliver programs for their managers.
Knowledge of instructional design is equally necessary in this role. A great deal
of responsibility is given to the external management developer or consultant to
give the company what is needed. Without knowledge of instructional planning
(needs assessment, task analysis, learning objectives, learner analysis, and
evaluation), it becomes difficult for the human resource department to ensure

success of the management development activity.



A discrepancy exists between what some trainers say they do and what is
actually done. Argyris (1985) refers to “espoused theory" and "theory-in-use"
(p- 79) to distinguish between the two. There is no evidence that either of these

theories have been studied in corporate training in Newfoundland.

In this ical study, indivi ible for the

development function in ten large Newfoundland and Labrador companies were
interviewed. The selection was made through stratified random sample from the
largest 25 companics operating in Newfoundland and Labrador, based on
number of employees. The interviews were broken into three phases. The first

phase ined the ional and i of the subjects,

as well as their basic phil of pment. They were also

asked to briefly describe how they would go about the instructional development

process in a critical incident scenario. The second interview focused on their

specific and application of formal i ional design

or, in its absence, an assessment of what was used in the development of, or

of, training and programs. The third
phase consisted of a short questionnaire to determine the individual training

styles.



A pilot study was conducted with two individuals with masters degrees in

design and i in P in

Newfoundland corporations. This pilot was used to confirm that the semi-
structured interview guide accurately assessed the subjects as instructional

developers. Fine tuning of questions was carried out at this stage.

Significance of the Study

There has been research completed in the Newfoundland context which looks at
a variety of groups and their use of instructional design. These include Tobin
(1989), Gallant (1989), Thomey (1991), Graham (1991), and more recently
Gorman (1993) and Healy (1994). These studies looked at instructional design
usage in a variety of settings including primary, elementary, secondary and high
school teachers, teacher librarians, and nurse educators. This compilation of
information offers additional insight into the degree of usage of instructional
design in Newfoundland and Labrador, but clearly does not endeavour to look

at its application in the corporate sector.

This thesis research studied the awareness, comprehension and application of



design in In addition, when formal
instructional design methodology was not being applied, an enquiry into what
was being used in its place was made. In this context, the study investigated the

differences between espoused theory and theories in use.

Definition of Terms

For the purpose of this study the following definitions were

Management. The term management refers to the act of managing, directing,
leading or supervising employees at a level below that of the manager.

Management includes managerial and supervisory levels in organizations.

Development. Development refers to new or changed abilities and attitudes

typically necessary for the changing of behaviours. In the corporate setting, the

terms training, human resource and

are used i

D is a process of



to improve managerial effectiveness through planned and deliberate leaming

processes.

Design (D). (Used i with i

and

) It refers to the ic approach to the design,
production, evaluation, and utilization of complete systems of instruction,

including all i and the systems for using

them (Silber, 1977, p. 172).

of ID. ness of i i design is i to be the
realization that the terms and the process of instructional design exist. It
indicates that the subject is aware of the field and activities, though may or may

not have much understanding of the field.

C ion of ID. C ion of i il design refers to the

understanding of the terms and the process of instructional design. It indicates
an understanding of its importance as well as a grasp of the theories underlying

the field.
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of ID. lication of i i design refers to the utilization of

instructional design in the operation of a training department. Application is
discussed, not as a binary situation of yes or no, but as a continuum of
behaviour that refers to the degree of utilization.

Limitations of the Study

It is recognized that this study has been conducted with the following

limitations.

1. The purpose of the research was to determine the awareness,

and application of i ional design in a corporate setting
and did not attempt to judge the effectiveness of any participant in

performing the duties of his/her position.

2. The research focused exclusively on management training, and did not
attempt to examine training across other or all segments of the corporate

sector.



3. This phenomenological research used a small group of subjects in intensive
interview situations. The findings are therefore limited to that group. It is
not intended for the results to be generalized to the population of training
managers in the province, but these will form the basis for future study with
statistically valid sample sizes for combined qualitative and quantitative

analysis.

Orzganization of the Study

This study has been organized from the general to the specific. Definitions of

the terms appear in Chapter One along with information about the background

to the problem.

Chapter Two is a review of the related literature including the historical

and present or practice of i ional design as it

relates to corporat The i ion contained in this
chapter is more specific as it analyses the writing of renowned authors on

related topics.



Chapter Three explains, in detail, the methodology used for conducting this

research, the i used, and the ini ion of the

study.
Chapter Four reports on and qualitatively analyses the results of the research for
each of the subjects interviewed. A summary of the results linking instructional

design to management development then follows.

Chapter Five izes the study, its ions and ions for

further investigation.

References and Appendices follow to add additional detail to the research and

supply documentation relevant to the study.



CHAPTER TWO
REVIEW OF RELATED LITERATURE

Instructional Design, Instruction and Training

Histai ive of ID
Historically, instructional design emerged as a subset of the field of educational
technology. In the 1950s what is now known as instructional design was
commonly referred to as instructional technology. This referred to one of two

things, either the audiovi i used in i ion, or as Robert

Heinich (1985) proposes, the “system that stresses the comprehensive analysis

of problems” (p. 11).

Instructional design was also referred to by the Canadian Department of

and igration (1973) as i i which referred to

“the i ization of princi resources, personnel...to

produce gains in learning", as well as training systems which were “ordered,

sequential, coordinated methods to provide education or instruction® (p.72).

Corporate management development relies on theories of instruction, training



and education, all of which have been developed from theories of learning.
Hedegard (1967) found that,

historically, theories of instruction have been based on a combination of

ion and ji about epi: i ical and
other philosophical problems. The good intentions of these theorists were
often coupled with strong doctrinal religious viewpoints interfering with
thorough explanations of the problems addressed by the theorists. These
factors limit the applicability of early theories to contemporary
instructional settings. In addition, methodological refinements in
techniques of observation and logical analysis have inevitably led to the
rejection of certain early theoretical positions (p. 3).

In any event, the review of theories is necessary to see from where the present
system of training and instruction has evolved. The Socratic method of
structured questions and answers "included short organized units of instruction
directed towards specific objectives and tailored to an individual student’s
interests and abilities” (Knirk and Gustafson, 1986, p. 3). This was one of the
early theoretical applications in education. It was concerned with focusing on
the individual. Through time and application, however, it was found to be
limited. Too much concentration on individual needs required much more from
the trainer or teacher. It was realized that although not all learners are alike,

they do have many of the same abilities, needs, aspirations and experiences.

The use of the guild system and apprenticeship training allowed for small group



instruction, but economic and practical ications made it virtually i

to continue with small groups. Teaching of large groups, primarily through
lecture, was combined with Aristotle's idea of "note taking as an essential part
of the learning process” (Knirk and Gustafson, 1986, p. 3). This was made even
morz practical and effective through the advancements in technology, where
textbooks and mass media made presentation to very large groups

¥ in i i are now itting a

return to individuali i ion” (Knirk and 1986, p. 3).

In 1960s, Jerome Bruner addressed the question of why theories of instruction

are necessary in an attempt to justify the research. He felt that "theories of

learning and of are iptive rather than iptive. They tell
us what happened after the fact ... [A] theory of instruction ... is concerned
with how what one wishes to teach can best be leamed with improving rather
than describing leaming® (Bruner, 1966, p. 40). He also said that "a theory of
instruction [is] a guide to pedagogy - a prescriptive theory on how to proceed in
order to achieve various results, a theory that is neutral with respect to ends but
exhaustive with respect to means” (Bruner, 1966, p. 31). In other words, the

purpose of an instructional theory is to show how to utilize. It must be the



framework for the practical. Walton agreed, "since leamning is an element of
instruction ... theories of instruction tend to be prescriptive in that they advocate

the based on what is i the most valid

knowledge™ (Walton, 1971, p. 91). This has been a common feeling of writers

in the development of their own theories and the writing about other theories.

Bruner felt that in order for an identified idea to become a theory of instruction
it "should have the objective of leading the [learner] to discover for himself"

(Bruner, 1962, p. 198). Later, he identified four essential features:

. It should specify the experiences which most effectively
implant in the individual the predisposition toward learning;

. It must specify the ways in which a body of knowledge
should be structured so that it can be most readily grasped;

. It must specify the most effective sequence in which to

present the materials; and

It must specify the nature and pacing of rewards and

punishments in the process of leaming (Bruner, 1966, p. 40-

41).

~

w
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Theories have evolved over the years from behaviourist theories to cognitive
theories with the hope that they will “result in better understanding of learning
and in new applications or principles” (Knirk and Gustafson, 1986, p. 102). The
following are some of the more common theories which have an impact on

training and development. Some have been called theories of instruction, but



most are either considered to be, or are derived from, learning theories.

John Dewey created a general theory of instruction in which he discussed direct
or coincidental learning and intentional learning. Direct learning equates with a
specially selected environment designed to promote growth in the desired
direction. This is considered to be a general theory of instruction by Dewey, but
by most definitions would not be acceptable as a theory as it is neither
prescriptive nor practical and is not designed to improve instruction. It is,
instead, reactive and descriptive. It responds to what has occurred without

leading to the improvement of learning.

B. F. Skinner, who did not consider himself a theorist, described three theories
of learning as a part of his reinforcement studies. They are Learning By Doing,
Learning from Experience, and Learning By Trial and Error. He said that

"learning by doing emphasizes the response, however, execution
of the behaviour may be essential but does not guarantee that
learning will take place ... [Learning from experience
emphasizes the occasion upon which the response occurs but
from experience alone, the student probably learns nothing ...
[and] learning by trial and error [emphasizes] the consequences
[but] correct behaviour is not simply what remains when
erroneous behaviour has been chipped away® (Skinner, 1968, p.
5-8).



Again, these would not constitute theories as they do not prescribe how to

improve leaming. Instead, they may more appropriately be called applications.

The Effect (or Upstairs Cares" has been
studied and discussed for the rewards it reaps when somebody pays attention to
the learner. "The mere act of showing people that you are concerned about them
usually spurs them to better job performance” (Gerber, 1986, p. 113). The
Hawthome Studies took place in the late 1920s and early 1930s at Harvard
Business School, based on preliminary studies of the effect of light on

productivity. Although the original study showed no significant effect of light

on p: ivity, and confused i ips between ivity and several

other variables, social value was the link to productivity. "The portion of the
Hawthorne Studies that dwelt on the positive effect of benign supervision and
concern for workers that made them feel like part of a team became known as

the Hawthome Effect” (Gerber, 1986, p. 114).

Instructional Systems Design has also been studied for many decades. It was
started by the US Military and has been adapted by theorists on numerous

occasions. According to Carnevale, Gainer and Villet (1990), variations have
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evolved over the years with many names, but they all include the following five
stages:

1. Analysis of Training Needs

2. Design of Training Curriculum

3. Development of Training Curriculum

4. Implementation (delivery)

5. Evaluation (p.30)

A review of the following theories allows the reader to see the accuracy of the

Carnevale et al classification.

Gagné and Briggs developed a set of principles for instructional design which
expands upon Skinner's traditional reinforcement. The Gagné-Briggs theory
“suggests that instruction can be defined as a set of events external to the learner
that support the internal process of learning” (Knirk and Gustafson, 1986, p.
103). These external events are:

- gain learner attention

- inform the learner of the objectives
- stimulate recall of the prerequisites
- present stimulus materials

- provide learning guidance

- elicit the desired performance

- provide feedback

- assess performance

- enhance retention and transfer.

While this does not follow the exact structure Carnevale et al described,



evidence of the design, development, delivery and evaluation are obvious.

Merrill-Rei, ion Theory of ion in Knirk and Gustafson

(1986) deals with "strategies for such as il

topics within a course and sequencing instruction” (p. 103). Their theory
"focuses on concepts, principles, procedures and recall of factual information ...
[and] looks at instruction as a process that gradually presents details or
refinements to previous instruction” (Knirk and Gustafson, 1986, p. 103). They
use the following as the steps to instruction:

1. Select all operations to be taught (task analysis);

2. Decide which operations to teach first;

3. Sequence the remaining operations;

4. Identify supporting content;

5. Allocate all content to lessons and sequence the lessons;

6. Sequence the instruction within the lessons;

7. Design instruction for each lesson.
This elaboration theory, although containing additional steps, is clearly an
expansion of several of the stages discussed by Carnevale et al. The major
difference is that Merrill-Reigeleuth stop at the design of instruction without

going on to delivery and evaluation.

According to Knirk and Gustafson (1986) "Case (1978) suggests that the



sequence of behaviour during each major stage of intellectual development
depends on the appearance of increasingly complex strategies (p. 104). Case's
theory involved the following sequence:

Identify the goal of the task;

Map operations to assist the learner to reach the goal;

Compare the learner's performance with that of skilled individuals;

Assess the learner's level of functioning;

. Design exercises to demonstrate to the leamer the inadequacies of the
current strategy;

. Explain why the current strategy works better;

. Present additional examples using new strategies.

pawN
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Once again, as with Merrill-Rei the process is terminated with

implementation.

Malcolm Knowles devised his version of a unifying theory of adult leaming
called the Theory of Andragogy. The theory was accepted by many because it
was seen as a link between adult educators and instructional designers.

Andragogy was based in the assumption that adult learners are different from

children and that these di have implications on teaching
Feuer and Gerber (1988) noted that:

Typically, by the time people have finished school, gotten a job
and a family, they come to see themselves as fully responsible for
their own lives. But the minute they walk into a situation labelled
training or education, they hark back to their previous experience
in school. They put on their dunce caps, sit back, fold their arms



in front of them and say, “OK, Teach me!” (p. 35).

In the same article, Feuer and Gerber summarized the seven components of the

Andragogical Learning Theory. They are:

| B8
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. Involve learners in
o <

Set the Climate - this was seen by Knowles as one of the most
important elements in the process. Trainers need to create
physical and i i that are ive to
learning.

Involve the learners in mutual planning - this, according to
Knowles, is necessary if the adult learner is to feel committed
to the training decisions.

. Involve the participants in diagnosis of their learning needs -

although this is recognized as being difficult, it is required if
the latter is to see the gap that exists between the skills s/he
possesses and those s/he requires. This will then assist in
meeting the needs of the learner and of the organization. This
corresponds to Camevale et al's needs assessment.
Involve the learners in formulating objectives - this will
include identifying the resources to be used, identifying that
the objective has been met and identifying the method of
evaluation deemed to be most appropriate. This corresponds
to Camevale et al's step two.

igning leamning plans - keeping in mind

made in the ing step. This

to Camevale et al's step three.

. Help learners carry out their learning plans - with reference to

the preceding step, corresponding to Camevale et al's
implementation step.

. Involve learners in evaluating learning - this will help ensure

that not only is the learner's acquisition of knowledge
measured, but also judgement of the quality and worth of the
training. As with Carnevale et al, the process ends with an
evaluation.

The Training Wheel, as seen in Figure 1, is a model of instruction with



20

emphasis on the design process. It was developed by Rugoff (1979) as "some

design ions for the ist” (p. 133). The four steps in

the figure are:

Find Out Who, What, and Why - these are the W's from
journalism from which everything to follow depends. These
1o the traditional needs and audience

analyses.

2. Define Realistic Objectives - this according to Rugoff (1979)
does not only include clearly measurable objectives, as "a
fuzzy goal that fits your who, what and why makes a better
objective ... than a measurable performance objective that
measures something nobody needs to know or do” (p. 133).
The fuzzy goals are then used to gradually develop
performance oriented statements.

3. Design and Implement the Instruction - keeping in mind the
who, what and why since there should be a reason for
everything that is done. This is closely associated with
Carnevale et al's steps two, three and four.

4. Fix What Was Wrong - using the evaluation procedures you
developed on step two and determine what part of the design
worked and what did not.

start
Here
@
Who,
What
& Why
oot | Roion:
Instruction | Objectives

Figure 1. The training wheel
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The directions accompanying Rugoff's figure state "start at 12 o'clock, tum
clockwise and spin around as many times as it takes to get where you are going
... if you end up ducking tomatoes, you know that your course needs a great
deal of fixing ... I call it time to take another turn around the training wheel"

(Rugoff, 1979, p. 133).

‘The Unit Plan of Teaching or the Morrissonian Theory of Instruction is a
prescriptive theory which describes the necessary conditions for effective
teaching and is easily translated into practice. Unlike Knowles' theory, it
assumes that there are elements common to all teaching and it encompasses

subject matter as well as teaching methods and leaming.

The five steps in the Unit Plan of Teaching are:

1. Exploration - or finding out what the students already know
about the subject to avoid unnecessary repetition and to assist
mental assimilation of the new information.

2. Presentation - of a sketchy outline of the knowledge to be
learned for the unit. This is called advance organizers by
many.

. Assimilation - or mastery of the subject based in part on what
was already known. This, combined with the previous step, is
Camevale et al's Implementation Stage.

. Organization - for a review of the subject matter according to
the outline given to the learners in step two.

. Recitation - or the students' presentaticn of what they have

w

w s



leamned, to their mcnen and/or classmates. Thxs is usua]ly
described as the of the

From Info-Line's Basic Training for Trainers (American Society for Training
and Development, 1988, p. 13), there is also a Four Step Skills Training
Method for Job Instruction. This was first developed in the 1920s but
implemented mostly in the Second World War. Again similar to the steps of
Carnevale et al, the four steps are:

1. Prepare the worker;

2. Explain the job;

3. Give the learner practice;

4. Follow-up.

Although simple, these steps are so effective they continue to be used today.

Appendix A shows the Training Styles Theory and Practice Chart as it was
developed by Brostrom (1979, p. 98). The chart shows how a trainer's
philosophy ties into learning theories and practices. It is divided into

F ionalist, and Humanist phil ies according.

to the major theorists, B.F. Skinner, R.F. Mager, D. McClelland and C.R.

Rogers.
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The instructional procedures used in any situation, according to Shuell and Lee
(1976), "should be consistent with the objectives to be taught and could be
based on the underlying principles of learning. A valid theory of instruction will
be equally applicable in all situations, although each situation may demand its
own unique combination of learning principles. Unfortunately, there is no such

valid theory presently available” (p. 79).

L . Teaini
In addition to the theories and quasi-theories (depending on the freedom of the
definition) included in the previous section, there are also some common
practices in training and development. While the following practices are written

about today and are of ongoing interest to educators, trainers, instructors,

designers and i ists, most have been in

existence for many years.

Small Group Training - has been affected by “the growing awareness of the
need to allow the affective dimension into the formal learning process ...
whereas the traditional classroom setting emphasizes the cognitive aspect of

human functioning” (Lubin and Eddy, 1987, p.3). The use of small numbers of
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increases the i of the two-way
Romiszowski (1981) discusses many of the “more common general-purpose
techniques for instruction in the small group setting* (p. 311), and settings

offering the possibility for small group instruction. They include group tutorial,

seminar, clinic, and open-group di: i Each can take place with
larger numbers (Romiszowski uses ten or fewer participants), but within each,

small group instruction can and should be implemented.

Student Directed Learning - places the responsibility for learning with the
learner. S/he is typically given some degree of freedom with respect to time
frame, content, approach, objectives, and evaluation. This is once agaii a
highly studied method due to technological advancements, especially in

computer assisted learning.

Programmed Instruction - is a variation to the student directed learning as the
student is given some freedom but the designer of the instruction has complete

control over the content and organization. This method of i ion employs

pre-prepared materials which may be used by the learner independent of the

teacher. In the past "the assumption was made that the aim of instruction was to
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bring each student to the same terminal behaviours with the time as the only
variable” (Heinich, 1970, p. 72). Today, however, the realization that this was
not sound has led programmed instruction to identify as many of the terminal
behaviours as possible and assist the learner according to the spread of

possibilities.

Laboratory Training - can take on two different, yet similar, approaches.
Instruction by examples, as described by Romiszowski (1981), is "underrated in
education and training. Teachers spend too much time telling and not enough
time showing" (p. 316). The second instance of laboratory training is learning
by doing. This refers to a small group technique that emphasizes experience-
based learning activities, usually involving small group interaction. In an era
when formal education tended to stress technical training and the physical
sciences, laboratory training programs are providing managers with the

opportunity to upgrade their human relations skills also.

Simulation and Role-play - are designed to give individuals the opportunity to
practice and develop their skills in a safe, supportive environment that

encourages experimentation and risk taking. This allows the learner to portray a
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possible situation which could assist themselves, other participants and
observers in handling the situation. Case-study is a form of simulation where the
learner simulates the decisions that would have to be made in a real life
situation. This method of training is frequently used in business training and has
been the basis of many post-graduate and executive programs in business

administration.

Games - are an ever increasing method of instruction in business and industry.
They are used for many purposes such as ice-breakers, creativity in problem-

solving, team work, and competition.

Mediated Instruction - involves the use of media in instruction. Heinich (1970)
focused not on the degree of use but on the control of the media. He uses
mediated instruction to refer to any pre-programmed instruction, be it video,

audio, or some combination.

Current Practice and the Future of ID
Richey (1986) proposes a theory of instructional design, using the sources of

knowledge of the ficld from a historical perspective, and seeking ways to
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generate new knowledge. She notes that “design is presented as a creative
process ... emphasizing that instructional design is a discipline unto itself, and is
[also] a methodological area of study and practice, with its basis in empirical

research.” (pp.9-10).

She dii iates between the i i that emerged from

systems approach in the mid-1960s and continued to dominate for two decades,
that is, procedures for designing instruction. "The latter refers to the step-by-
step systematic processes that are used to create teaching-leaming sequences.

But design .. is more than a ‘things to do list. [It is] a discipline of knowledge

that includes theory, research, and formal areas of inquiry and practice™(p.9).

This orientation toward instructional design goes beyond that envisioned by the
Merrill-Reigeleuth theory, which sees design as one facet of instruction, mostly
concerned with how we teach. It falls short of Briggs (1977) all encompassing
view, which also includes the actual production of all instructional materials. It
is important to note that current thinking on instructional design has expanded
the application to a macro-design level -- relating "to the design of not only

instructional materials, but of entire programs, and of other units of extended
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instruction.* (Richey, 1986, p.11)

As Richey (1986) also notes, while designers are very concered with the

delivery of i ion, they are not ily the i or teachers.
For current thinking on instructional design to become the prevalent view of the
discipline, it is necessary to move away from concerns with the practical toward
the theoretical -- as Richey (1986, p.24) suggests, from the era of procedural

models to that of conceptual models.

While nobody can accurately predict what will happen in the future, almost all
indications are toward major advances due to technology. As fast as media
releases are made to the public regarding technological advancements, so too do
they become outdated. Skinner, in the late 1960s, wrote that the field of
instructional research is one of promise rather than achievement. This is
fortunate for instructional developers of today as the “move from basic sciences
to technology is simple and direct" (Skinner, 1968, p. 249). Robert Heinich
(1970) wrote:

...literature about education has shown a shift toward the use of

instructional technology in education. Popular magazines have

been featuring the coming infusion of technology into education.
The literature within education is also shifting toward
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instructional technology although not as rapidly (p. 15).

Today, and in the recent past, the shift toward technology in instruction and a
technology of instruction is a critical issue. Not only must the training carried
out be effective, but it must also be efficient; this means time and money.
"Instructional technologists in the business world concentrate on creating the
leanest, simplest instruction possible ... The idea is to get trainees up to speed

and back to their jobs as quickly as possible” (Oberle, 1990, p. 70).

With the continued pressures from employers to perform, the training
departments must be careful. As Beckwith (1988) indicated, "instructional
design is not a part of the established order in industry, military or university

[therefore] instructional designers must be guarded from contamination and not

be ised by the various i of the (p- 1). However,
in a 1991 issue of Training Magazine, a feature article focused on Tech Trends.

The author said, "one trend that trainers will welcome is the relative

of much of the (Flipczak, 1991, p. 78). This is quite
acceptable, as the more technology can offer in the area of convenience and

speed, the better, as long as the quality of the instruction is not compromised.



In 1985, Heinich addressed the issue of educators, including instructional

designers, being responsive "to the organizati of which they are a

part. To change their ours in regard to the

structures may have to change. How is what we need to determine” (Heinich,
1985, p. 14). He also wrote in an earlier article, "regardless of whether
management supports effective or ineffective instruction ... we are hired to
implement management decisions" (Heinich, 1984, p. 78). Neither of these
jpassages was intended to encourage trainers to accept poor instructional

practices; instead he intended to promote the advancement of educational

to decisic king roles.

All too often

“training and development are the caboose on the corporate train
(but) training professionals have a legitimate place at the table
when strategic issues are discussed. Training professionals will be
less effective, as well as less valuable to an organization if they
are merely fire fighters ... The essence of the training function is
1o serve as a part-time fire fighter because the trainer is an
organizational problem soiver” (Carnevale et al, 1990, p. 165).
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Management Development

Historical F s
"Word of mouth, demonstration and limited written records were the primary
media for early training. The Greeks found the Socratic method of carefully
structuring questions and answers to be effective” (Knirk and Gustafson, 1986,
p. 3). The earliest days showed very little sign of the theoretical approaches to
training, but instead, training programs were adopted because, for whatever

reason, they proved to work. It was the theory in use.

Training in the corporate world related most directly to the preparation of
workers for their jobs. Training was not typically conducted in a school setting,
but was done by the industry itself. This preparation by the industry group was
logical as they knew the skills needed and the most practical means of
accomplishing training tasks. Rather than every person seeking employment
being trained individually by a single specialist, Knirk and Gustafson (1986)
wrote about guilds being formed by peaple of similar interests, “In this system
which peaked in Europe between 1100 and 1500 A.D., the masters and their

journeymen trained the new apprentices ... factory schools were established in



the United States in the 1880s ... because the apprenticeship system did not

provide the necessary numbers of trained people in the factories” (p. 4).

World War II saw an increase in the systematic training of workers as the need
for skilled workers was immediate. There was not the strong emphasis on
worldly education of the people nor the management of the people, but rather
on skill-based training for specific jobs. This need led the industrial sector, and
the military in particular, to develop effective training systems that would take
the least amount of time and money, yet produce competent skilled workers. A
study conducted by Miles and Spain as far back as 1947 (cited in Heinich,
1970) found that "Official statements of the training doctrine in the armed
forces have consistently emphasized the point of view that all kinds of training

aids and devices be used as aids” (p. 79).

Today, training of the workforce and the management group is done by
universities and community colleges, the military and the corporate sector. It is
an area of great concern as the importance of developing and retaining effective
managers and leaders is recognized. In recent times of severe budget restraint

and down-sized workforces, industry can no longer train a worker for a single
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job. Rather, they must train workers who are prepared to move through the
ranks of the company, from one position to another to give them a broader
knowledge to use as leaders and managers. Movement of workers through such
methods as job-sharing and job-rotation keeps the workers motivated in an
attempt to keep production high.

In an attempt to ine the true effect of ial training Brush and

Licata (1983) found that:

Most ial skills are ised of and
behavioural components which interact with noncognitive
wvariables. To the extent that noncognitive and social-interactive
factors play a large and critical role in the skill, there is less
probabili

According to Robinson & Robinson (1989), all instructional designers/trainers
can be evaluated according to their training styles. This is dependent upon the
way in which the instructional designer is being used by the organization and
the relationship he or she has with line management to link the training to
business needs. In essence, the style an instructional designer uses is a

composite of some degree of each of the three styles Robinson and Robinson



developed. The approach used with line departments is critical in forming
collaborative relationships with clients. *[I]f you want to do all that is possible
to ensure that the training will yield organizational results, then you must work
as an equal partner with your clients, in a collaborative style” (Robinson &

Robinson p.57).

The three styles identified by Robinson and Robinson include:

The Expert Style would include individuals who would, when approached by
the client (internal or external to the organization), identify the cause of the
problem along with the proposed solution. It assumes that the problem has been

defined accurately.

A Pair-of-Hands Style would see individuals implement the solutions proposed
by the client for a problem identified by the client. The trainer has no control
over the solution proposed nor control of the accuracy of the problem

‘The Collaborator Style has the individual as an equal with the client. They work

together to diagnose the problem, and collaboratively determine a solution.
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In the majority of cases studied for the development of the model, most people
in the field will behave according to the Expert Style, with the Pair-of-Hands

style being elicited least "Asa ion, we have ped 2
body of expertise ... and are viewed by our management as the experts in
human resource development” (Robinson & Robinson, 1989, p. 56). However

we must work to use our expertise in a collaborative manner.”

Theories i 5

In any training program, those ible for the training and

implementation are at the risk of taking on projects that may be beyond their
expertise. One of the greatest strengths a trainer can develop is the ability to
know when he or she needs the expertise of others. Not all instructional
designers have the formal educational background to implement the process of
designing and developing training programs. Many simply do what comes
naturally to them. It may be something that was passed on to them from others

in the ization or in another ization, or it may be based on experience

and having learned from mistakes of the past. Argyris (1985) argues that all
action is intended, consciously or not, to solve problems; either to provide a

match between our intentions and what actually occurs, or to detect and correct
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any mismatch between what was intended and what actually happened.

Argyris's argument is that the process we use involves a generic learning
process similar 1o the steps in instructional design "the process of discovery-
invention-production-evaluation is basic to much human action” (Argyris, p.78).
If one were to act in a specific manner under set circumstances then he or she
could expect a certain consequence. This, according to Argyris, is the basis for

the Theory of Action.

In this theory of action, he indicates two less obvious features "first they are
tacit ... because they have been learned early in life. Second, although these
theories govern human action, when it comes to threat, they are most likely
inconsistent with what is espoused to be our values and intentions” (Argyris, p.
80). Similarly, in training fields, some people have theories that they espouse
or claim to follow, and some that they actually use called theories-in-use.
People do not always do as they know they should, or as the theories tell them

they should.



In an article presented at a 1988 AMTEC conference, Brown and Kennedy
observe that *In the past, educational technologists were quick to play the role
of the expert ...in the performance of a designated task, but often are not seen
as having anything to contribute outside their area of expertise” (p. 8). They
identify the major disadvantage of this expert role as the loss of control over the
diagnosis of the problem, as the expert is usually called in after diagnosis. In
looking at the collaborative style, Brown and Kennedy (1988) have the
“consultant and the members of the organization join their specialized
knowledge and together try to solve the problem” (p. 9).

Schon (1983) describes the various roles of professionals in contemporary life
and the ways in which they think and act. He references Brooks specification of

the *four ions — medicine, engi ing, business and

education” (p.15). Those employed in corporate training departments can be
seen as operating in professional fields. It is the case, however, that not all
people operating in a professional field are professionals (p. 4). Schon defines
professional activity as one that “consists of instrumental problem solving made
rigorous by the application of scientific theory and technique” (p. 21). To the

other extreme of the professional, which Schon defines as "the antithesis to a
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profession®, an avocation is "based upon customary activities and modified by

the trial and error of individual practice” (p. 22).

Knowing-in-action is another term referred to by Schon. His belief is that
demonstration is proof of knowledge, but that "skilful action often reveals a
Kknowing more than we can say* (p. 51). He also referred to reflecting-in-action

as a thinking-on-y feet activity ing "not only that we can think about

doing but that we can think about doing something while doing it" (p. 54). As

ofa ion, some action is without much thought

but "when intuitive performance leads to surprises, pleasing and promising or

unwanted, we may respond by reflecting-in-action" (p. 56).

Trainers acting as professionals in very different fields "reveal an underlying
similarity in the art of their practice and especially in the artful inquiry by which
they sometimes deal with situations of uncertainty, instability and uniqueness”
(Schon, 1983, p. 268) as compared to the avocation in which the practitioner

bases activity on previously seen circumstances and situations.

In management development practice, the most common use of ID is the
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Instructional Systems Development Model. As reported by Logan (1982), it is a
simple yet very complex process for designing instruction. The approach,
commonly used in corporate training departments, follows approximately along
the following guidelines:

1. The training group receives a request for training assistance.

2. Study is conducted by the trainer to determine the causes
and consequences of the identified problem.

3. Ifanalysis shows the problem to be a skill or knowledge
deficiency, the trainer develops a detailed learner-outcome
statement and designs a learning package that will match
media and method to the desired outcomes.

4. Specialists come together to develop leaming materials to
meet the outcomes.

5. The program is pilot tested, the results evaluated and the
program revised while an instructional delivery system is
designed and tested.

6. The delivery system and learning outcomes results are
continually monitored.

7. The ongoing results are fed back into the design,
development and delivery stages until the problem is
evaluated. The program will be judged a success if the
problem is resolved and the cost of solving the problem is
lower than the cost of doing nothing at all.

Corporate management development should follow along the lines of an

of the methods highli; above.

1. Corporate planning takes place in which opportunities and threats
to the organization are identified thereby identifying possible need
for training or other developmental activities. Often, as a more
reactive system, a problem or potential problem is identified, and
several possible solutions are named.



2. The problem or opportunity is analysed and a determination is
made that training is a potential solution that should be
investigated.

3. The problem or issue is clearly defined and an analysis of the
actual needs of the employees involved is conducted.

4. Itis determined what would identify success of the training
program, and the evaluation plan is begun.

5. The objectives that should be achieved by all leamers are
determined and clearly stated in measurable terms along with
identification of the tasks that the individual should be able to
perform upon completion of the training program.

6. All learners are analysed to determine their background and

individual needs and differences which may impact or be effected

by the training program.

The i ion is

ped by the trainer in ion with the
subject area specialists and the department in which the training
issue was identified.
8. The evaluation plan is finalized and ready for implementation along
with pre testing if necessary for the situation.
9. Training is delivered according to the plan.
10. Both formative and summative evaluations of training are
conducted. This step would include the analysis of the return on
investment (ROI) as well as the revision and recycling of training.

Implications for the Study
The focus of this study is jonal Design and its implication in
training and ID, according to the literature, has for

decades been procedural in nature. Most models present step by step procedures

describing activities encompassed in the design, development, implementation,



and evaluation of instruction in a variety of settings.

While current literature in ID argues for a heavier theory base and the use of
conceptual models, this level of sophistication is not to be expected in corporate
training, where the focus is frequently on specific job training, and where those
responsible for the implementation of training programs frequently lack ID

expertise.

Management training today is recognized as a viable way to provide for ongoing

growth and within the izati training style is
related to the place and relationship of the trainer within the organization. In
many organizations, the person’s training style can be dictated, in whole or in
part, by the organizational surroundings. Some trainers will rely on what they
have learned in the past, whether through formal study, or simply by what
works. In other cases trainers will do things the way they have always been
done. This then has implications on instructional design as the trainer has to
take his or her own training style preference into account in designing the

instruction, while preparing for differences among the leaners.
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Argyris relates training efforts to ID, noting that "the process of discover,
invention - production - evaluation, is basic to much human action.” Use of ID

in training and assumes of and

competency in ID. Yet prepatory programs in business, at both the
undergraduate and graduate levels, rarely incorporate educational technology
courses or the study of instructional design. In the absence of formal ID study,
how does management training evolve? As Argyris (1985) notes, people have
theories they claim to follow and some they actually use. But people do not

always do as theories tell them they should.

The most common model of ID in management training is the ISD model, also
used by the military. The question is, how widely is the model actually used?
Or, how is management training actually developed? This study sought to

answer that question.
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CHAPTER THREE
METHODOLOGY

Introduction

This study relied on interviews and questionnaires for data collection purposes.

The semi-structured interview design constituted the major technique for data
collection in this study. Rather than adopt a completely unstructured approach,
some structure was necessary to ensure that the key areas were addressed in
every interview. A degree of structure was also intended to control the length of
time for completion of interviews. An informal atmosphere and conversational
style was maintained. Every effort was made to ensure that the participants
discussed what they know and use. While the researcher had an agenda to be
achieved, it was not seen as the doctrine for what was discussed. The interviews

could be considered “conversations with a purpose” (Burgess, 1984, p. 102).

The Instruments

This study used a three stage data collection design. First, once the subject was

contacted and had given consent to participate, a short questionnaire was used to



44
determine his/her academic and employment background relating to training,
some s ion about the ization, and the reporting
structure of the training department within the organizational structure. The
subject was asked to complete a critical incident scenario to demonstrate how

s/he would proceed with a training request. This information was also used to

his/her ication of a formal i i design model in a
corporate setting, since, if people’s behaviour is observed, "you will quickly see
that the espoused theory has very little to do with how they actually behave”
(Argyris, 1993 p.89). The scenario was conducted prior to discussing the
terminology of instructional design to eliminate bias by providing the subject
‘with additi i ion on i i design, thereby blurring the
distinction between the espoused theories and the theories they use.

Second, the subjects participated in a semi-structured interview to discuss their

and application of formal i ional design

methodology. This phase studied in depth the topic of Instructional Planning;
Needs Assessment; Task Analysis; Learning Objectives; Learner Analysis;
Revision, Recycling.
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Third, the subjects completed a questionnaire which described ten situations that

oceur during i ion of training projects. The inventory

scoring revealed the style that subject used most frequently in training; either
Expert, Pair-of-Hands, or Collaborator. Samples of the Critical Incident
Scenario and the Interview Guide are included in Appendix B, with the Training

Style Inventory in Appendix C.

The Sample Group

For this phenomenological study a stratified random sample was selected of at
least ten of the 25 largest employers in the province of Newfoundland and
Labrador according to the number of employees at the time of the study.
Subjects were stratified according to general industry sector and randomly
selected from within that group. Appendix D contains the list of the top 25
employers, from which the sample was taken. All participating organizations

employed at least 500 employees.



Administration of the Study

The data collection phase of the study proceeded with telephone contact with the

in the izati ible for training and/or
development. Verbal consent to participate was then established and some
demographic information gathered. A copy of the consent forms as seen in
Appendix E was then sent by fax to the subject and the subject’s supervisor. An
appointment was set up for the semi-structured interview. Consent forms were

either returned prior to the interview, or available before the interview began.

The i i consisted of di ion of additional ic i as

an ice-breaker. Then, prior to any i ion of i of i
design, a critical incident scenario was completed by the subject. Interviews

took between 90 and 140 minutes.

The final phase of the data collection consisted of the completion of a Training
Style Inventory which was developed and extensively used by Dana Gaines
Robinson and James C. Robinson. The results of this were then scored and

plotted ing to its ing i ions as seen in Appendix C.
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Data Analysis

The data, once compiled, was content analyzed according to the individual
results with discussion of common themes found between the sample subjects.
The scores of the Training Style Inventory were used for comparison with the
researchers classification of subjects according to degree of comprehension and
application of instructional design and plotted on a grid displaying the four

novice; i ic; and,

‘These quadrants can be described as follows.

1. Novice - those who do not know or use instructional design in

training and These indivis would score

low in ion and low in ication of that ledge. They

would tend to feel little comfort acting in any unfamiliar setting or

problem.

2. Avocational — those who have by some means of training or experience
learned how to do instructional design but do not know the reasons for

or behind the activities. They are considered to be high in application of
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instructional design but low in comprehension. Given a familiar set of

problems in familiar cis they are and

3. Academics -- those who know instructional design theories and models,
but for whatever reason, do not use this knowledge in management
training and development. The would score high in comprehension but

low in ication. When ienci iliar situations, they can

draw upon the theoretical knowledge to find their way through the

problem.

4. Professional -- those who know the theories behind instructional design,
and use ID regularly in the design of management training and

development. They are considered to measure high in comprehension

and high in application of the These indivi would tend
to find comfort in new problems and new settings as they have the

theoretical basis and the practical application to succeed.

For ensured ity of the ic il ion was not

linked to the interview and style results.



CHAPTER FOUR
REPORT AND ANALYSIS OF RESULTS

Introduction

The ten subjects interviewed in this study were employed among the top 25
employers in the province of Newfoundland at the time of the study. All
employed at least 500 employees. Appendix D lists the companies from which
the sample was drawn. The objective of the study was to determine the

and ication of the elements of instructional

design among the group.

Proposed Model

The of a formal is was not iate for this q
research study. The premise for the research was that corporate managers
responsible for training fell into one of four major categories of instructional
design, including novice, avocational, academic or professional. This model
was based in part on the writings of Schon and Argyris, then expanded upon to

include the other two quadrants of the model, the academic and the novice.



Academic Professional
Novice Avocational
ow Application High
Figure 2. The four of ion and lication of
instructional design

Organization of the Findings

Information was acquired through the use of semi-structured interviews and

questionnaires conducted with each subject. In conducting the interviews, as an

icebreaker, the interview began with a discussion of the individual's

and the organizational structure. The initial question, a critical incident
scenario, was posed prior to any discussion of instructional design. This open-
ended question was intended to determine what the respondent would do in a
given situation. The semi-structured interview then focused on the various parts
of a typical instructional design model to determine the respondent's awareness,

comprehension and self-reported application of each component.
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Throughout the study any information which would identify the respondent or
the company has been omitted. Demographics have been reported separate from
the interview results for added anonymity. Respondents are referred to as

Trainer One, Trainer Two and 5o on.

Demographics

Ten respondents were interviewed for this study. All but one respondent agreed
to have the interview audio taped. Eight of the ten responded to the final phase
of the study, the training style questionnaire. The sample group consisted of two

males and eight females.

Table 1 provides a summary of some of the demographic information. All but
one respondent had completed some form of post secondary education, with one
respondent having completed a doctoral degree in a related field. It was not

for to have adult ion courses, primarily
through in-house or short train-the-trainer programs. Six identified
their position as middle one as senior and two as

front-line managers. The number of years in the organization ranged from one



to twenty-six with a mean of twelve, and number of years in the present
position ranged from one to seventeen with a mean of only four. Only one of
the respondents moved into their present position from a staff trainer position.
The size of the training department ranged from one to fifteen with a mean of
four-point-nine.
Highest level of education attained:
. High school

Avocational Diploma

. Baccalaureate Degree
. Masters/Post Graduate

—nwe

Area of specialization:
L) Economics

] Education

. Technical

L] Social Sciences

woN

Source of instructional design uammg:

L) None received
. Formal education 1
. Workplace training 5

Present position:

. Human Resource manager 1
. Human Resource consultant 1
. Safely and development 2
£ Training/staff development 6

Level in the organization:

. Senior management 1
. Middle management 7
. Front line manager 2
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Number of Years in present position:

. 1 -4 Years
. 5 -9 Years 1
. 15 - 19 Years 1

Number of years with the organization:

1 -4 Years 2
. 5-9 Years 3
. 10 - 14 Years 1
. 15 - 19 Years 1
. 20 or More years 3

Number of employees in the training department:

. Only 1 person 2
. 2 - 4 people 3
. 5 - 7 people 3
. 8 - 10 people 1
. 11 or more people 1

Table 1.  Demographics

Application of Instructional Design

G Tl Seaack
The opening question was intended to ine the and
of i ional design in a given situation. This

question was asked prior to any discussion of instructional design theories,

models, or terminology. All respondents were asked what they would do, given
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the following situation: Assume you are the manager of a training division in a
large corporation and are asked to find, create or contract a management
development program for five middle managers. How would you go about the

task?

In response to a training request the respondents confirmed, up-front, that the
training being requested was really needed. This was accomplished in several
different ways. When trainers did not know that a formal training needs
assessment had been completed, they typically met with the subjects identified
as needing the training and discussed the training request with them. Some
trainers also discussed the request with the supervisors to ensure that there was

agreement on the intended outcome of the training.

The degree of formalization of the discussions varied greatly among the trainers
interviewed. Some were very formal with involvement of the senior
management, while others simply wanted to know what the five subjects
“wanted to get out of it." Also voiced by several trainers was the idea that the
“real" training need is important for buy-in since "forced training meets with a

lot of ition.” ‘They saw the ion with subjects and supervisors as a




means of increasing buy-in from various levels.

As anticipated, trainers thought it best to look for a program that would best suit
the needs of the subjects. This was commonly reported since there were only
five individuals identified in the scenario as needing the training. Trainers also
indicated that they would look at the needs to see if there were others in the
organization that required the same training, but might not have been identified
by their supervisors as having the need. It was even suggested that the trainer
could look to other similar organizations to see if they had a similar need,
facilitating cooperation in delivery. This was seen in cases where the
organizations were not in a directly competitive environment for service or
products. No trainer indicated that a program would be developed for only five
subjects. As the supervisory program requested was seen as fairly generic,
trainers commonly cautioned against "reinventing the wheel" in designing a

whole new program for just five people.

Cost containment in money and personnel was being felt throughout the local
training field. This research proved no different. It was common for trainers to

look at available resources up-front in the training cycle. Trainers referred to
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the "allocation of resources" on several occasions in the critical incident

scenario.

The least commonly used phase of instructional design reported was that of
evaluation. Some trainers indicated that they needed to know the intended
impact of the training and what people should get out of it, but only three
respondents indicated that they would plan the evaluation of the training

effectiveness or impact up-front, in the coordination of this training program.

The results of the Critical Incident Scenario clearly indicated that:

a) Needs assessments were important to the respondents and were conducted.
However, variation was found in the degree of formalization, and the level at
which the assessment was conducted, whether formally or informally. Also
absent from the analysis portion was the use of leamer analysis and task
analysis.

b) Cost-containment was an issue for the respondeats. They tried to find larger
numbers of participants who needed the training and sought internal employees
with the expertise who could facilitate the training programs.

¢) Evaluation was perceived as important, but was not being conducted.



The demonstration of theory in use was quite low.

Espoused Theory

The next phase of the research was the semi-structured interview. This phase

focused on the specific stages in the instructional design process. Questions

included what trainers did in certain areas of instructional design as well as the

and espoused application of specific topics.

1In order to put trainer responses into perspective, and to ensure that terms used
are the same for the trainer as for the researcher, several definitions were
requested. The first of these was a definition of what they considered

management development to be and if they felt there was a difference between

pment and training. An definition of

management development from current research would indicate that it is @

process ing to improve the i of through a

planned and deliberate learning process.
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Respondents seemed unanimous in their responses to the meaning of
management development. Seven of the ten respondents felt that management
development was directly related to the development of managers for the benefit
of the organization. The other three trainers felt that it referred to training, or
imparting the skills and knowledge required to do the job of managing. Eight of
the ten trainers felt there was a difference between training and development. It
was clear from the responses that they felt development went beyond training or

that it encompassed training. Tables 2 and 3 list some of the definitions of

and training i as given by the
trainers in this study.
Trainer | Response
1 [took at management development] in terms of progressive management experiences

[and we strive to] broaden the focus of what we are expecting of people, keeping up
with trends and innovations, but mostly s it relates to where we expect the person to
be in the organization [and]... where the company is going. We take a more general
approach, training all supervisors the same.

2 [Gliving people the knowledge that they previously had little exposure to.

3 [Dlevelopment of the actual skills in dealing with people as a manager ...[We use
development] to bring everyone on track talking the same language and doing the
same thing ... it was for the benefit of the organization.

4 Management development is training, you have (o look at the needs and meet them.

) Management development would be developing all managers at all levels in the
organization in the skills, behaviours, and attitudes to support corporate direction.




Trainer

+ management development to be gaining of past knowledge from others and

any support that may be required (o attain that, whether that would be within, outside

their main division ... Developmeat refers to how an individual would develop within

the existing organization through such things as transfer technology, gaining

experience from those working around them and thea taking the initiative to broaden
rrunits

Keeping people up to date on current trends, theories of change, organizational
planning, performance evaluation and all that managers ned to be aware of quality
i clint sisfction

‘The skills training and the training needed for someone to take on the role of manager.
‘This would include such things as delegation, team building as well as the conceptual
issues involved like executive development and leadership. Other things would inchide
‘what the organization expects of managers in order for them to fit the mission of the
company.

[1t's] things like the styles of management, principles of management and things like
negotiating skills or human resources .. [nd] topics like arbitration skills, managing
difficult people, discipline and other skills needed for day-to<lay effectiveness as a
manager.

It is] the things he o she neads to become a manager such as what is managemeat

is & manager. It would also include how you develop as a manager, the soft
skills of dealing with people, as well as management duties in & technical sease like
visioning, strategy and goal setting ... along with program measurement to determine
their effectiveness.

Table 2

Trainers’ itions of

Response

1] involves getting the skills required to do the job.

[Tirnining relaes to the present job.

‘This gives people the technical knowledge to do their jobs.

Management development is training.

Things not supporting the corpornte direction, but for the individual are identified as
training.




Trainer | Response
6 A training program you would make available to employees without them necessarily
taking the initiative. It's something that is given to them.
7 Training dealfs] more with providing individuals with skills
s Management training would inchude things like the knowledge, skills, [and] attitudes for
the person 0 do their job.
9 [Training is] for the individuals personal growth and developmeat.
10 Training would be like & particular program that somebody may take. It is a part of
their development.
Table 3 Trainers' definitions of management training.
The links trainers saw between and

training are illustrated in Table 4. The most appropriate response would indicate

that management training is a subset of management development, as training is

one of many ways for an individual to develop.

Trainer

Response

[Dlevelopment as & whole is not only skills for the job, but also looks at the personal
‘aspects. When you get into management development you are also looking at personal
attributes over and above certification [for the job].

[Thraining relates to the present job but development [goes] beyond that by including
things people aspire to by  planned path, by their goals or according to the
organization’s plans for them.

Development focussed on the need to get [all managers] to see the top down practices
... [training] prepares [managers] for doing the job.

Management development and management training are one and the same thing
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Trainer | Response

s Training is a part of development and development can include things over and above
training.

6 Deslogsat I aaythingtha d5salops s perscts wikin e cegecicntion, Otes tings,
like learning different skills not for the organizations needs are supported but are jusi

something given to them.

7 Training dealt more with providing individuals with skills whereas manaj
development was :omm\ully providing people with the opportunity to further develnp
their skills and knowledge.

8 Development goes beyond training because it looks at things more globally.

9 [Management development] is based on the needs of the organization of the manager in
the organizational setting [while training is] for the individuals personal growth and
development.

10 Development is a lot more than training. You can have training without looking af &

person's development, but you cannot have development without looking at the training
aspects with them.

Table 4 Trainers’ ions of the di between
development and management training.

Who Gets Training?

Question 5 was aimed at eliciting information on who receives the managerial
training. The anticipated response, based on informal discussions with similar
organizations, was that it was based either on an identified need or alternately as
a perk for the better performers. The responses yielded a little more information

than anticipated as some trainers also addressed the fact that the level in the
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organization also determines if people get training *[mliddle managers get the

most ... senior managers are considered to have the skills needed. "

‘The common theme from all respondents to this question was that all managerial
and supervisory level employees get training or have access to training based on
their own and departmental needs. There were instances where trainers indicated
that "there is not a lot of thought into who gets the training" or that
organizations "identified some very general themes and everybody was put
through because we wanted to get them all to the same place.” It appeared that
all managers got some training, though not necessarily the same or in the same

degree of detail.

The second part of this question asked how the decision is made as to who gets
the training. The common response was that some form of needs assessment
was used to determine common needs. In some cases this need was determined
by the department or the supervisor, while in other cases a formal annual
performance assessment identified the needs. Unfortunately the need was not
usually an individual manager’s need but an organizational need or a generic

need based on position.



Instructional Planning

The next topic of inquiry in the interviews focused on the instructional planning
process. Again a working definition of instructional planning process was
requested to set a basis for following questions. Most trainers could give a
succinct definition of planning, however one trainer could not "put words to it.*
Table § illustrates the definitions trainers gave for instructional planning as well
as the identified starting point for planning. An acceptable definition would
include indication that ir is an ongoing, planned, systematic process of planning
proactive training programs for corporate direction, determining what training

needs exist, and a proposed method of addressing those needs.

It became clear that instruction was done primarily as a reactive procedure. It
was evident that these trainers plan instruction primarily based upon an
identified problem. In very few cases did the trainer indicate that planning had
been done as a proactive policy. The starting point of instructional planning for
six of the respondents was when a need had been identified. Others identified
the starting point as either the budget preparation time or that every position in

the organization had a training and development plan.



Trainer

Response

Instructional planning helps to ensure that delivery is as specific as possible to the
group and the time frames ... Diagnosis of the problem and activities of the group or
the organization is usually the starting point for us. Other things must be trained for
based on problems, but they may not always be a part of the plan

You have to take into account the goals of the organization and the skills of the
employees and what to achieve. The training has to be designed 10 show when and
‘where the skills come in, like in what modules. The time for the course ..

Management development needs a lot more situations to demonstrate or e prepare for.
It has to take a lot more real world differences into account in the training. Planning is
a first step since you have to know where you are going in order to know when you get
there.

[Trainer could not define instructional planning and] would never *have used the term”
the starting point would be the identification of a need whether that is an
organizational need, a unit need, an industry need or an individual need.

[Trainer could not define instructional planning] [Y]ou meet with directors and try to
get the facts together and see what is needed by department and by person but the needs
of the department always come first.

1] ensurefs] that the program you plan addresses the needs [since] for many
organizational problems, training [is] not the solution. As a sumn( point we would
dingnose the needs, but only after the doors to communication have beea opened. In the
Tine of authority we would determine what the stafF [is] dam. el and whar they are
not doing as effectively.

[Planning) changes depending on the demographics of the organization. The plan will
depend on what has to change and the logistics involved in the training. It certainly
involves taking past experience and where they are to date as clearly ilentifying areas
of training and ... accommodating those facilities with the work force by working with
them all the way through.

T suppose if you are planning, your needs assessment, your objectives, your content,
‘your resources would be needed. I can't see how, no matter who you are doing it for,
how you can develop training without knowing the background ... no matter the level
of the employee, they all go through all the steps right from the needs assessment to the
evaluation and follow up afterwards. [We] start planning immediately after I was asked
to develop a program. When I try to identify & problem.




Trainer

Response

it includes] four phases, assessment, planning, design/delivery and evaluation,
however, the instructional planning cannot really be done until the assessment of the

needs has been completed. Planning is the second phase and must come after the
assessment but must be done prior to anything else ... In planning instruction, the
trainer develops the objectives for activity, and determines the material and other
resources that must be assigned to the lrluung This would include time, personnel and
‘money required at all four phases.

[t includes] everything from needs assessment through to outlining how a course
appeared in the classroom and everything in between ... We would do a needs
assessment, either individual or organizational needs; we would prioritize them in
consultation with the senior management; we would decide how best to respond to the
need to develop something in house or to have it customized outside. Then we decide
how to most effectively deliver the training including the location, the mix of
participants and who facilitates the session ... The starting point was always the
identified need along with the decision as to whether it s a training issue or not.

[You] want to know the outlines, methods, materials, formats for delivery of training.
In addition, the methods of feedback that learning was taking place was also required.
‘The starting point was the needs assessment for new managers, rehiring people afier
layoff, new equipment, promotion, changes in procedures or capital budgeting
expenditures.

Table 5

Trainers’ definitions of and starting points for instructional
planning.

In addition to the definition and planning process itself, trainers were asked for

the perceived benefits and drawbacks to planning and the factors that could

influence planning. The most common benefit, as illustrated in Table 6, while

identified in a variety of words, is that it shows where you are going so that you

can determine when you have reached your goal as a trainer, and assisting

learners to identify, for themselves, where they should be by the end of the

training program and at various points throughout. The main drawbacks, each




Trainer | Response

1 You can deliver it ten times better.

2 You have o know where you are going in order to know when you get there.

3 [ would get nowhere without it

4 You have to do planning before you start in order to have a plan to follow to meet the
needs.

5 If you plan well, you will get the return on investment. It ensures you have the buy-in
early and keep it throughout.

6 Planning is most critical as it focuses on the requirements that need to be met.

7 It gives credibility to your staff and your department; you know exactly what is going
to be covered; you know exactly what you are going to need in terms of resources,
dollars, material, your classroom.

8 Without planning you are lost. You don't know where you are going, you don't know
how to get there and you don't know when you have reached that

9 [The benefits are] too numerous to list ... everything from ensuring that the response
was appropriate so that the ultimate consumer of the product was involved, to having
participants involved in the planning so that they gain ownership and can see the
alternatives available to them. You also get people thinking about the issues and goals
and you get their buy-in up front.

10 I wouldn't want to work in this job without planning. You are held accountable for
what is done as well as the budget it has taken to get things done. Planning allows you
to do this as efficiently as possible.

Table 6 Trainers® perceptions of the benefits to instructional planning.
identified by five of the ten were the risk of il ity on the

part of the training and the amount of time required to adequately plan for

instruction. Table 7 illustrates the perceived drawbacks to instructional

planning.




Trainer | Response

1 ‘Sometimes you can be too narrow. You can develop tunnel vision ... [and] limit what
‘you look for and therefore what you look at.

2 Sometimes if the plan has t00 strict a schedule it can't be kept.

3 “The only [drawback] is that if the person is so methodical and follow[s] the plan to
such a degree that individuals will fall through the cracks.

4 it is] time consuming, and with everything else I have to do, I don't have time for
planning too.

s 1t does require & lo of up front time which can be hard to do when a lot of time is spent

on crisis mansgement.

6 The biggest drawback was the employees themselves ... There are opportunities
available for advancement through internal truining and external training that employees
do not take the initiative to take advantage of.

7 1 suppose there are drawbrcks to everything, like you have somebody who gets carried
away and spends too much time planning.

8 [You could] get into a mind-set and begin to lose the flexibility.

9 [t is very time consuming and costly. As well, if there was much modification

required and therefore delays in responding, the needs may have changed by the time
the trainer could address them.

10 [Slome organizations are too inflexible. You have (o be able to accommdate changing
needs.

Table 7 Trainers’ perceptions of toi ional planning.

The most frequently identified factor affecting planning was the time it takes to
plan, and that those requesting training often require it in the short term as
opposed to waiting for adequate planning to be completed. The only identified
reason for revision of the plan, common to several trainers, was that the training

was no longer required due to changes in the organization such as new corporate



direction or technological advancements. Only one trainer identified revision
taking place because it "was not effective the first time out.” Three respondents
also included budgetary consideration as a possible reason for revision of the

plan.

Formal ID Components

The next section of the semi-structured interview focused on the formal
instructional design components. The opening questions again addressed the
trainers* definition of curriculum development (Table 8) and where they came
up with the definition, a definition of instructional design (Table 9) and the
similarities between the two. Theories or theorists with which the trainers were
familiar were also sought. An acceptable definition of instructional design
would have included reference to the systematic approach to the design,

production, evaluation and urilization of complete systems of instruction.

The most noticeable theme in this series of questions was that there was no great

on the i ip between i i design and

Seven felt that i i design
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curriculum development, one felt they were different names for the same thing,

and one felt i il i design.

Also noticeable was the fact that two of the trainers could not offer a definition
of the terms, and of those who did define the terms, few suggested that they had
learned the terms in formal educational settings. Most defined the terms based
on their own experiences. Only one of the trainers interviewed could offer

specific information on theorists or theories of instructional design.

Trainer | Response

1 (1t is the] careful planning of il components of the program and the delivery of the

program to meet the specific needs in the most effective and practical manner ... we
include the major componeats we nead, and then the developer will come back with the
curriculum of what they will do.

2 The when and how’s of content rather than the process.

3 Curriculum development is the planning of the program. If you asked me for the plan to
m-m-ummmmﬁmm end incuding the needs
‘assessment and the whole gumut.

4 [Trainer could offer no definition of the term instructional design. nor curriculum
- 1

5 Curriculum development involves taking the objectives and developing training through
rescarch, knowledge, the actual material to be taught. Curriculum development is a part
of instructional design

6 Curriculum s a part of the instructional design. We would change the curriculum to
meet our needs and to meet the needs of our instructional plan or design.




Trainer | Response

7 It includes everything we do... identify the need, who is the target audience and
determine the needs and what they will bring with them, what is the overall goal of the
program, develop messurable objectives, identify resources, your reference material,
and have a method or plan for evalustion.

8 It includes all things offered in related areas and bow they are sequenced and the
combination of courses offered

9 Curriculum design determines what is delivered and how it gets delivered.

10 Curriculum design is basically what you want learned or understood.

Table 8. Trainers’ it of i

Trainer | Response

1 ional design curriculum A

2 [Y]ou have to consider the method used to teach or to expose people to skill or
technology. For example what to tench, how manual vs hands-on, and how to
demonstrate that the objective was.

3 (1] encompass(es] everything. [But] particulurly in the delivery process including the
instruction style, the seating arrangements and types of AV equipment and teaching
tools.

4 [Trainer could offer no definition of the term curriculum development. |

H [t is] the development of educational programs based on need with content experts and
with the appropriate delivery method to achieve some end.

6 Instructional design varies from whoever's philosophy you are talking to on any
particular day. I don't see any consistency in instructional design occur in management
philosophy. Every operation requires different instructional designs, not just something
that can be taken off the shelf.

7 Trainer was unable to define instructional design. She felt ID and cumculum design
referred to the same thing but would use the term curriculum typical
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Teainer | Response

8 [t] is based an your overall plan but also on the assessments you conduct. It includes
all content which should be designed based on the objectives that have been set out. It
includes finding a logical sequence for delivery, ll associated materials and support
material, and everything up to and including the evaluation of the outcome of training
but begun up front with the objectives.

9 Instructional design is & process used to ensure that the product gives you what you
need from it. It ensures that you learning objectives are consistent with the overall
needs of the learers and it ensures that the materials design and the format of delivery
are suitable to achieve the objectives.

0 [Mostructional design is the format to use in teaching ... It is basically the course setup.
Table 9. Trainers’ definitions of instructional design.
Needs Assessment

The next set of questions focused on needs assessment. They included a
definition of needs assessment, the use of needs assessment in management
development and the perceived importance of needs assessment or what it could

accomplish.

All trainers interviewed knew what needs assessment was, and at least six felt
that they did a good needs analysis for management development. A suitable
definition should include reference to the identification and analysis of a
discrepancy berween what is presently observed and what is desired. Table 10

illustrates trainers’ itions of needs One of the two




indicated that needs are not for

development, because of the size of the training group and because the training

Trainer

Responses

If you are responding to a problem or if you are surveying all possible issues exist.
Needs assessment for a new concept [would include] a survey of people and gsienil

currently existing. When there is no identified problem, the needs assessment is
investigative breakdown [in search of] a causal relarionship.

[1t ranges] from what problem is identified to what different groups see as the problem
or the weaknesses that could cause 1 problem ... The organization does not do needs
assessment for management development because of the size of the training group
within the company. Instead they rely on the performance review process since it is
based on the manager's and the employees feedback.

(Training direction] comes out of mansgement needs as & whole and from & CEO with a
vision, who realized from talking to others and knowing what was to come down the
rond [that] we needed to be better equippes to handle the changes that we were going to
face. 1 don't think any needs assessment is usually done.

[Alny needs in order to perform the job for the department you work for. We usually
needs assessment by writing to the departments and asking what the department’s
needs are.

Needs assessment is the initial process where you ask all levels of management to focus
on the vision and what is necessary for that to happea. It is a 360 degree look at the
specific training required.

We make sure management is aware of activities and needs of other departmeats so
they see their own departmental needs but can also see areas in which they can help
out.

[We have] tried them all. We have developed questionnaires and open ended
questionnaires; we get suggestions of topics people would suggest and put them in
order of priority; we have conducted interviews with set questions; we have asked to
attend staff meetings; we have posted asking for suggestions; we have had suggestion
boxes; we have talked to managers to see what they foel are needs for their department;
t0 senior management to see what the orgunizational needs are; and something we
haven't gotten into as much as we should have is looking at perfor
in terms of individual performance, but what is ideatified as a learning need as part o
appraisal.
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Trainer | Responses

8 We determine the performance to be improved by looking at the environment around
the individual as that may be more of a problem than the actual ... you may need to use
some form of 360 degree nssessment with peers, subordinates and supervisors .. then
determine what the issue is since  process or organizational policy may be the real
underlying problem... [Then we] look at what specific needs have a training solution.
‘This will help you get the buy-in of everybody involved from the employee on up.

9 ‘We do needs assessment by looking at the organizational needs and the key players to
achieve them .. at how the organization is changing, therefore how is the role of the
‘manager changing -..[und] for the gaps that can exist and then rule out possible causes
and problems.
10 (It s] finding out what people need ...{tat] can be dons individually or as groups in
‘or within the Things ke & for any member of a
loam to mprave performance, W e s mafiad form of the DECUM proces 1o
identify peaples needs in similar positions.

Table 10 Trainers’ definitions of needs assessment.

comes down from the CEO's vision. While the use of needs assessment is not

often thorough, there is by all that these are
important for a variety of reasons, ranging from ensuring delivery of programs
that effectively meet the needs of the individuals and the organizations, to
avoiding the competition for the already scarce training dollars. Table 11

illustrates the perceived importance of needs assessment.

Trainer | Response

1 It plays a major role in the delivery of the program and eliminates a lot of redundancy
by looking at what has already been done and what may have been missed. The training
can be much more specific.
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Trainer | Response

2 Since there are no immediate results or improvements immediately seen, [oceds
assessment] is often pushed aside since they feel they know what their people need.
Management ofien doesn't look at the long term investment.

3 W ued v Enc s e s scinis € s o o ov gt e
where [the organization] is headed and nking that more of a priority
implementing needs assessments we need to know the goals and [the] direction s
organization is going o take and then gear ourselves accordingly. So, I guess it is
important but certainly not alone.

4 We usually do them.

H [Without it, it's like] throwing an arrow blindfolded, there is more chance of missing
the target than of hitting it accurately.

6 [1t is important] in order to eliminate the competition within departments that often
exists for training budget dollars and (o really determine useful training budget.

7 Whatever you are doing has 10 be of benefit (o the individual and the organization.

3 [IF an assessment was not well done, or buy-in was not achieved] you can't be confident

that you should evea do the progrun. You may end up doing & great program but find
out that it has nothing to do with the [real] nceds.

9 They're critical if you want training to work.

10 We don’t always do it, but i is good.

Table 11 Trainers’ ions of the i of needs

Task Analysis

‘The next phase of instructional design addressed in the interviews focused on
Task Analysis. Trainers were asked for a definition of task analysis (Table 12)
and about the use of task analysis in management development. The most

common theme to come from these questions was that whilc nine of the
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respondents offered a definition of task analysis, eight indicated that it is not
used for management development (Table 13). The two who used task analysis,
noted that it was for the achievement of a specific skill set for the manager’s
position. A suitable definition of task analysis would include the breaking of a
learning task or procedure into a series of required steps and the skills required

to advance to each step.

Trainer | Response

1 it is] something normally used in relationship to specific job functions.

2 [The] analysis of all componeats from the beginning of the process to where you
actually end up.

3 It's probably as it says, you look at the components of a tasks to see where strengths
and weaknesses lie.

4 [Trainer could offer no definition.|

s [For us] Coatinuous Quality Improvement flow chasts [are used] for accuracy and
completeness. [They take a] very in-depth view and look at the steps in a job, the
responsibilities and tasks to be performed.

6 [t is uses as] part of a succession plan for all management positions.

7 [t is] looking at a task and breaking it into the components that make it.

8 It is the description of the job and the tasks or competencies required to do that job. It
also looks at how people stack up to the position and what gaps need to be addressed

9 [T am] not sure how | would define it, but it would be looking at individual tasks that
‘must be completed, breaking everything down I guess.

10 It is the breakdown of all the components for  task to be completed.

Table 12. ‘Trainers’ definitions of task analysis.



Trainer

Response

It would not be used for management because it is not very specific. Similar positions
can have very different activities to perform.

In some progeams it would be used, such as with a specific functional group within
management ... They have to have active needs assessments and task analysis as they
‘expand their business. | don't really know why we use task analysis, but [ guess it is to
gain efficiency and make sure ll topics are covered, so there are no gaps left
afterwards.

Staff realize their needs in some of the more subtle skills and issues. They determine
that based on other training they did, not that a formal task analysis was done.

[Trainer did not know if task analysis had ever been used.]

We [use it to] look at how pm,n. are at financial analysis and decide what they need to
do differently or better. We rder 10 find the real cause of the problem
and to target the training at e root of e problem rather than the symptom. It is best
done through direct observation of people actually doing the task and look for the needs
or problems.

[We] do not use formal task analysis in munagement development.

is is not used for

[We do] not use task analysis for management developmeat.

© e [~ [

We do not use task analysis in management development or management training.

i cccaionally wed foc mmmgnoumt procesea. st hings Kk sty suqiv ot
done every time. A modified form of DECUM is occasionally ut

Table 13.

Trainers® responses to the espoused use of task analysis in
management development.

Objectives

The next

set of questions referred to issues around the topic of objectives. The

trainers were asked the type of objectives they used for management

development, where the objectives come from, the importance of using




objectives along with perceived strengths and weaknesses.

Responses indicated that eight of the ten respondents used organizational or

departmental objectives over learner or job specific objectives. Table 14

illustrates some of the types of objectives used for

and from where they are typically derived.

Teiner | Responses

1 [We use] organizational goals and directions as objectives. When you know where the

company is moving then this is what we want individuals to achieve. There will then be

other needs and objectives for individunls.

2 The company objectives are based on annusl corporate objectives which are relayed to

.. Seminars for each group discuss the goals and objectives to come up with

‘agreement. We need 1o do that 1o know that the training provided is based on where the

organization is going and where the people are.

3 {The CEO] looked at where things were going at that point in time. They were what the
organization needed and what we needed as a group to bring us o the curreat sifustion.

4 [Our] objectives [come] from the divisional managers or directors.

s [Our objectives] are broad for both programs and for the overall organizational vision,
but clear enough that the leamers know where they have to end up. The objectives are
developed and validated by & content area expert.

6 [Wel usejob specific objectives based on milstonesthat must be met. Good,
1 every ‘must have

very
clearly ideatified and anainble objectives.
7 Once you have identified the broad topics you have 1o research to see what the content
is going to be and your objectives are written to reflect the current literature along with
what has been expressed as what they need to know or leam.




Trainer | Responses

s ‘The main consideration is what we want o accomplish from a program or departmental
perspective, and secondly, for the participants. Our objectives come from the

identification of where the organization is going, from where particular departments are
going and how to remain viable.

9 ‘They usually are fairly unconscious, coming from coaversations with the CEO as an
extension of the strategic planning process. It is something that has to be done. Leamer
objectives are not usually set by the training departmeat, but coukd have been in the
training materials.

10 [Objectives] are always problem based not just out of thin air.

Table 14, Trainers’ responses to the type of objectives used for
management development.

All respondents felt the use of objectives was important, with several common

positive outcomes to using objectives. The most noted positive response, by at

least six respondents, was for the trainer and the learner to see where they have

1o go and have a way of identifying when they reach that goal. There was no

unanimously negative aspects although three respondents commented that the

use of objectives can be *frustrating when they are not attained.” Three

respondents said that objectives can be limiting if used without flexibility. Two
others indicated that having written objectives allows people to use them to
judge the trainer or somchow turning them negative. Table 15 illustrates the

trainers’ perception of the strengths and weaknesses of using stated objectives in

management development programs.



Trainer

Responses

1f you have a clear ilea of what you want to get out of the program thea you can
choose the best means of delivering that. It also helps you in preparing people who are
P . It makes a big difference when you sit down and tell the
ing in showing them why you was thea to do it and what
is expected of them ... [butl if you are (00 clear cut and specific you may be missing
something or limiting something that could have been a beaefit if it was tried.

[Objectives] allow you to predict what you need 10 do in the coming year and look at
the fact that people meet the challenge put to them due 1o the skills and the

training. When, for whatever reason, the training cannot take place it can be really

frustrating as eventually the job will have to be done, 5o you feel responsible.

[Objectives are critical since you have to have them to know where you are going and
how to get there. Otherwise you are in limbo. When something you don't expect occurs
and the objectives are not met you still have to account for that o somebody, if
anybody truly cares that you have them written.

You must have objectives 0 get a clear path o the goal. You have to know what to
achieve.

‘The positive aspect is that you can evaluate progress and ensure refurn oa investment
... fand it] gives [leamers] something to aim for and ways to measure their progress ia
getting there.

A clear understanding of wha is expected [of employees] is critical. The effort to
achieve

ey may st abways bo snet o e il saisying what the cod resut st be.

Learners need to know what is expected of them and whoever is delivering needs to
know what the leamer needs to get from the program. If you don't have any objectives,
then what do you evaluate? ... (but] there is a fear of going overboard in trying to cover
100 much in the session because of the objective.

[T aml not as vigilant now as when | was new at it. They are oot written down as much,
but they are know from experience ... [if] objectives are poorly written or written
without considerntion for the participants, things get sidetracked ... for people who
learn from a creative perspective, there is less free thinking allowed, and it is more
linear.

The most negative past of writing objectives [is] trying to define one that is clear and
measurable [and] distinguishing between learning objectives and teaching objectives.




Trainer | Responses

10 [Objectives] allow the leamers to know where they are going and where they are

expected to be at the end. It allows them to sim for something .. [t]here are sometimes

things you want people to be able to do and you can better achieve that without telling
m.

Table 15.  Trainers' perceptions of the use of objectives.

Leamer Analysis

The next series of questions in the interview related to the use of learner
analysis. Specific questions addressed the use and the perceived importance of
learner analysis. The obvious response here was that these trainers did not use

individual learner istics in While this was

the response from eight of the trainers, as seen in Table 16, it was also clear
that six of these trainers relied on the requesting departmental supervisor or the
individual learner to screen themselves, so that they attended only training
programs for which they were well suited. Not a lot of importance was placed
on the training department need to screen the leamers according to any given
characteristics, as it is done more globally within the organizations. Four
respondents said they used programs that appealed to various learning styles to
accommodate differences. Only one trainer indicated the systematic use of

individual learner analysis for management development, although six described




them as

important or very important.

Responses

You need to know their motivation and communication ability to complete it and get
‘something out of it. But leamer characteristic is not something I go into with a
checklist. In most cases it is done with directors and department heads who know on &
‘working basis the people and the different needs and abilities and who is appropriate
for it.

‘The supervisor does his or her homework before recommending a person on a course.
We don't look at entry level characteristics, and we don't look for leamer variance
we just hope the course takes all styles into consideration during delivery

We have to look more at individual packages for people as opposed to 200 people in &
room and this is what you are going to leam ... to be more effective. I don't think you
get a big bang for the buck by putting 200 people in a room and that's it ... We need to
know learners in order to have packages to suit individual needs.

[Lleamer analysis seems to have its merit, but there is no great need for it .. some.
managers select people to come based on their knowledge of them.

We would sometimes look at groups by functional work division to look for strengths
and weaknesses such as not sending accounting managers on an introductory accounting
- [Slome learners are much better with different instruction methods than

ike lecture versus independent study, but individual analysis is not

[We use leamner analysis because] each individual has to be reviewed on an individual
basis rather than on overall corporate philosophy. To get the best bang for the buck the
leamers need will or may be different for one person than the other.

If you mean do we actually P ko paper.ro; We do look at differences in
‘ackground, education and e ‘ou sort of have to develop something to
meet the needs of & range of vl withous intimidating the less experienced, less
educated people.

‘There are various activities to accommodate various styles, so everybody should be
‘accommodated in that way. We are not yet at a stage where we can consider entry level
characteristics. Instead we respond to the issues of the work groups as we feel they are
all very similar. For a person who knows their own leamning style it is evident what to
use, but peaple must be able to look at learning from styles other than the preferred
method, they can often leam more from another learning style.




Trainer | Responses.

9 We know our managers and what their differeaces and problems are as well as their
preferences. The only variances we take info consideration would be between differeat
groups..

10 Itis bard (o assess people’s weaknesses in a unionized environment ... people will often

try to turn good objectives negative, they will do the same with knowledge of learner
characteristics, and try to use them against the person.

Table 16.  Trainers' espoused use of learner analysis.

Evaluation and Return on Investment

The next series of questions focused on evaluation. Again respondents were
asked for their definition of evaluation, and the perceived importance of
evaluation. Additional questions addressed the understanding and use of
formative and summative evaluation, of testing and of measurement of return on

investment. All respondents were able to offer a definition of evaluation with

responses ranging from ensuring the i ion is and

to ensuring that the objectives are met. A suitable definition should somehow

refer to the of the

definitions are listed in Table 17. Only one respondent indicated that he did not



Trainer

Response.

Actions speak louder than words. It woukd be more common to ask individuals to do
ei-age of specific prograems afle they v fschad. o 0,50 o & sepacvisr 0 see
i there was evidence of a change in behaviour o attitude ... We ask people who have
completed training for suggestions and new ideas they have as a result of the training
opinion of puting others through the same program, was it what they

1t is] & process to ensure what you thought would be taught was taught and can be
transferred to the job situation, readily absorbed and understood and they got what
they were looking.

We need [evaluation] because we don't really know that anything we are doing is
really of any vaiue to anyone. If we are 1o get any refurn on our investmeat, o any
bang for the buck, we need 10 evaluate ..... Goals and objectives must be set up froat.
and evaluated after the fact.

To see if the objectives were met and if the desirad outcome had been achieved.

A measurement of whether the objectives were met or not.

Evaluation [of] the training, (if] not specifically related to the job they were doing,
focus{ed] on the content primarily but also on the delivery. Job related training was
evaluated based on how it was used, or if not, why not?

[Tlhe method of determining whether or not the learmer has achieved the objectives
you bave set. Determining the outcome and if the program was successful relative to
‘what you set out to do.

Evaluation is just as important as assessment.

[It's] determining if the training had any impact on the bow well people performed on
the job.

If the training is important enough to present (o the learners, then take the time to
evaluate if it was received or not ... I think all plwpk and programs should be
evaluated to some degree .. [to see] if learning took place.

Table 17.

Trainers’ definition of evaluation and its importance.

evaluate management development. Of the nine who did, three used the lowest

level evaluation, 'Did the participants enjoy the training?' and the other six use
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a variety of methods of evaluation to look at application on the job to return on
the investment. Table 18 illustrates how trainers evaluate. Of the eight
respondents who felt that evaluation is important, five felt the importance was to

see if the learning was being applied on the job.

Only two respondents were familiar with the terms formative and summative

evaluation, however in their definition and use of evaluation, all used some

form of i i i ion was not identified as used
by any respondent, but it was clear that many of the programs being
summatively evaluated "will be repeated at some point". Only one respondent
said that testing was used in management development, and this was only if

included as part of a course.

Trainer | Response

1 11 do not] see training as a cost but as an investmeat and [we] ask was it a good
investment ... I's not such & big thing at higher level [of management]. It is more a
personal thing, and not something we want them to come back and show us. At lower
levels is can even be a bit of a deterrent.

2 [Flirst s students feelings and make sure it met their needs; and second, evaluation by
the instructor ... Third, was the on-the-job evaluation by the supervisor. They have to
evaluate if the training related well to the job and if the person can now do what they
‘were trained for, will it be used, and how can it be improved for the next time.
Formally we only do a questionnaire, but informally we talk to people whose opinion
we respect.




Trainer

Response

What we do in the system now in 99% of the cases we ask did you enjoy the program,
and not what they got out of i ... we need to be able to tie the objectives to improved
performance. We have not been good at that, in part because we have pever beea
accountable.

“Happy sheets* are used for leamer satisfaction ... and oftea follow up meetings with
small groups give informal feedback.

We use reactionary evaluation right afier a program in order to see the effect it had
and make changes that may be necessary as well as muli-rater feedback to get an idea
how others think you are doing in performance .. The main thing we evaluate is the
objective to see that they were met. The next would be the leamers through
observation and sometimes testing.

Itis entirely self-evaluation ... [employees| often are much more critical on
themse! We do not evalute management training if it
takes place outside the organization since it will not be continued for others ... On the
job evaluation is only done through the performance review process.

[We evaluate] in terms of how [employees] changed ... to see if a change or
improvement has happened. We look for an observable change in behaviour.

We evaluate only the participant's response o the program. This reactionary
ion asks about the content, and the facilitator, as well as if the leaming would
e applied on the job.

[Evaluations were] received back then and hardly even looked at. We doa't do those.

manager and the participants themselves. We are reviewing what methods of
evaluation 1o use in order to define and quantify the problems, but overall, as a
management group, they would not accepX testing.

‘We sometimes interview people and look at their skills but not always. The only forms
of evaluation we use are the reactionary sheets and things t0 see if they liked the
coffee (sarcastically) and ask them if they learned anything.

Table 18

How trainers evaluate.

Return on investment was being measured by only two respondents (Table 19).

Those not using ROI for measurement, judged success of training on such things
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as changed attitudes, feelings and less friction (3 respondents), less accidents, or

better performance on the job. The actual measurement of the degree of

improvement or the cost-benefit analysis of doing, versus not doing, training

was not measured by any respondents.

Trainer

Response

RO is only measured through feelings. We look at quality to see were accidents
reduced and quality mq)roved For some programs we will look at that but not usually

for upper manageme:

We don’t measure ROI but we should. We look for improvement in the group, that they
can do the process better than before, that they are more skilled or there is less friction
between members of & group so they work better together.

[Measuring] return on investment was not formalized. Occasionally we would seek
verbal confirmation and look for change in performance by asking the supervisor if he
or she saw any positive change. We also will often have people coming back to me
saying this was great, it has really helped me do this now or whatever. But it has been
totally informal.

We do not measure return on investment. The success of training is measured to score
how satisfied they were with the training. They (happy sheets and informal meetings]
give us a good idea of their attitude o [llm training].

‘We crudely look at such things as injury prevention, lost time and things. You can't say
‘what the training impact was, just that it had an effect ... At times, evaluation of
management development is looking at & change in behaviour and can be linked back to
the number of grievances filed, etc.

We measure success not in quantifisble terms of dollars and cents but in terms of
promotion and in transfer of technolog;

Success is measured through the written evalu peated requests for the training
and informal feedback or comments from the participants and the supervisors.

We then look for ways to measure the return of investment such as reduced errors or
complaints ... We look for anything that niay be measurable [especially] for expeasive
programs. Mostly we just get a sense from all people involved including supervisors
that a positive change has occurred.




Trainer | Response

9 [Evaluation] is something that is very important to o, but very difficult. It is not
impossible, but we have to come up with the right combination and do things the right
way so participants understand it and accept it.

10 Return on investment is not done for mansgement training programs but it is for almost
everything else.

Table 19 Trainers’ measurements of success or return on investment.

C i De

Question 40 the issue of ing of

‘The common theme to come from this question was that contracting of

pment was, for all common. However, the

method of contracting and the reason for contracting differed among different

The are il in Table 20. The most important
consideration identified by at least six of the respondents regarding contracting
was the credibility of the trainer or the training organization. In some cases the
contract was let through a call for proposals (3 of ten respondents), but in others
the trainers looked for a positive history with the training delivery agency or
with the training facilitator him/her self (3 respondents). Respondents looked for
cost effectiveness of contracting, and for the flexibility of getting customized

training.



Trainer

Response

|pn-s|ru1u-wm.c|-nnm-.mmm-in-uu_mpmm
objectives, and the methods and locations of instruction. And of course cost efficiency
and coavenience.

‘We know what they do, how they do it and who they use. That is important to us
bocause we want 1o have training that is consistent with the organization.

[To find] cost effective ways to do things like front line leadership and train the trainer
programs to use and keep the resources and skills in house.

We base [our decision] on proposals 1o see if they are cost effective, as well as on the
content.

[We contract out] to complement whit we lready have. We look at our needs and
requirements, the trainers familiarity with the subject area, the dynamics of what is to
be presented, and draw on an advisory base for what to use and how to proceed.

We typically look to the colleges and university since we like to go with local resources
and need to have the confidence in the credibility of what we will get. We'll tell them
what we are looking for, and then work with them in order to ensure that we get what
we are looking for.

[When we contract out] we have an extemal call for proposals, we evaluate them and
have presentations to see who will best meet the needs and be reasonable in cost as well
as somebody who can understand the needs and is sesitive 10 the eavironment of
change at the time.

[We contract out] only if the content and the philosophy of the training supplier is
consistent with the organization and with our gencral scope of

development
organization and with the facilitator, their credibility and qualfications, the content, and
format of what they will teach.

We typically get outlines of what is being deliverad and see if it meets the needs we
have. We look at the topics 10 be covered and the timing of the sessions and then assess
the training based o that, and on what we know about the triner and the company.

We would not develop the training in-house if it was a one-off training just
would not be cost-¢flective. The other time we would definitely contract out is when
the expertise is only found outside the organization. We rely  lot on the feedback we.
have had if we used the trainer before, then how did it go over, was it successful, was
it good, those sorts of things.

Table 20

Trainers' reasons for ing out




Training Styles

As indicated, only eight of the ten subjects completed the Training Style
Inventory. The scoring of that inventory saw six of the subjects rate their most
used style as Collaborator. The other two each used different styles, as Pair-of-
Hands and Expert. As a group, the score was much higher for the Collaborator
style, at almost two-and-one-half times higher score than the other styles. One
of the two subjects rated as Novice scored much higher Pair-of-Hands score

than any other subject.

The three trainers scoring lowest on the Expert style were also rated as the
lowest three in comprehension of instructional design and therefore most likely
to be classified as Novice or Avocational. There appeared to be no other
correlation between the Training Style Inventory score and the classification of

trainer by ion and appli of i jonal design.

Summary of the Data

In comparing the results of the critical incident scenario with the questionnaire



results, the author identified the classification of the each respondent. All
trainers had some degree of awareness of the existence of the field of
instructional design however, only one of the ten respondents identified the use
of all relevant areas of formal instructional design in the critical incident. This
respondent also supplied accurate definitions of the terms and was the only
respondent to identify both theories and theorists related to instructional design.
This trainer was considered to be high in both the theory and application of
instructional design. She would be classified as Professional. There was one

respondent who was unable to supply definitions to several of the terms, was

in definitions and ions of i ional design concepts and
could offer no detail in the critical incident scenario. This trainer was classified

as Novice.

The other eight trainers fell somewhere between these two in both application

and ? ion of i design. As none of these cight

respondents could supply accurate definitions and "talk-the-talk" of i
design, they could hardly be classified as Academic. As a result, they would
therefore fall into either the Novice or Avocarional depending upon how well

they apply instructional design in a given situation. Only one of the remaining



eight would have been classified as a Novice, and in his/her own admission,
knew very little about instructional design, but given the strong background in
safety training, just had a step-by-step process that worked. This respondent
however indicated very little use of instructional design concepts in the critical

incident scenario.

The remaining seven trainers, all classified as Avocational, varied widely in the
application of instructional design, but were all very close in comprehension.
There were several who, if given a lttle knowledge of the instructional design
process, would fall into the Professional classification. Several of these trainers
indicated that they were comfortable in using what they do, but in several
instances did not know why they did some steps. They can be successful in
situations that they have encountered, but given a new situation, and without the
understanding of instructional design could find themselves in above their

heads.

Overall, it was clear that the trainers as a group do not use task analysis even
when they know what it is and how it should be used. Needs analysis and

learner analysis are used superficially at best. Trainers in general do not identify
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the characteristics of each individual learner to be trained, and often look more
at "wish lists” for training than at actual needs. Evaluation was deemed to be
important, but the knowledge of how to conduct evaluation was lacking.
Respondents continually referred to the "happy sheets® as their form of
evaluation. Nobody analysed higher level evaluation in the application of the

learning and the impact of that learning on the leamers and the organization.



CHAPTER FIVE
CONCLUSIONS AND RECOMMENDATIONS

Summary of the Study

This study to d ine the ion and

application of instructional design among corporate trainers in a selection of the
largest firms in Newfoundland and Labrador. Ten subjects were selected by
stratified random sample to represent the top 25 employers in the province.
They completed a critical incident scenario to determine the application of

design in a P! situation; they took part in

about a two-hour in-depth, semi-structured interview to determine their
comprehension of instructional design; and they completed an inventory of

situations to determine their training styles.

The data indicated that these corporate trainers use part of an instructional
design methodology, but in most cases do not have the understanding and

theoretical basis in formal i i design to use it Most

application is based on things that have been used in the past within the

organization, or things the trainer has seen work in the past. There was virtually
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no attention paid to learner analysis and evaluation, and very little attention to
needs assessment. Trainers espoused the use of needs assessment, learner
analysis, and evaluation, but what was actually done is a poor approximation of

acceptable application. Most trainers completing the training style inventory do

espouse to behave as within the ization as is

and most effective.

Conclusions

The results of this study indicated that the majority of the respondents conducted
no real needs analysis, but relied upon the feelings of the learners or their
supervisors as to what was needed. This was clearly a weakness for the trainers
as it is virtually impossible to guarantee relevance to problems or organizational
situations, future application, return on investment and overall benefit to the

organization with whom these trainers are employed.

Leamer analysis was not employed. Most of these trainers relied upon self-
selection of the learners o feelings that the people selected were suitable for the

program, not that the program was suitable for the learner needs, styles and
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preferences. Task analysis was identified by all respondents as being unsuitable

for management development. This tied back to the definition of management

differing from training in that it did not focus on the

skills required in the position.

Evaluation or any other real measure of success of the training programs was

not conducted. Evaluations invariably took the form of "smile sheets" or *happy

sheets” to identify the sati: ion level of the ici upon ion of a
training program. Trainers did not evaluate based on objectives. While twa
respondents indicated the use of return on investment as a measure of success of
training, the application was not a measure of the return on investment, but a

feeling that the training was ile. This eliminates the jon of a

benefit to the organization and justification for training dollars.

Many of the trainers demonstrated some degree of theory in use, but do not
have enough theoretical knowledge to adapt well to new situations that could
arise. They were primarily Avocational trainers working through a training
program without a good understanding of how and why it is done, nor the

strengths, weaknesses and benefits. Most were however, identified as using a



collaborative training style of training in the organization. This promotes the

shared commitment and knowledge of those involved in the training program.

Recommendations

The following recommendations are made based upon the findings of the study

and the conclusions outlined.

: %

Trainers should become more familiar with training and instructional
design theories and models and must be given the autonomy within the
organization to use these.

Training should become a planned and systematic activity for strategic
advantage, not only a response to wish lists and feelings of a possible
need.

Trainers should strive for collaborative training relationships for the
success of the learners, for their own success, and for the success of the
oorganization.

Training departments should carefully identify training needs and plan
for the measurement of the results of the training and the impact on the

organization.



More study should be to analyse what i jonal design

process is taking place for management development programs and how
it is measured in the organization.
Further study should take place of the styles of trainers and the

perception of these trainers within the organization.
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The Ce and of Design in
Development among Large Companies in Newfoundland and Labrador.
Semi-structured Interview Guide Name:
Demographics
1. Ed Post
Graduate.

Adult Education training

Training in ID/Ed Tech

2. Employment Present Position,

Level in Or i

Number of years in position.

Number of years in

Prior Position(s

Number of employees in training division (org structure)

% of budget on training (how)

% on Mgt Training

How is amount of training measured? #of days training developed and
delivered and outside._




3. What do you consider to be?.

4.Do you feel there is a dil between pment and
training?

Explain..

5. Who typically gets the ial training in your ization (the stars as a perk to
performance or those in most need?)

5b) How is that decision made?

6. menyd-yxofmngdoamunployuwp«yur
$ per manager/supervisory?_




Critical Incident Scenario

Assume you are the manager of a training division in a large corporation and are asked to find,
create or contract a management development program for five middle managers. How would
you go about the task?




General Information
Instructional Planning Process

7. How do you define the instructional planning process?

8. Describe your planning process for management development.

9. What starting points do you use in the planning process? activity, content, diagnosis,

0. What are the benefits to planning?

11. What are the drawbacks?

12. When do you begin the instructional planning process in relation to the training itself?

13. What factors influence planning?

14. How firm are the plans, and what could cause the phn to be revised? How likely is the plan
to be revised due to issues unrelated to the training itself.




Instructional Development
Definition

15. How would you define instructional design?

16. Where did you come up with the definition?

17. How would you define curriculum development?

18. What similarities or di do you see in ional Development and Curriculum
Development?

19. What theories of Instructional Development are you most familiar with?




Needs Assessment

20. What would you consider to be needs assessment?

21. Do you perform needs assessment for the purpose of management development?
yes how, if not why not? and what instead.

22. What is your ion of the i of needs in
ment?
Task Analysis
23. How would you define task analysis?
(precise detail and quantifiable terms — the skills, knowledge, terms, tools, conditions and

requirements needed to perform the job)

24. Do you use task analysis in the

What aspects (Skills, knowledge, terms, mk, conditions, requirements)




24 a. Why do you use task analysis?
- determine learning requirements
- establish objectives
- determine course content
- simplify tasks and reduce cost, increase performance in performing task
develop strm.u training programs

an:emumdmm
organize work activities

= part ofs pesforaianc sppeaisl
- other?

24 b. How do you conduct task analysis?
a. Identify major or critical outputs of the job
b. Collect data to record principle tasks
c. Break tasks into activities or steps
d. Validate the tasks
e. Submit tasks for preliminary cor
£ Choose or design a suitable et b amlysn
g Complete the task analysis, record results
h. Distribute to management for final review

Objectives
25. What types of objectives do you use in the management development?
Job Specific  unitgoal leamer behavioral  instructional

Where do you get the specific objectives?

26. What is your perception of the importance of objectives in the development of training
programs?

In your opinion, what are some of the positive aspects?

‘What are some of the negative aspects?




Learner Analysis

27. Do you define characteristics of your learners fnr the purpose of management development?
50, by what methods and characteristics
‘age, sex, socioeconomic, rmdlngahlll!y writing ability, verbal ability, math ability,
attention span, content knowledge, experience, maturity, responsibility attitude
If not, why not?

27 b. Do you consider entry level characteristics of managers in the development of instruction?
If so, how? If not why not?

27 c. Do you consider variance in learner characteristics? If so, how, if not why not?

28. What is your perception of the importance of learner analysis in the development of
instruction?

Evaluation
29. How do you define ion with respect to
30. Do you use in
- If 50, how?
Happy sheets  Testing Obsenvation  On the Job  Return on Investment

pre-post-test 360 multi-rater feedback assessment

- If not, why not? or what is used instead?




- What do you evaluate?
objectives  content learners instruction resources

- How long after the training or development do you conduct the evaluation?

- When do you develop the evaluation plan?

31. Are you familiar with summative evaluation? Explain

Do you use summative evaluation? Why/why not?

32. Are you familiar with formative evaluation? Explain

Do you use formative evaluation? Why/why not?




33. Do you use testing? If so, what type of testing?
Criterion referenced  norm referenced

If not, why not?

34. What is your perception of the importance of evaluation of training?

35. Do you measure the Return On Investment?
if so h

If not how to measure success of training?




Instructional Strategies

36. What do you consider in planning instruction?
text curriculum guic

job description
resources leaming activities technology
what the competition is doing cost

what's available to you

37. Are you aware of different teaching strategies? Which do you use? Explain
Lecture discussion groups demonstration
self study small group study research topics
textual experimentation simulation

38. How do you decide what is best and when?

39. Are you aware of content sequencing?
Do you use content ing? If so, what i i

easy to difficult frequency of use
familiarity

40. Do you ever contract training for management development? If no, why not?

If yes, how do you select instructional resources?




Revision, assessment and recycling
41. Are you familiar with instructional revision? Explain

Do you use revision?

How?

Why?.

How often or when?

‘What is the role of evaluation in the revision of instruction?

Should instruction be revised? Why/why not?




42. Are you familiar with instructional assessment? Explain.

Do you use

How?

Why?

How often or when?

‘What is the role of ion in the of i

Should instruction be assessed? Why/why not? When?




43. Are you familiar with instructional recycling? Explain.

Do you use recycling?

How?

Why?

How often or when?,

What is the role of evaluation in the recycling of instruction?

Should instruction be recycled? Why/why not? When?




Appendix C

Training Style Inventory



STYLE INVENTORY

Instructions for completing the style inventory

1

2

This inventory describes ten situations that ur during i of
waining projects. For cach one, you are provided thre options from which 0 select

kﬂdud:qnman.md(owsonhwymnnumngdqumnenlnw'mdﬁswﬂhywhne
management in these situations.

The term line management refers to any line managers with whom the training department
might work during a training project.

For each situation, you have ten points that you must allocate among the three
provided. For example, if option (a) describes how your training department now works
:bmu 60 percent of the time, you should allocate six pmnu to it; if option (b) describes how

it works 30 percent of the time, it should be given three points. Option (c) would then have
to be given one point, because the points must total ten for ail three options.

You may distribute these ten points in any manner; a combination of 10-0-0 would be
acceptable. Allocate the points to represent how your training department now works with
line management on training projects, not how you think it should work.

If you read a situation that you have never experienced, disregard it and move on.

Once you have responded to all relevant situations, total the point values in each column
at the bulmm of the page.

Reprinted with permission from Robinson, D.G. & Robinson, J.C. Training for
Impact: How to Link Business Needs and Measure Results
Copyright 1989 Jossey-Bass Inc., Publishers. All Rights Reserved



Style Inventory

1

When I work with line management on trammg and
development problems, what generally happen:

a.
b.

c

Management looks to me to develop solutions.
Management has irs own solutions and expects me to
follow its direction:

Management and 1 work together to develop
solutions.

In determining the type of training that is needs, what
generally happens is:

a.

b.

c

In determining the content for a trail

1 indicate to line management that a specific type of
training is neede

Line management determines the training program
that is needed and tells me.

Line management and I jointly make decisions about
the type of training needed.

g program:

I generally determine the content of the training
program.

Management knows what content it wants in a
training program and tells me.

The content is determined through discussions
between management and myself.

In working with line management to develop and implement
a training program:

a.

b.

Disagreements usually do not occur, because my
expertise in training and development is recognized.
Disagreements usually do not occur, because line
management knows what it wants.

Disagreements are expected and are resolved by
discussion between line management and myself.



After it has been determined that a training program is

needed, what generally happens is
a1 proceed to design and implement the training
P

rogram. .

Management tells me what it wants in the program
and how long the program should be.

¢ Design and implementation decisions are made
through discussion and agreement between line
management and mysel

When I am diagnosing training needs, what generally happens
is:

a I collect data and tell the line manager what the

training objectives should be.

b, The line manager tells me what the training objectives
should be.

c We work together to analyze the situation and
determine the training objectives.

When 3 training program is being implemented, what
generally happe

a.  Imanage the implementation process alone.

b.  The line manager decides how to implement the
program and I carry out his or her plan.

. Theline manager and I meet regularly to discuss how
the is going and the
actions to be taken.

‘When skill transfer appears not to be occurring what

generally happens is:
1 identify the problems and then take action to solve
them.

b.  Management identifies the problems and takes action
to solve them.

¢ Line management and I identify the problems and
determine actions to solve them.



When evaluating the effectiveness of a training program:

a
b.

c

I decide on the type of evaluation and do it myself.
Line management decides what it wants evaluated,
and I carry out the evaluation.

Line management and I jointly agree on what items
should be evaluated, and I carry out the actions.

When I work with line management on a training program,
what generally happens it:

a
b.

c

line
myself in determining what needs to be done.

COLUMN TOTALS
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NAME

Fishery Products International

ial University of
PCL Acker Stord Steen and Becker
National Sea Products
Hibernia Management Development Co.
General Hospital Corporation
Newfoundland Telephone
Iron Ore Company of Canada

Cabot College of Applied Arts and Tech.
Hoyles-Escasoni Complex

Grenfell Regional Heath Services
Hickman Group of Companies

NUMBER OF EMPLOYEES

Source: St. John's Board of Trade — November 8, 1995
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29 Fleet St.
Mount Pearl, NF
AIlN 3Y4

Iam a graduate student in the Faculty of Education at Memorial University under the
supervision of Dr. Mary Kennedy. I will be interviewing training managers and human resource
representatives responsible for training over the summer to investigate the awareness,

” Sedriey rrl oy

Tam your s in this study.

Participation will consist of the representative responsible for training meeting with me three
times. He/she will be asked questions regarding awareness and eomprehensmn of formal
and the of this i
Mmmhmmmmxwﬂlklsmmm-ns.wm
pﬂn:q)lnlwns:nt, the meetings will be audiotaped with the tape erased upon completion of
the research. The participant will have the opportunity to view the transcript when completed.
The meeting protocol is as follows:

Mesting 1 (spproximately 30 mittes) ~ Intrview and compleion of brief crtical

incident scen:

Meeting 2 ? 1 hour) - Semi interview regarding the awareness,
ion and application of i design in

Meeting 3 i 30 minutes) - C ion of Training Style Questionnaire.

Allmfomumplhaadmlhuﬂudylsﬂncdyconﬁdmualmdﬂnoumemllmdwldulsur

is voluntary, and the representative has the freedom to
mu;dnwﬁnmlhe;tudyalanyume,ofwreﬁlsem any question without prejudice. This
study has received the approval of the Faulty of Education’s Ethics Review Committee. At your

request, the results of my research will be made available to your organization upon completion.

If you zyae to your orpmnnon: participation in this study pluse sign the attached
tional Consent Form, keep one copy and return the other copy to me at the address
lmedbdowmmepomppandmumenvdope_

Should you have any questions or concerns, please feel free to contact me at 737-7977 at work
or 368-7140 after regular business hours. If at any time you wish to speak with a resource person
not associated with the study, please contact Dr. Stephen Norris, Acting Associate Dean,
Research and Development with the Faculty of Education at 737-8693.

1 would appreciate your returning this form to me by mail or fax to 737-7999 by August 30,
1995. Thank you for your consideration of this request.

Respectfully,

William J. Morrissey



PARTICIPANT CONSENT FORM

hereby consent to participate in a study of the awareness,

and application of i ional design in programs in
Newfoundland and Labrador being undertaken by William J. Morrissey. I understand that
participation is entirely voluntary and that I may withdraw from participation at any time, or
refuse to answer any questions without prejudice. All information is strictly confidential and no
individual or organization will be identified.

Signature Date

William J. Morrissey 29 Fleet St. Mount Pearl, NF AIN 3Y4



ORGANIZATIONAL CONSENT FORM

I herebygive consent for a representative of my
izati to participate in a study of the awareness,
p ion and application of i ional design in programs in

Newfoundland and Labrador being undertaken by William J. Morrissey. [ understand that
participation is entirely voluntary and that the interviewee may withdraw from participation at
any time, or refuse to answer any questions without prejudice. All information is strictly
confidential and no individual or organization will be identified.

Signature Date

William J. Morrissey 29 Fleet St. Mount Pearl, NF AIN 3v4
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